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INTRODUCTION

THE establishment of a republican government without well-
appointed and efficient means for the universal education of the
people,” wrote the great Massachusetts educator Horace Mann in
1848, “is the most rash and fool-hardy experiment ever tried by
man.” In the century since Horace Mann lived and worked,
Americans have heeded his warning well. Their answer has been
what his was, the free public school, one of the niost imposing
educational adventures of all time, and todav a characteristic fea-
ture of the American way of life.

This hook is about that educational adventure. [t deuls with the
public schools of our democracy. It tells the story of how thev
came to be. It discusses the many services they render and the
many responsibilities they bear. Most important of all, it shows
how the average citizen can help the work of the public schools in
his own community. In other words, it is concerned with the stake
of the public in public education. Its purpese is to muke citizens
better informed about public education, better able to solve some
of its most important problems, and better able to judge its most
important results,

The boek is divided into four parts. In Part One there is a series
of thumbnail sketches—the social scientists call them “case stud-
ies”—of students, teachers, and citizens in a representative Ameri-
can community called Maplewood. While Maplewood does not
actually exist, it is typical of communities throughout our nation.
Through these sketches vou will gain some idea of the many dil-
ferent people in any community who are involved in public edu-
cation: those, young and old, who attend the schools; those who
teach and work in the schools; and these who are interested in the
schools. Public education, as you will see, has tremendous scope.

il



wiii INTRODUCTION

The story of how our publie schools came to be is teld in Part
Two. You will see how the public school grew out of attempts by
Americans to promote certain great values and meet certain un-
usual conditions of American life. Here also is the story of the
tremendous progress public schools have made since they were
founded over a century ago. The buildings, textbooks, courses,
and teaching methods of today are a far cry from what they were
in 1850 or 1900, and it is important for citizens to realize why,
how, and how much they have changed.

In Part Three some principles are developed for citizens to use
in deciding how well the public schools of their community are
doing their job. So that you may see more clearly how these prin-
ciples work with real people in real communities, the case studies
of Maplewooders in Part One are used to illustrate the points
made. Here the matter of paying for public schools is also taken
p—a matter of great importance to the citizens who pay school
taxes. In a way, this part equips citizens to judge whether they are
getting proper returns from the investment they make in the pub-
lic schools of their community.

Finally, Part Four turns to some of the great problems that
Americans have to solve if public education is ellectively to con-
tinue its work. There are many ways for people like vourself to
take an active part in the solution of these problems, and in public
school affairs generally. Part Four shows you how to begin.

At the end of each chapter in this book, there are projects to
think about or do. Most of these activities have a single purpose:
to enable vou to find out more about the schools of your own com-
munity. Although few students or classes will have time to carry
out all of these activities, we think that they are most important.
Thev ure designed to help you become a school-conscious citizen
—a citizen who knows the basic purposes of the schools in his
community, who knows their strengths and weaknesses, who
knows how to make judgments about the schools, and who knows
how to nse his knowledge to improve the schools.

° ® o

We wish to thank Mr. Martin S. Dworkin and Mys. Joseph
Amof of New York City for a number of very helpful suggestions
concerning the mannseript.
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Part One

THE PUBLIC SCHOOLS OF
AN AMERICAN COMMUNITY

Think of a community—any community. It might be yowr own,
Have you ever stopped to consider the people in it? Who are
they? How do they earn their living? What do they hope 1o make
of their lives? How do their hopes (md aspirations affect the public
schools?

Let’s look at a typical American community named Maplewood
and at some of the people in it. We will come quickly to under-
stand how many different kinds of children and adults have an
interest in our public schools foday.

MAPLEWOOD is an average American community of fifteen thou-
sand average Amcrican people. It happens to he in tbe Midwest;
but it could really be a city in almost anv region of the United
States. In it, pcople are bom, grow up, live, and die very much as
they do in most places in America. It's simply an ondnnu} place
not too exciting, not too dull—just a normal American city.
Citizens of Maplewood have many national origing and many
religions, There are German-Americans, Swedish-Americans, Po-
lish-Americans, Italian-Americans, and Irish-Americans. There are
Roman Catholics. Jews, Presbyterians, Methodists, Lntheruns,
Baptists—and even a few freethinkers, They all get along to-
gether rather well for they do not think of the differences among
t]wm Frankly, most just think of themselves as plain Ammnericans.

1




2 THE PUBLIC SCHOOLS OF AN AMERICAN COMMUNITY

Maplewooders make their living in many different ways. There
are three factories in the city, each employing more than a hun-
dred workers. There is also a smaller bottling plant and a machine
tool shop. Located in the same neighborhood as the factories is
the Maplewood Trucking Company which employs close to fifty
men during the good season. Around the community, but within
its boundaries, are many small farms which produce vegetables,
wheat, rye, barley, and hay. Near the northern outskirts are three
large poultry farms and a creamery. The business district is large,
serving not only the people of Maplewood but also the residents
of the farm communities which surround the city. Many people
work in the business district, in the large and attractive stores
which line the square or in some of the smaller stores on nearby
avenues, Because Maplewood serves the surrounding farm com-
munities, there is also a large number of professional people like
doctors, lawyers, teachers, ministers, dentists, and accountants.
Thus, there is tremendous variety in the ways in which the people
of Maplewood provide the goods and services necessary to live
happy and comfortable lives.

Maplewoad has no extremely rich or extremely poor families.
Nevertheless, there are differences in elass and wealth. The better
houses, for example, are along Maple Avenue, a beautiful, shaded
lane which takes its name from the two rows of trees bordering it
for almost half a mile. In these houses live families like the Hop-
kins, the Grahams, the Mayers, and the Lees—old families with
wood incomes who have been living in Maplewood for two or three
generations, There are also some beautiful houses on the northern
end of Maple Street as well as in the new Rocky Mills Develop-
ment Project in the northwestern part of the city. In these houses
live business people and some professional men—most of them
more recently arrived in the community. Many of the men who
work in the factories—particularly the skilled workers—Ilive in the
castern section of town and in the new Highview Housing Units.
One also finds families of office workers in that area. Finally,
there is the poorest housing in Maplewoed at the southern end of
town by the railroad tracks. While the area could not rightly
be described as a stum, the houses are old and run-down and are
generally occupied by families with the Jowest income in the
community.



THE PUBLIC SCHOOLS OF AN AMERICAN COMMUNITY 3

Maplewood is not only organized as a city; it is also the seat of
Maplewood County. The city is governed by a mavor and a coun-
cil of seven citizens elected for four-vear terms. Like most cities
of similar size, Maplewood has its own po!ice, fire, sanitation, and
health departments as well as a city magistrate and justice of the
peace. In a recent survey by a group of political scicnce professors
from the State University, all of these departments were judged to
be running at fairly high efficiency. Most of the services are con-
ducted from offices in the courthouse situated in the square, and
it is to this building or to the main post office that citizens gen-
erally go when they have business of a public nature.

One of the most important of Maplewood’s community activi-
ties is the maintenance ol its public school svstem. Maplewood's
school svstem runs from kindergarten through the senior high
school. There are five elementary schools: the oldest and smallest
of the five is the South Side School, located near the railroad just
south of the state highway. A second school, the Maplewood
School, is in the southeastern part of the city, several blocks from
the trucking company and the bottling plaut A third school,
called the Lincoln School, is near the Highview Housing Units. A
fourth, the Washington School, is in the western part of the city
near the Maplewood Hospital. Finally, the Rocky Hills School,
built in 1947, is on the western fringe of the Rocky Hills seetion.
The Lincoln School and the Rocky Hllls School are six-vear insti-
tutions; the other three schools take children through the cighth
grade.

The most recent addition to Maplewood’s public school system
is the new junior high school, built at a cost of one million dollurs
in 1951. The school includes grades seven, eight, and nine, and
draws its students mainly from the graduating classes of the Lin-
coln and Rocky Hills Schools. Belore the new junior high school
was huilt, there was much argument in Mup]vwood. first over
whether Maplewood should have a junior high school to hegin
with, and then. if so, where the new building should be located.
Dr. Benson, Maplewood's superintendent of schools, led the fight
to have the school established, and to have it built next to Maple-
wood High School. He argued that to do so would be more eco-
nomical because joint use conld then be e acdle of facilities like
gvms and assembly halls.
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Boys and girls who graduate from the junior high school enter
the second vear of Maplewood High School. When they do so,
they join the bovs and girls who graduate from the South Side,
Washington, and Maplewood schools, and who enter the senior
high school as first-vear students. Maplewood High School is lo-
cated two blocks west of Maple Avenue in one of the most beauti-
ful parts of the city. The building dates from the late 1920, but
it has been modernized and kept up, and is neat and clean in ap-
pearance.

Maplewood has a number of other facilities which make it a
pleasant place in which to live. A free public library has been
operating on Maple Avenue since 1927. A hospital built in the
1930 contains the most up-to-date medical equipment and fa-
cilities. Generally, the foresight and planning of the city fathers
las preserved the beauty and guiet of the community’s residential
areas. Because it has remained a pleasant place in which to live,
many voung people are content to grow up, build families, and
rem in the community, living their lives in what they believe
to be a happy and healthy environment for themselves and their
children.




CHAPTER ONE

Who Is in
Our Public Schools?

On any ordinary weekday between September and June, roughh
one in every five citizens of Maplewood—comprising most Maple-
wooders hetween the ages of five and eighteen—attend one of the
community’s public schools. They come in fulfillment of the state’s
compulsory school attendance laws. Yet they come with different
backgrounds, different abilities, different interests, dillerent prob-
lems, different purposes, and different goals. Who wre some of
these voung people? What do they hope to get from Maplewood s
educational system?

lack Brown

Take fack Brown as an example, Jack has never really wanted
to go to school. Ever since his dad died two years ago, he and his
younger brother have wanted more than ever to go to work and
earn money for themselves und the fumily. Jack is s
has only one more year of compulsory schooling to complete.
Many of his friends are older than he and work in flling stations,
in one of the local fuctories, or at other johs around town or on one
of the local farms. Some of them carn as much as fifty dollars a
week. Jack would like nothing better than to folow in their foot-
steps and have some “real spending money” for a motoreyele or
for a TV set at home.

ixteen now and

5
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WHO IS IN OUR PUBLIC SCHOOLS? 7

Jack doesn’t really mind school. It’s just that he can’t see how
many of the things he is asked to do from day to day make much
sense. The other day, for instance, the English teacher asked the
whole class to memorize “Old Ironsides™ by Oliver Wendell
Holmes. Jack thought the poem was all right, but he didn’t sce
why he had to memorize it. So he didn’t, and then he had the bad
luck to be called on in class. Later that day, the social studics
teacher requested that evervone make a scraphook on our South
American neighbors. Jack was simply not interested. It is things
of this sort that Jack is thinking of when he talks about leaving
school. He wishes there was some way that a fellow could take the
shop courses and the auto mechanics work without “Old Iron-
sides” and our South American neighbors. Then school would be a
“good deal” and might “pay off.” But Jack figures schools just
aren’t made that way, so he waits for the day when he can say
goodbye to school and teachers alike.

Mary Smith

Ever since she can remember, Mary Smith has liked school.
Mary is fourteen, and happens to be enrolled in the same class
sections of English and social studies as Jack Brown, Her family
is not well-to-do; Mr. and Mys. Smith run a small gracery store in
the southern part of Maplewood, near the railroud. Both of her
parents have always advised Mary to do as well as possible in
school. They sayv that if she does, she won't have to work as hard
as they do to earn a living and make ends meet.

Mary is envolled in the college preparatory cowrse of Maple-
wood High. She knows that her parents will not be able to finance
four years at college unless she can win a scholarship at the state
university or some other institution. Mary is determined to do so
and has a good chance of achieving her goal because she is both
intevested in her work and able to do it rather well. When “Old
Tronsides™ was assigned last week, AMary not only memorized it,
but went to the libn.n‘_\‘ and leoked up some material on the U.S.S.
Constitution. which “Old Tronsides™ is about. She is now work-
ing on some ideas for her scrapbook on South America, She wants
to give special attention to the growing industrv of Brazil. Above
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all, Mary is interested in science. She thinks she would like to
major in hacteriology at college and then get a job in a research
laboratory. Mary has made her interest known to Miss Booth, the
science teacher, and Miss Booth has recommended some special
books from the school library.

Mary knows Jack Brown and has been in many of the same
classes with him since elementary school. She thinks well of Jack,
but feels that he will never “amount to anything.” Jack, in turn,
has always thought of Mary as “a grind.” He has often told his
friends that she would be a really nice girl if she didn’t spend so
much of her time “with her nose in a book.” They are friendly,
however, and Jack voted for Mary as delegate to the student gov-
ermnment last fall.

Bob Hopkins

Also in the student government of Maplewood High is Bob
ITopkins. Bob is one of the most popular members of the senior
class. In addition to being left tackle on a varsity football team
that lost only two games this year, Bob is captain of the swimming
team, and president of the Maplewood High School Service So-
ciety. Bob’s grades are better than average. He does best in social
studies, while math and science he calls his “downfall.” One would
think that Bob has every reason in the world to be a happy young
man. Yet there are times when he is strangely troubled.

The Hopkins family is one of the best known in Maplewood.
Dr. Hopkins is president of the county medical society and one of
the most competent surgeons in the state. Mrs. Hepkins has for
vears been a leader of the local women’s club and also participates
in many charitable activities. Ever since his boyhood, everyone in
and out of the Hopkins family has assumed that Bob would some
dav go to medical school and follow in his father’s footsteps. Until
very recently, Bob, himself, has never thought otherwise.

During this last year, however, doubts have grown strong in
Bob’s mind. He is not sure he wants to be a doctor. He is not even
swre he wants to go to college at all. He doesn’t really know what
hie wants to do, and alnost wishes high school could last another
vear 5o he could have more time to decide, Bob has heen almost
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A great variety of necessary things are taught in the school.

afraid to discuss these things with his parents for fear of disap-
pointing them. Yet, he is troubled. During the winter, when Mr.
Henderson, the school guidance counsellor, asked Bob about his
plans for the future, he said that he wanted to be a doctor. Now
he wishes he had spoken about some of his doubts at that time.
Mr, Henderson announced to the senior class that he would be
happy to discuss their future plans with them at any time. Now
Bob is thinking of arranging another appointment. If he could
only be sure about what he wanted!

Jean Swenson

One of the twenty-seven other members of the Maplewood
High School Service Socicty is Jean Swenson. Jean comes to school
each morning on the school bus which brings students from Mill-
town and Ryeville, two towns just north of Maplewood. Both
towns have their own elementary schools, but after the eighth
grade, their young people attend Maplewood High. Jean lives
with her mother, father, two brothers, and younger sister on the
Swenson farm, near Rveville. The farm produces wheat, barley,
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and much of the hay used by the local dairy company for its
cows.

Ever since she was twelve, and visited her aunt in Chicago for
a month, Jean has wanted to lve in a big city. Her plan is to
graduate from high school and then leave Ryeville to find a job
in Chicago. To prepare herself for this, Jean has taken the com-
mercial courses at Maplewood High. Already, while still a junior,
her tyvping and shorthand are excellent, and she is known as a
“whiz” in the business arithmetic class. Jean has heard that good
secretaries are much in demand in Chicago, and that a skilled
stenographer can earn as much as seventy-five doliars a week after
a fow vears with the same company.

About a wmonth ago, My, Sanford, the business arithmetic
teacher, mentioned in class the need for trained teachers in his
field. After class, he asked Jean if she had ever considered going
on to college to prepare for a teaching career. Jean has heen
thinking it over during the past few weeks, but she is still con-
vinced that she wants to work in Chicago as soon as she graduates.
Besides, her father has often said that he doesn’ think girls should
go to college.

Joe Randolph

Joe Randolph, who is now twelve, never gets tired of admiring
the large and airy classrooms, the bright corridors, the gleaming
fixtures of the cafeteria, and the variety of equipment in the gym-
nasium of Maplewood's million-dallar junior high school. Joe has
sood reason to admire them, for every ather school he has ever
attended—and he has already been to four—has been old, over-
crowded, and dismal.

The Randolphs are one of the dozen new Negro families who
have moved to Maplewood this year. Mr. Randolph, a lathe op-
erator, found work in the machine tool plant soon after their ar-
rival; and the Randolph family is slowly settling down to life in
Maplewood and getting things in order. No one is happier than
thev about this. Life for the Randolphs in recent years has been
moving, moving, and more moving. Everytime it seems as il Nr.
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Randolph has steady work, something happens: once, the plant
closed; then, there was a fire; and one time, it was trouble with
the foreman. Now, the Randolphs have found a community where
they think they can be happy—if only things work out.

Going from school to school hasn't done fJoe any good. He
doesn’t read too well, and he has trouble with arithinetic. When
he entered the junior high school this year, Joe took many tests,
and the guidance counsellor had a long talk with \rs. Randolph.
The tests showed that Joe has a great deal of ability, and that if
he applies himself be can “catch up” fuirly soon. Joe is making
every effort to do so, because, in his own words, he has “never had
it so good!”

]immy Levine

About a half mile west of the junior high school, near the Rocky
Hills section, is the Rocky Hills School. Little Jimmy Levine is
enrolled in the kindergarten there. Jimmy is five, one of f[orty-one
five-year-olds to enter the Rocky Ifills School this vear. While the
authorities made plans for a large kindergarten group. no one
expected fortv-onc children to appear it registration time. As
result, during the first week of the school vear, another kinder-
garten teacher had to be employved.

Jimmy has looked forward to school for a long time. is older
sister, Janet, is in the fourth grade. During the first davs, Jinims
felt a little Jost, and missed his mother a great deal. One afternoon,
he cried hitterly, and Mrs. Levine had to come and take Jimmy
home carly. Nevertheless, as the vear has progressed, Jimmy has
come to feel very much at home in the kindergarten room of the
Rocky Hills School. Mrs, Williams. the teacher, knows many
stories and many games. Jimmy thinks she is almost as nice as his
mother. Jimmy also likes to play with the other children, cspe-
ciully when they go out-of-doors cn sunny days,

One thing fimmy likes especially about going to school is the
large number of picture books which NMys. Willinms keeps in the
room. There are books about animals, about faraway places, and
about other bovs and girls. Often, Mrs. Williams reads to the chil-
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With the youngest children the school begins to develop the physical
skills needed for learning.

dren from these hooks. Sometimes, when the children divide up
into groups to do different things, Mrs. Williams and Jimmy spend
a few minutes looking at a book together,

Jimmy also enjoys the times when the class paints and draws.
He has made many pictures of the house he lives in, of his mother
and father and sister, and of the family dog. Once, the teacher
even hung one of his pictures on the wall and he was particularly
prond. The kindergarten also has a little hand, and Jimmy plays
the cvmbals. He likes especially to play them in rhythm when
Mrs. Williams plays the piano.
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Allin all, Jimmy enjoys kindergarten immensely. He can't wait
each morning to hegin a new da\' doing the many things that
Mors. VVl]lnms helps the children to do.

Dorothy Kelly

Dorothy Keliv is one of the five children from the Kelly family
in \hplewoods public schools. Dorothy is ten vedrs old and a
student in the fourth grade at the \hplc“ ood School.

During her first three vears as a student, Dorothy disliked school
very much She was a poor student and had a great deal of trouble
l\cepmg up with the work. She did not read well, and found her-
self unable to wnderstand fractions. This vear, a remarkable
change has come over Dorothy. Her work is much improved; she
gets along better with her dassmates and she finds herself liking
School more and more. What is the cluc to this great change? It is
a little hearing aid that Dorothv has heen wearing since the he-
ginning of the school year.

The story of how Dorothy got her hearing aid is a story of team-
work in the Maplewood school system. When Dorothy did not
read as well as the other children i the first and second arades,
Miss Johnson—who stayed with the group as teacher for two
vears—noted this fact on her record, and began to give Dorothy
special help in reading. The problem remained, however, and at
the end of the year, Miss Johnson recommended that Dorothy
bave an interview with the reading specialist of the Maplewoad
school system.

Dorothv did so at the beginning of the next school vear, and
Miss Horowitz, the reading specialist, gave hev a nambey of tests.
When the test results were in, Miss Horowitz suspected that there
was some physical difliculty keeping Dorothy from reading well.
and suggested that Dorothy have a thorough examination hy
the school physician. This examination (de\l\ located the tron-
ble: Dorothy was not hearing well, and had been working under a
serious disadv antage. The physician recommended that Dorothy
wear a hearing aid, just as some of the other children wore eye
glasses. When Mrs. Kelly pointed ont that the Family couldn’t
afford to buy one right away, even though they wanted it very
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much for Dorothy, arrangements were made for the school health
office to bear part of the cost. The hearing aid arrived around
Thanksgiving Dav.

When the little instrument first came, Dorothy didn’t want to
wear it. She said it made her look ugly, and all the other children
stared at her when she had it on. She soon got used to it, however,
and found that when one can hear evervthing that the teacher and
the other children are saying, it is easy to learn. It was then that
Dorothy’s great change began.

Hans Berger

Hans Berger comes to Maplewood High School long after most
of the bovs and girls have gone home. In fact, even the editorial
offices of the Maplewood Clarion, the student newspaper, are
dark when he arrives. Hans comes on Tuesdays and Thursdays
after supper and a long day at the local container plant where he

As children grow older, the school confronts them with maore compli-
cated intellectual and physical tasks.

Cleveland (Ohio) Public Schaols
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works as a caretaker. He is twenty-nine and has heen in the
United States for three years. He lived his first twenty-six years
in Austriz. Now, the United States is his home, and he would like
nothing more than to be an American citizen. Maplewood High
holds the key to his goal: knowledge about America.

The classes which Hans Berger attends were organized about a
year ago when a group of people like Ilans, who had recently
come to the United States, asked v, Benson, the superintendent
of schools in Maplewood, if evening classes in American history
might not be organized to help them qualifyv for citizenship. Afrer
a conference with Mr. Rogers, principal of the high school, 1r,
Benson agreed, and the classes were established. The first group
numbered twentv-two, and attendance was so regular and the
results so good that an additional class in English was added for
this vear. Both classes meet on Tuescay and Thursday evenings,
and Hans enthusiastically attends first one and then the other, Tle
looks forward to the time when he will speak and understand
Eunglish well enough to enroll in some of the other evening adult
education classes oﬂend at Maplewood Iigh School. Lany fivmly
believes that education can help him ty vmundonsl} in his desire
to build a full and productive life in his new homeland.

Angic Brooks

While Hans is in class on Tuesday and Thirsday evenings, NMrs.
Angie Brooks is down at the other end of the second fleor in the
domestic science laboratory. She and cleven other Maplewood
women are—of all thmgs—luunmg‘ to improve their cooking,.

When Maplewood organized its adult cducation program vight
after the war, Dr. Benson invited any gronp of citizens who
wanted to use the schoot facilities for their own educition to con-
tact his office and make the necessary wrangements, Since that
time, a variety of groups have pursaed a varicty ol courses in their

leisure time.

Last summer, Mrs. Brooks and a munber of other voung nar-
ried women in the new l]lgh\ iew Tousing Units thml”ht it nmfhl
he useful as well as entertaining il they organized an iaformal ox-
change of recipes and cooking tricks. Several of the vounyg wonmen
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were recent graduates of Maplewood High School, and they spoke
enthusiastically about the work of Mrs. Reed, the homemaking
teacher. At the summer’s end, the women decided to ask Dr.
Benson if the services of Mrs. Reed and the facilities of the do-
mestic science laboratory might not be obtained as an adult
education preject. After conferences with Mrs. Reed and M.
Rogers, (at which arrangements were made to pay Mrs. Reed
extra salary for the evening class), Dr. Benson agreed; and the
twelve women meet twice weekly at the high school.

Ars. Brooks is the wife of Don Brooks, a cashier at the bank.
She was born and brought up in the East and met and married
Don while he was in the Army. Angie—as Mrs. Brooks is called—
had never finished high school; and what secondary schooling she
did have was largelv college preparatory. She is very happy at this
opportunity to improve her work as a housewife and has already
talked about continuing the course next year with other Maple-
wood housewives who might be interested. One of the other
women in the class has also mentioned the possibility of a course
in child care for some of the women who are finding their new
babies “bafiling.”

Jack Brown, Mary Smith, Bop Hopkins, Jean Swen-
son, Joe Randolph, Jimmy Levine, Dorothy Kelly,
Hans Berger. and Angie Brooks are all the concern of Maple-
waod’s public school system. They reflect the great variety of re-
sponsibilities which public schools are today expected to carry in
almost any average American c-ommunjty. Indeed, in many ways,
thev exemplify the 24,000,000 children who today attend public
elementary schools and the 6,600,000 young men and women who
today attend public secondary schools throughout the United
States. Fach is un individual, with his own educational needs and
desives. When we put thern all together, we learn some interesting
things abont an average public school system.

Maplewood's public schools include people of all ages. Not only
children wud voung people, Tt adults, too, make use of Maple-




e ’ s
Pasadena (Calif.) City Schools
Education is never completed. These women have returned to the
classroom to learn something which they now consider important.

wood’s school facilities. A hundred years ago, most people be-
lieved that schooling was only for children; when childhood
ended, so did education. The idea that everyone should go to high
school was unheard of; un]y a few young men and women went to
hig]l school and even fewer went to college. Today, in Nl;x!)le—
wood, most young people graduate from high school; and a grow-
ing number of the graduates go on to college. While a community
the size of Maplewood rarely supports a public college, citizens
of Maplewood help to pay the taxes that support the State Uni-
versity-
the College of Arts and Science, the College of Education, the
College of Engineering, the College of Pharmacy, the College of
Business, or one of the other schools at the State University. As

and many graduates of Maplewood High School go on to
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such, the State University is definitely a part of the public school
system in Maplewood.

Then, too, more and more adults in Maplewood are, like Angie
Brooks, finding themselves “back in school” years after gradua-
tion, voluntarily taking work in areas that interest them—from
history to carpentry, from world affairs to household arts, from
child care to bookkeeping. Psychologists and educators began to
discover vears ago that “you can teach an old dog new tricks.”
Today Maplewood’s adult education program includes a great
number of mature people who have for one reason or another felt
the need to continue their education. They stand as loud testi-
mony to the fact that education continues throughout a person’s
life, and that public schools can and do play a large part in this
education in communities throughout America.

Maplewood's public schools include people of oll classes, reli-
gions, and nationality groups. The names of a graduating class at
one of the elementary schools or at the high school tell us a great
deal about America. There are names represeﬂting a variety of
religions and nationality backgrounds. Kellys, Levines, Swensons,
Bergers, and Smiths—all have equal rights and equal opportuni-
ties in Maplewood’s public schools.

In addition, children of all social classes and races in Maple-
wood enjoy these same equal rights and opportunities. Mary
Smith and Dorothy Kelly come from poorer families. Yet, the way
to opportunity is open before them; and, as has a Iready been
pointed out, Mary strongly hopes to win a scholarship and go on
to college when she finishes at Maplewood High. Mary Smith and
Bob Uopl\ms are hoth on the student council at _\Idp]c\\ ood, and
hoth are respected as people rather than as a boy from a well-to-
do Family and a givl from a poorer family. Finally, Joe Randolph,
a newenmer to Maplewood, has equal use of the junior high school
along with all the other children of the community.

Few Americans realize that this is net the situation in many
other nations of the world. In some places, children of well-to-do
parents go to one school, and everyone else goes to another. In
other places, children of different religions attend different school
sustems: they rarely ga to school together. On the other hand, the
American prblie school has alwavs been the meeting grovnd of
rich and poor, Catholic, Protestant, and Jew, Ttalian-American,
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Irish-American, German-American, Russian-American, and many
others. For this reason, the public school has often been called a
common school, one common to the children of all the people,
serving thenm and also supported by them.

Maplewood's public schools include people of many different
interests, abilities, and aspirations. Probably no fact stands out as
clearly whenever you take a close look at the people attending a
public school system. Each can do different things well; cach
would like to be able to do different things well: few, if anv, do all
things well.

Consider for a moment the four voung people attending Maple-
wood High School: Jack Brown, Mary Smith, Jean Swenson, and
Bob Hopkins. Jack Brown thoroughly enjovs working in the schoal
shops; he dislikes the projects which are part of the work in social
studies—the very work which Mary Smith likes so much. AMary
Smith wants to go to college. Bob Hopkins doesn’t know whether
or not he wants to go to college. Jack Brown and Jean Swenson
don’t give much thought to college; they would like to go to work
as soon as they finish high school. As a matter of fact, Jack doesn’t
even want to finish high school. Bob Hopkins and Mary Smith
show interest in the out-of-class activities at Maplewood High
School; Jack Brown and Jean Swenson do not scem too interested
in that phase of high school life.

Three of the four have made no definite plans to leave Maple-
wood permanently when they graduate, although there is some
indication that if Mary Smith realizes her goal and hecomes a
scientist, she will take a research job somewhere uway from Ma-
plewood. For the present, Jack Brown scoms to want to stay.
Only Jean Swenson seems determined to leave.

Three of the four also have faily definite vocutional gouls. fack
would like to get some joby aronnd the commuumity, preferably as a
mechanic. Mary would like to be a bacterivlogist. Jean would like
to be a stenographer. One of the four, Bob Hopkins, is undecided
about what he'd like ta do. Whatever their goals, it is clear that
they are quite different and demand different sorts of preparation
and training, Maplewood High School is conmitted to helping
all of these young people to discover what their vacutional gouls
are and to aid them in achiev ing these g‘ouls.

The fact that the young people who attend Maplewood's public
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schools differ in interest, ability, and goals should not obscure the
fact that they have many needs and interests in common. All of
them, for example, will some day exercise the rights and responsi-
hilities of citizenship. They must be taught the meaning of these
important rights and responsibilities so that they can use them
intelligently. All of them need to maintain good health, physically
and emotionally, and this, too, demands a certain kind of educa-
tion. Then, too, since all of them will be consumers, they need to
understand how to purchase and use goods and services with
wisdom and care. These and other needs which Americans share
in common must be considered in planming what Maplewood
High will offer to Jack, Mary, Bob, and Jean.

The point is that the many different kinds of boys and girls
who attend Maplewood's public schools in many ways determine
the kind of schoals they will be. When Maplewooders plan
courses of study, employ teachers, design school buildings—in-
deed. when thev do all of the different things connected with the
school enterprise—they must take account of the fact that these
boys and girls share some needs and goals and differ tremendously
in others. For when Maplewooders judge the results of their
schools, they look for returns in fuller and more satisfying lives
for the children of their community-.

Some Things to

Think About and Do

liEntesspin that the books listed on pages 217-219 may be of help to
vou in carrying out these projects,

1o a. We have used Maplewood to represent all American communi-
ties. Yet obviously American communities differ tremendously in size,
composition, und character. People learn to understand the commumity
in which they live by making « careful survey of it. Make a survey ol
the: comunmity in which you live by asking the following kinds of
cnestions:



WHO IS IN OQUR PUBLIC SCHOOLS? 21

[
~—

What things about the geography ol your community make it
dilferent from others?

{2) What different kinds of people live in your community?

(3) What are the ways in which the people of your community eurn
a living? Are there many different ways of earning a living or onh
a few?

(4) What are the differences among neighborhoods in vour com-
munity?

(5) About what things do people in your community usually agree?
About what things do they usually disagree?

b. Notice the map of Maplewnod on page 6. Make a map of vour
community which shows the same kind of things.

2. Organize a pauel to discuss some ways in which « high school
might take account of the different interesis of Jack Brown. Mary
Smith, Bob Hopkins, and Jean Swenson.



CHAPTER TWO

Who Staffs
Our Public Schools?

Many different kinds of students, each with his own kind of
problem, fill Maplewood’s schoolrooms, as they do schoolrooms
evervwhere in America. In the background there must be adults—
classroom teachers, specialists, and administrators—whao instruct
and guide these students in their daily work. What kinds of people
are these adults? Where do they come from? How did they be-
come teachers? How do they like their work? What are their
hopes for the future? A closer look at these Maplewood educators
will show them to be very much like school people in other Ma-
plewoods from Maine to California, from Minneapolis to Miami.

Miss Horowitz

Take Miss Horowitz, the reading specialist, for example. As a
child in a far-off city, she knew she would become a teacher. She
still recalls how exciting it was when, as a gir] of nine, she stayed
after school to help Miss Davis clean erasers and sneaked a chance
to sit at the teacher’s desk. After graduation from high school, she
went directly to the state teachers college. Here she took the usual
college courses in English, science, and social studies. During her
sophomore vear at college, she had a course called Introduction to
Education, which was followed by courses in humun development
92
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{a study of how people mature, emotionally and mentally as well
as physically), in educational psychology (a study of how learn-
ing takes place), in methods of teaching reading, arithmetic, and
other subjects, and in the “principles and purposes of education.”
These courses were followed by a six-week period of “practice
teaching” in the elementary school operated as a training school
by the state college.

‘When she taught a class of her own, Miss Horowitz discovered
that the rules she had learned didn’t always work. Some students,
it seemed, wouldn’t even try to leam; others tried hard with no
results; and still others just didn’t progress as she thought they
should. Miss Horowitz decided to go to the state university for
further help. Here she returned summer after summer to learn
more about how children feel and act at different ages. She dis-
covered more about the fact of “readiness,” the fact that each
person grows at a different rate and that at each age as he grows
he can most effectively learn a particular skill. She found out that
some students who start to read later than their classmates even-
tually overtake the early readers. She was shown how health
preblems can prevent a person from being interested in and learn-
ing from school. She learned new skills by which even a good high
school and college student can improve his reading ability. She
was taught to use tests and other devices to discover the causes of
student failure and to help remedy failure. She discoverced that a
student’s problems with his parents, his hrothers and sisters, or
his friends could handjcap his learning, and she developed skills
at working with teams of people on the problems of the individual
student.

Becoming a specialist took a long time, and a lot of money. Miss
Horowitz could not afford summer school every year, and by the
time she had eamed a Master's degree as a reading expert, she
was eight years older than when she had first graduated frem col-
lege. When she added up the total cost of her professional train-
ing, she found that she had spent around $2,400 during the four
years of college, and another $2,000 on summer schools. Even so
she was lucky. A peyson starting the same program now, even with
free state tuition, would have te pay around $5,508 for four years
of college and a vear of graduate school. One of Miss Horowitz's



" Fulton County Schools, Atlanta, Georgia

A teacher uses new methods in order to get the children interested in
what she would like them to learn.

friends, who had attended an expensive private college and had
then gone to a large university, spent nearly $10,000 for the ad-
vanced education to qualify herself as a reading specialist. These
figures include, of course, the cost of board and room while at-
tending college.

Miss Horowitz is one of several specialists in the Maplewood
schools. Many smaller or less prosperous school systems in
America cannot afford such experts. On the other hand, some of
the larger districts provide a whole team of social workers, health
officials, testers, and psychologists to work with well-trained read-
ing experts. In some schools the reading specialists are people
with two vears of education beyond that required of classroom
teachers, while in the largest districts such experts often have
doctoral degrees.
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Miss Booth

The case of Miss Booth is different. As a high school student
she would have laughed at the idea of hecoming a teacher. After
she graduated from high school her parents sent her to a nearby
liberal arts college which offered a general four-year course and
which discouraged students from specializing for any particular
job. During her college career, Miss Booth became especially in-
terested in science and she majored in chemistry the last two
vears.

When Miss Booth returned to Maplewood after graduation, she
still had no professional plans, She and Bill, whe had two years of
law school ahead of him, hoped to mar 'y as soon as possible, but
with school, the draft, and all, no one knew when that would be.

When Superintendent Benson suggested that Miss Booth could
take a summer course in teacher education and thus earn a tempo-
Tary permit to teach, it seemed like the best thing to do. Miss
Booth will have two more summers of work hefore she can change
her temporary certificate to a permanent one. At first she planned
to teach only a year, but when she actually started she found to
her surprise that she loved it. She found many of the children in
her class eager to learn; and even though her work was often de-
manding, she found deep satisfaction in the love and trust so
many of the children placed in her. Now she and Bill are planning
an earlier marriage and she intends to continue teaching umtil he
gets a good start in law practice. She thinks she may return to her
new-found profession after the children they hope to have are in
school.

Mr. Henderson

Mr. Henderson also graduated from a liberal arts college. Dur-
ing the first two vears he took general courses and in the last two
he specialized in sociclogy. Not knowing for certain what he
wanted to do after college, he took the courses required for high
school teachers in his state. He also had a chance at practice
teaching wnder his college professors,
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After graduating from college, Mr. Henderson was hired as a
social studies teacher in a small high school. He soon found him-
self also teaching a class in geometry and one in biology, besides
coaching the junior varsity basketball team, directing the school
play, and advising the school paper staff. Being a popular person,
he was elected an officer of the local civic cJub. When the local
ninister reminded him that the community expected teachers
cither to teach Sunday School or to sing in the church choir, he
chose choir singing. The teaching salary at which he started was
low—about $1100 in 1940—so the school board arranged for him
to drive one of the buses for an additional $40 per month, which
he welcomed.

At fivst Mr. Henderson enjoyed the work, although he found
little time for the studying he would like to have done, and he
felt completely unprepared for many of the duties assigned him.
Gradually, he began to grow irritable and unhappy. He found
himself losing his temper with students for no good reason, and
when this happened more and more frequently, he decided that
teaching was not for him.

About that time, Mr. Henderson served a term in the Navy
where he gave a lot of thought to his carcer. He recalled the great
pleasure of his early months of teaching and wondered what had
yone wrong with him or the students. After the war, he took ad-
vantage of the G.I. Bill of Rights and moved to a large castern
imiversity to study. Here he spent two years in post-graduate
study. learning why people behave as they do and how to guide
voung people in their life plans. With this new understanding of
people. he recovered his old zest for public school work. e has
found that Maplewood, like many American communities, gives
its professional educators a chunce to work and to grow in the
specialized jobs that deeply interest them.

Mr. Henderson plans to return to the university to eamn a doc-
toral degree as a school psvehologist. The Board of Education—
often known as the school bourd—is encouraging him in his hopes
by providing a leave of absence from his job and assuring him of
a salary merease upon his return. He is able to look forward to
many vears of interesting work in which he can grow personally
while providing valnalile help to the people of Maplewood.
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Mrs. Williams

1t is said that Mys. Williams, though loved by everyone, has
spanked three generations of children from some of Maplewood’s
best families. In another five years or so, she will retire under the
new state retirement law. Years ago, after finishing the last reader
in the one-room district school which she had attended for eight
vears, she stayed on as teacher. She has grown right through the
different ways of teaching and of educating teachers which
America has tried. When she started teaching, she began to attend
religiously the three-day “teachers’ institutes” which the State
Department of Education operated every summer. When a
teacher-training school was opened in the neighboring town to
prepare elementary school teachers, Mrs. Williams was among the
first to knock on its doors. On being admitted, she took special
teachers’ courses in rvuding, penmanship, arithmetic, geography.
history. She also had classes in the “modes of teaching,” in the

The student knows that many teachers try to be available after class to
help out on a difficult problem and to give advice.

BEE

&




28 THE PUBLIC SCHOOLS OF AN AMERICAN COMMUNITY

“history and principles of education,” on how to make lesson
plans, about wavs to use physical objects, such as blocks and
beads, in the teaching of arithmetic, and in practice teaching. By
the time she had finished her teacher training, she figured she was
at least a year ahead of most high school graduates.

Mrs, Williams™ teaching career was interrupted while her own
children were small, but when they were well into school she
wanted to return to teaching. She went back to the teacher-
training school to “brush up a hit” and discovered that the school
had become a state college. This time, before she could be li-
censed, she had to take college courses in science, literature, and
social science. She found that new scientific courses in “human
growth and development” had been added, and that educational
research had discovered many new things about children and
about how to teach them. By taking cowrses at night and in the
summer, Mrs. Williams completed the three years of college
which were then required of kindergarten teachers. She taught
for several vears until during the depression of 1929 the school
board fired all married women to make more jobs for men with
families to support.

Mrs. Williams is now a “retread” again. Teachers have become
50 hard to find that Dr. Benson and other members of the com-
munity have persuaded her to return. Fortunately, her teaching
certificate is still valid, but there are so many exciting new ideas
about kindergarten work that she reads constantly, takes night
classes when she can, and is tempted to go back to summer school
again. Since new clementary school teachers in Maplewood are
gracuates of four years of college, Mrs. Williams just can’t tolerate
the idea of these voung girls being ahead of her. She is particu-
larly challenged by Miss Johnson who came in from another state
with all sorts of "fancy” new ideas.

Miss fohnson

Miss Johnson came to Maplewood from a neighboring state
whose schools are experimenting with different ways of preparing
teachors. There are severul experiments under way. Some colleges
are nsing four years to provide a basic foundation in college gen-




Schools offer many special services, such as helping deaf children to
speak and to learn the three R's.

eral education, which is followed bv a fifth vear of “internship.”
During the internship, study about “how to teach,” child develop-
ment, and the purposes of education is interwoven with practical
experience. The college from which Miss Johnson came, however,
is different.

This college believes that professional instruction for teachers
should be intermingled with the general college courses. More-
over, instead of having a whole series of different courses in
specialized fields, Miss Johnson's college provided fewer conrses.

each of which covered great problem areas. Courses in most col-
leges meet for three one-hour periods each weck, but Miss John-
son attended several “classes” which met for a whole day at a
time~—sometimes breaking into smaller groups lor an hour or so,
sometimes regrouping as a whole class.

These different experiments are based on different ideas about
how best to teach. If you were to listen in on Miss Jolmson's and
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Mrs. Williams’ after-school conversations, you would discover that
in respect to certain problems there is vigorous disagreement. In
good schools intelligent discussion and argument among the
teachers is encouraged. It is believed that this is how to arrive at
better methods of solving problems. However, though there is
vigorous disagreement on some issues, there is also much agree-
ment based on many years of experience and research. In educa-
tion, as in other areas of human life, disagreement and argument
are tools which help men to find ideas on which they can agree.

Mr. Rogers

One of the problems that Principal Rogers faces is that of find-
ing time to know and enjoy individual students the way he always
did as a classroom teacher. It seems that on some days he only
sees students who are in trouble or teachers who are asking for
equipment which the budget won'’t allow. Let us look at yesterday,
for example.

It began with a case conference about Fred who is having
trouble with the law. Mr. Rogers met with Mr. Henderson, the

A guidance counsellor determines a student’s aptitudes and then ad-
vises him on a course of study.
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guidance counsellor, Mr. Sanford, Fred's homeroom teacher, Miss
Carmine from the juvenile court, and Fred’s father to decide what
could be done to help Fred with his problems.

After the case conference, the wrestling coach came in to ask
about the new mat which he had requested. Last weck, M.
Rogers had rechecked the budget with Dr. Benson and they had
agreed that the old mat would have to last another .\'cur'. The
coach was unhappy, needless to say, and complained that the
school board had bought new uniforms for the band. but hud
spent almost nothing this year for physical education equipment.

When the coach left, a committee of girls from the Pep Club
came to ask that classes be dismissed for a special pep rallv just
before Friday's hw‘ game. NMr. Rogers remembered. just in time,
that several teachcls were giving examinations that week and
would not appreciate any interruptions. He was certain one of
the girls used the phrase “old bear” under her breath as the com-
mittee left his office.

And so it went all day: there was a meeting with the other
principals concerning the change over to a junior high school
system, an interview with the local editor about publicity for the
coming parent- teacher meeting, a conference with Dr. Benson
about a replacement for the En"llﬁh teacher who resigned, and «
complaint from the janitor tlmt the boys had plugge d the wash
basin in the lavatory zmd had run water all over the Hoor and into
the halls.

Mr. Rogers’ training for the principal’s job included study in
school law, school business administration, the problems of sec-
ondary schools, leadership of the teaching stafl, guidance pro-
grams for secondary schools, and school-community relations. All
of this was in addition to his carlier preparation as a teacher. Now
he often jests, half in earest, that he should have been trained as
a plumber, carpenter, bookkeeper, purchasing agent, and electri-
cian. The job of principal often scems to require all of this. in
addition to skill in educational leadership.

Yet it is his work as an cducational Jeader in the school and
community that gives Mr. Rogers most satistaction. From his posi-
tion he watches with plmsmv as class alter cluss of Maplewood
High School graduates, whose courses he helped plan and whose
cducation he Slll](:‘!\le[! move into responsible positions in the
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community. His work brings him constantly into contact with
people from all walks of life. In his own words, “Theve is never
a dull moment.” Since it is his job to keep in mind the whole pic-
ture of high school activities, he is able to see that the little prob-
lems are but parts of a large enterprise in which students, teach-
ers, and townspeople are cooperating with excellent results.

Priucipal Rogers is spared some of the problems faced in other
school systems. In many smaller schools the principal is expected
to teach classes for part of the day; in many larger systems, there
are several assistant superintendents between the principal and
the superintendent. In thesc larger systems, it becomes more diffi-
cult to keep ideas and problems moving from the students to the
superintendents’ office and to keep supplies and services moving
back ta the students who need them. In this chain the principal is
always a crucial link. Like everyone else, the principal has certain
days when things are so complicated he yearns to become a class-
room teacher again; on other days, the principal’s office seems to
be one of the most rewarding places in the world.

Mrs. Reed

Mrs. Reed, the homemaking instructor, represents Americans
outside of Maplewood in a special sense. Part of her salary, and
the salarv of the vocational agriculture teacher, Alr, Forsythe, is
paid by the federal government in Washington, according to
regulations set up by the state. Other members of the high school
faculty ave a bit envious of certain advantages these two receive
by this arrangement. For example, in Maplewood and in many
other communities they receive slightly higher salaries than most
of the other teachers. Moreover, the contract which Maplewood
has signed with the state makes it impossible to give these teach-
ers i many students to teach as are sometimes assigned to other
teachers.

On the other hand, there are certain additional responsibili-
tics. These two teachers are expected systematically to visit
the howies of their students and belp with the “projects” being
canvied ont, Moreover, they usually find it necessary o work dur-
g et of the summer vacation, and thf;_v have very extensive
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reports to fill out for the state supervisor who visits them. Some
schools do not participate in the federal program. Such schools
believe that a program of homemaking and of vocational agricul-
ture can be more effectively maintained under the regular school
system.

The way the vocational agriculture and homemaking work is
carried out in Maplewood is a good example of the way people in
Washington, D. C., in the state capital, and in the Jocal school
district cooperate to serve America’s youth in local communities.

Myr. Sanford

While Mr. Sanford was still thinking about Jean Swenson’s
hopes to find employment in Chicago, another small, but time-
consuming, problem intruded. Miss Booth, the science teacher,
came rushing in to report that the film projector she was scheduled
to use had been taken by another teacher. She wondered, since
he is audio-visual coordinator for the building, if Mr. Sanford
couldn’t help. Mr. Sanford’s first response was to regret the sum-
mer he attended a two-week “workshop” on the use of films, radio,
and television in the classroom. Ever since that summer he had
been assigned, as a part-time duty, the task of organizing the use
of such things in the high school. This part-time job always

A school superintendent receives a citizen group.
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seemed to conflict with his main job of teaching business arith-
metic.

On more careful thought, however, Mr. Sanford recalled that
most of the teachers had certain special extra duties along with
their classroom teaching. Miss Booth, for example, is on a com-
mittee to revise the course of study in the high school. This com-
mittee is led by an English teacher who has had some training as
a cwriculum director. About half of the teachers function as
homercom teachers, which means that they take special responsi-
bility as advisers and counsellors to twenty or thirty students. Mr.
Pavchek, the high school art teacher, is also art consultant for the
elementary schools.

The school district has appointed a number of full-time people
to perform such special services as guidance, remedial reading,
audio-visual coordination, and health protection. Nevertheless, a
great share of such services is provided through the regular as-
signment of classroom teachers. This is so, even in the largest
schools. In the smaller schools the classroom teachers provide
nearly all of the special services. They try by reading, by taking
correspondence courses and night and summer classes, to qualify
as well as possible for these extra duties.

Dr. Benson

Dr. Benson is fairly new to Maplewood. When he was first ap-
pointed as super intendent of schools a few years ago, one of his
first acts was to sit down with the budget to see just how big a
business the Maplewood school system was. He was not surprised,
although many of the town’s businessmen would have been, to
discover that hie was head of one of the two or three biggest enter-
prises in the city.

He discovered that the schools of Maplewood had spent around
a million dollars the previous vear. This was in addition to what
was spent tor the construction and maintenance of school build-
iugs. He discovered that the pavroll contained the names of over
two hundred people, teachers, specialists, janitors, bus drivers,
mechanies, cafeteria workers, and secretaries. The items pur-
chased wnd used van all the way from stamps to bus engines. To
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manage this business, Dr. Benson has been trained in school
finance, in school law, in the planning, construction, and main-
tenance of school buildings, in policies for hiving and munaging
school district employees, and in the ways of working with the
school board—his board of directors.

Yes, it is a big business, and Dr. Benson has had training and
experience in that business. But he tries never to forget that it is
more than a business. The profits sought by this enterprise are
not dollars earned by each day’s work. The profits are alwayvs
found in a wholesome change in one of Maplewood’s 3,500 public
school students. To help him remember this Dr. Benson has the
years he spent as a teacher. the years of study about the nature of
the learning process, the constant pressure from parents and
teachers, and the reports of his own children.

The school board, too, recognizes the difference between school
business and other business. Each of its members represents a
group of patrons with conflicting demands, some of which will he
examined later. In many commercial businesses the thing pro-
duced has value to the board of directors only in terms of the
profit to be made on the sule. In the Maplewood school district,
the product—well-educated young people—is also the profit.

DR. BENSON'S CHART. To remind himselt of the fact that every-
thing in the Maplewood school svstem exists first ol all to serve
individual students, Dr. Benson has drawn a chart {or his office
wall,

In the foreground is a child representing the 3,500 students in
Maplewood’s schools. Behind this figure of a child stund some
teachers representing the 150 in the school district. Each of these
offers certain specialized services in addition to their basic skills
as classroom teachers. Bevond them is a group of Tull-time special-
ists: the four guidance experts, the music and art advisers, the
reading specialist, the librarian, the two school nurses, the part-
time doctor and dentist, the curriculum coordinator, and the
school business manager.

We have noted several things ahout these teachers und educa-
tion specialists: (1} Although they are the products of a mnmber
of different systems of preparation, cuch has had a long und ex-
pensive post-high school education which included (a) @ broad
basic study of such general fields of knowledge as science, the
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social sciences, languages and literature, and the fine arts; (b) an
investigation of such problems as how learning takes place, how
people develop through life, what the task of the school should be,
and how to perform assigned tasks; and (c) added knowledge
about the subjects they teach. (2) There are differences of opin-
ion, even among teachers, about how best to accomplish certain
educational goals. Nevertheless, there are many points of view as
well as many findings from school experimentation on which most
leaders are agreed. '

At the side of the teachers on Dr. Benson’s chart there stands a
cluster of people representing the § secretaries, the 20 school bus
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drivers and mechanics, the 17 cafeteria workers, and the 10-man
custodian staff. These are the people who see that school business
runs smoothly and that the students” howrs at school, en route to
school, and returning home are safe, pleasant, and comfortable.

The number of these adults would have to be increased or de-
creased to serve school districts larger or smaller than Maplewood.
Those pictured on Dr. Benson’s chart stand for all such teachers
and other trained adults employed to carry on public education
throughout America. In the United States there were some 1,065,-
803 public elementary and high school teachers in 1954. These
include 690,109 teachers in the elementary schools and 375,694
who instruct high school classes. The number of non-teaching
adults who are employed by the public schools also runs into the
hundreds of thousands.

Our schools have recently seen tremendous increases in student
enrollment. Unfortunately the supply of new teachers, especially
on the elementary schaol level, has not kept pace. In 1854, for
example, it was estimated by the National Education Association
—a national organization representing American teachers—that
we could c[’fecti\'eiy use about 173,000 new teachers in 1933, Yo,
our colleges and universities were preparing only 93,000 and more
than half would not go into teaching.

Even though we partly meet the shortage by encouraging
former teachers, like Mrs. Williams, to retuwrn, and by giving
emergency permits to college graduates like Miss Booth who have
not yet completed their professional preparation, a very severe
shortage continues. In the fall of 1954 over 50,000 teachers were
inadequately prepared, according to the standards set by the
states in which they work.

All of these Full-time adults are brought together to help the
students. But they too have a claim on the school. As we have
seen, they are people with all sorts of hopes, aspivations, and prob-
lems. They are generally people full of optimism and faith in the
future which inspires them to work with young people. They arc
as a rule people dedicated to service, but they serve in the belicf
that their own lves will also be rewarding. Each year thousands
of such adults find a rich life working in the public schools. Un-
fortunately, however, each year other thousands who once found
jov in the public schools twm to other vocations. All too often,
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thev do so because communities fail to provide the minimum
conditions under which they can carry on their work. Teacher
salaries do not keep pace with costs of living. School buildings and
equipment are allowed to deteriorate. Classes are allowed to grow
in size to the point where teachers can no longer cope with them,
and the price is not only dissatisfied teachers but also, inevitably,
poorly educated young people. Dr. Benson’s chart also includes
figures representing a vastly larger group behind those who
actually work in the schools. This group is the citizen body: the
parents, the civic clubs, the business and labor organizations, and
other people in the city, state, and nation. This group is also
dedicated to serving the youth in the schools, but it too has aspira-
tions of its own. It too has rewards to gain from the school pro-
gram. In the following chapter, we will look at the way this group
organizes and makes itself heard about school problems.

Some Things to

Think About and Do

RexEMBER that the books listed on pages 217-219 may be of help to
you in carryving out these projects.

1. Asindicated on Dr. Benson’s chart, many kinds of specially trained

adults are needed for a public school system to do its work well. These

include teachers, administrators, special professional persons, and

maintenance workers. Make a list of the different kinds of adults who

work in vour school. What kinds of jobs do vou discover that are not

mentioned in Chapter Two?

2. Interview several of the adults who work in your school. Try to get

information on the tollowing questions:

far In what kinds of community did they grow up?

(1) What kinds of special preparation did they need for their jobs?

() What do they think is their most important contribution to your
school?

{d) Whit do they think are the most important problems facing your
sehaol? Facing the public school system of your conumumity?



CHAPTER THREE

Who Is Interested in
OQur Public Schools?

OnE of the things that makes public schools public is that thev
are controlled by the citizens whose childven they serve. Tn Ma-
plewood, as in communities throughout the United States, this
means that many different citizens and citizen groups take a lively
interest in publie education. Some do so in an “official” capacity;
some do so in an “unofficial” capacity. Oiten, they nuke conllict-
ing proposals and demands to Dr. Benson and other public school
authorities. Each group thinks its proposals will henefit Maple-
wood, Maplewood’s schools, Maplewood’s school children,
the nation. In Chapter One we looked at the many different kinds
of young people ene finds in any average American public school
system. In Chapter Two we saw the many different kinds of skilled
adults who serve these young people in the public schools. Now,
we will look at the variety of adult community groups which in
a typical community will show interest in public school policy and
seek to influence it in one way or another. Here is how they
worked in nine situations in the month of March—eight in Maple-
wood and one in the state capitol.

Maplewood's Board of Education

Maplewood’s Board of Education mceets on the first Tuesday
of cach month in the principal’s conference yoom at Maplewood
High School. There are five members, cuch elected for a five-year

\'t()
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term. Every year an election is held to fill different places on the
board. The board is the official, legal body of citizens entrusted
with the control, support, and maintenance of Maplewood’s pub-
lic school system.

At its March meeting, the board considered the school budget
for the coming year. All of the board’s regular monthly sessions
are open to the public; and because of the importance of the
budget, some forty persons were at this meeting in addition to
the board members and the clerical staff. Among the forty were
representatives of the following groups: the Maplewood Tax
League, an organization dedicated to tax reduction and economy
in public services; the Maplewood Scheol Improvement Associa-
tion, a citizens committee on schools formed in 1949 after the
battle over the new junior high school; the Maplewood Teachers’
Association, and the Parent-Teacher Associations of Maplewood
High School and the Washington School; also Dr. Benson, super-
intendent of schools, and Mr. Rogers, high school principal.

Soon after the meeting opened, a representative of the Tax
League was recognized by Mr. Hughes, president of the board.
This man, a local lawyer named Jackson, spoke rather sharply
against a number of proposals in the budget. He attacked, for
example, the proposed appropriation to provide a $200 annual
cost-of-living salary increase for every teacher in the system. He
argued that Maplewood’s salary scale was already above the
average for other communities throughout the state. He attacked
also the proposed appropriation for two new pianos in the South
Side Elementary School. His reason was that too much money
was already heing spent on “extras” in the school program and
not enough attention was being given to the “fundamentals.”
Finally, he opposed the new plan of Dr. Benson that Maplewood’s
teachers return from summer recess four days early to attend a
series of conferences to plan school policy and program for the
coming vear. Mr. Jackson argued that there was plenty of time
to mncet during the ordinary school year, and that the extra four
days’ salary for all the teachers would cost the taxpayers more
than the fonr days were worth,

When Mr. Jackson finished, Mr. Hughes asked Dr. Benson if
he had any reply to these remarks. Dr. Benson spoke briefly in
response to the three points which had been made. He discussed
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the necessity of increased salaries if Maplewood was to attract
desirable teachers and also retain the best teachers now on the
staff. He pointed to the kind of offers that some of the younger
but experienced teachers were getting from nearby cities, and
said that a modest increase might well make the diflerence be-
tween their staying and going. Moreover, he pointed to the rising
cost of living, and to increases which had been granted to [actory
employees, tradesmen, and other working people in Maplewood.
Dr. Benson also said, concerning the pianos, that an ability to ap-
preciate music and the arts was fundamental in the life of anm
educated man or woman, and that purchase of these pianos to
replace the battered ones of the South Side Elementary School
would provide richer opportunities for some of the community’s
poorer children. Finally, he outlined the advantages to the schoo)
system as a whole from a few days ol intensive planning at the
beginning of each school vear—advantages that would more
than justify the cost in terms of teacher enthusiasm and better
education.

After Dr. Benson had finished, Mr. Hughes recognized Mr.
Gerard of the School Improvement Association, whe supported
Dr. Benson's remarks. Then Mr, Stone of the Maplewood Teach-
ers’ Association was recognized; he supported the sajary increa
Finally, Mr. Hughes recognized Mrs. Casella, president of the
Washington School Parent-Teacher Association, who spoke in
favor of the two new pianos for the South Side School.

Inasmuch as it was past midnight when Mrs. Casella had con-
cluded her remarks, Mr. Hughes proposed that the meeting be
continued on the following Tuesday. The board members ac-
cepted his proposal.

The State Government

On Thursday of the same week in which Maplewood's Board
of Education first considered the annual budget, the Committee
on Educational Welfare of the state senate convened in the state
capitol, a hundred and twenty miles [rom Maplewood. Members
of the committee were gathered to consider a highly controversial
bill which would permit “released time” religious instraction in



Preparing for the fall term: members of the school board make repairs
while a teacher puts her records in order.

school districts throughout the state. By the provisions of the bill,
any local board of education in the state could pass a resolution
permitting public school students whose parents so desired to
leave school at 2:00 p.a1. instead of 3:00 p.m. on Wednesday after-
noons to attend religious instruction in the faith of their choice.

The legislators knew they were dealing with a “hot” issue. It
was a bill which might well affect Maplewood and many other
communities throughout the state. A number of religious groups
from different parts of the state were solidly behind the measure.
They argued that it would provide a means of giving to children
the religious teaching they should have without bringing sectarian
instruction into the public schools. In addition, they pointed to a
1952 decision of the United States Supreme Court upholding the
legality of a similar plan in New York State. Other groups, how-
ever, opposed the bill. They argued that it was an unwise viola-
tion of our American tradition of the separation of church and
state and that it would use the compulsory attendance require-
ments of the state to “do the work of the churches.” Some religious
aroups were among those supporting this second position.
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The senate committee weighed the issue carefullv. They heard
one witness argue that the law was permissive, rather than com-
pulsory; that is, it would allow rather than compel parents and
local districts to act. Another witness, liowever, argued that even
permissive legislation would run contrary to the historic principle
of separation of church and state. Morcover, they said. the Taw,
while permissive, would nevertheless encourage ‘comrmunities to
act through the power of suggestion.

After two howrs of hcarings, a motion was made to table the bill
in order that legal advice might be obtuined from the State Com-
missioner of Education and from the State Attorney General. As
the senators left the conference room, they refused comment to
the press until they could give more thought to the “releascd
time” proposal. They knew that on a highlv controversial matter
such as this, hastily made comments might well endanger their
political futures. )

A Parent-Teacher Association

You will remember that when the Maplewood Board of Eduaca-
tion met on the first Tuesday of March, a representative of the
Parent-Teacher Association of Maplewood High School had been
present. This representative, Mrs. Kalin, had come with @ resolu-
tion which had been passed the evening before after a lengthy
meeting of the P.T.A. in the auditorivm of Muplewood Iigh.
Although time did not permit her to present her resolution to the
board, she was determined to bring it up at the meeting scheduled
for the following week. For Mys. Kalin and the P.T.A L this resoln-
tion meant a great deal.

The story of Mrs. Kahn's resolution hegan in Jannary, when
three members of the senior class had been killed in a tragic
automobile accident at a traffic circle twenty miles from Maple-
wood. One of the three had been Nrs. Kahn's older son, Georye,
a seventeen-vear-old college preparatory student at the high
school. The accident had heen the third since the opening of the
school vear; and this time a number of parents were determined
to do something about it. They raised the question at the regular
February meeting of the P.T.A., and found that there wits much
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interest in the matter. Many opinions were expressed, varying all
the wayv from one which proposed that no student in the high
school be allowed to own an automobile, to another which pro-
posed that drivers under eighteen be prohibited [rom driving in
Maplewood after dark. The group ended its February meeting by
appointing a committee to study the matter and directing this
committee to bring in a recommendation at the March meeting.

The March meeting was held on the first Monday of the month.
The main business was a speech by Willard G. Thomas, a con-
sultant on driver education to the State Department of Education.
Mr. Thomas told how other communities had met the problem by
offering driver education courses in the high school to juniors and
seniors who elected them, and by stressing safetv through-
out the instruction. Mr. Thomas maintained that this approach
was far better than some of the more drastic proposals, because
sooner or later, the young men and women were going to drive
anyway, and therefore careful instraction was the only good,
long-range approach. Mr. Thomas” speech was followed by a rec-
ommendation from the committee that the P.T.A. pass a resolu-
tion requesting the Board of Education to vote the funds neces-
sary to begin driver education at Maplewood High School as soon
as possible. After much discussion as to whether driver education
was really the answer, the P.T.A. passed the resolution.

This was the resolution which Mrs. Kahn had waited patiently
to present. She hoped that her George would be the last of these
tragic teen-age traffic deaths in Maplewood.

A Veterans’ Group

Every Satirday evening, the lights in Maplewood’s American
Legion Hall burn until at least midnight—and often later. Satur-
duy evening is the time when many members of Maplewood’s
largest veterans’ organization come up to the hall—sometimes
with their wives—for cards, dancing, or just plain socializing. The
Saturday night of the first week in March was no exception. The
halt was crowded with Maplewooders relaxing with their neigh-
bors from the week's work and cares.

Tora Halliday and Dick Fisher were there—as they were nuny
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Saturday evenings during the year. Whereas three times out of
four, they could be found playing poker in the second floor game
room, this evening they were downstairs in the lounge, just “talk-
ing things over.” Tom and Dick talked about many things, old
and new. Indeed, they had many things to talk about, They had
gone to Maplewood High together, and in 1943 they had enlisted
in the Army together. Somechow, they had managed to stay in the
same company throughout their months in the South Pacific. Both
had returned to Maplewood in January of 1946 during the period
of the great demobilization. Tom had a job in the Maplewood
bank; Dick had bought a small stationery store near the Highview
Housing Units. Both were married. Tom had a four-year-old son,
and Dick’s wife was “expecting.”

As the two men talked, the conversation turned to the future

Business-Education Day is a technique used to improve the coopera-
tion between schools and business groups.
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of their children. Would Tom's son have to fight in a terrible war,
as they have been forced to do, to preserve their freedom? Would
Dick’s baby have to live through bombs, and air raids, and the
fike? Their voices were low and serious as they talked about these
questions. America must remain free, they agreed; and freedom
demanded strength and sacrifice. No sacrifice was too great.

Then Towm said that freedom demanded understanding. He
remembered with a Jaugh how he and Dick had fought savagely to
hold and win ground in places they had never heard of—in fact,
in places whose names they couldn’t even pronounce. Were the
children of today heing hetter prepared to understand “what it
was all about” than they had been? Tom wondered, especially
since his son would enter Maplewood's public schools next year.
MMore than this, would his son know “what he was for” and * “what
he was against” if he Imd to go out and fght? Would he know this

“ism” from that “ism” well enough to te]l them apart?

Tom and Dick both agreed that the schools certainly ought to
do that jobh: but how could they tell if schools were doing it? Dick
had heard o member of the Legion’s Post talk about “radical”
teaching in the schools. Both agreed that they certainly didn't
weaut that, “You know,” said Dick, “you ought to try for a place
o the Post Americanism Committee next year. They actually look
nto these things and put the pressure on to have them done
properly. Why don't you do that, Tom? It would be one way of
ing what owr kids are getting. And T'd push your candidacy
i the Commander.”
su know,” Tom replied, “that’s a darn good idea! Lets work

A Trachers Association

Two duvs atter Tom and Dick had talked at American Legion
fladl wosmall avonp of two men and two women met in the con-
aior high school principal’s office, Together,
they made wp the Committee on Salaries of the Maplewood
Teachers Assaciution. One of the men and one of the women were
clemontury sehool teachers; the second woman was a junior high
sehioo) teacher: and the second man was Mr. Stone, a mathematics

ference room ol the |
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teacher at Maplewood High and general secretary of the associa-
tion. It was he who had represented the association at the March
Board of Education meeting.

The Committee on Salaries had worked hard throughout the
year. Out of their work had come the proposal at the board meet-
ing the previous Tuesday for a general $200 annual cost-of-living
increase for all Maplewood teachers. The association had expected
sharp opposition from the Maplewood Tax League, and had
sought to enlist support for their cause from parents, labor groups,
businessmen’s groups, community service gronps, and veterans’
groups. They knew that on the next evening the answer might
come. Would the board vote for the budget as Dr. Benson had
proposed it, or would the board vote to retain salaries at present
levels?

Meanwhile, the committee was considering another issue, look-
ing ahead to budget-making for the following vear. The issue was
whether or not Maplewood should shift to a single salarv schedule
for both elementary and secondary school teachers. At the present
time in Maplewood, beginning secondary school teachers receive
$300 more per year than beginning elementary teachers. After
fifteen years of service, the gap grows to $750 per vear. For a num-
ber of years, now, an influential group in the Teachers” Association
has been arguing that this salary difference is unjust, that the
responsibilities of elementary school teachers are quite as im-
portant and quite as pressing as those of secondary school teach-
ers, and that a single salary scale should apply to all teachers in
the community based on competence, education, and expericnce.

Opposed to this group in the association is a small but highly
influential group of teachers at the high school who argue that
secondary school instruction demands more preparation, more
education, and more time than that of the lower grades. This
group also says that high school teachers supervise more out-of-
class activities than elementary teachers, and that the waork of the
high school is more influential in the total education of childven
than that of the clementary school.

The issue had caused such controversy in the December meet-
ing of the association that the president asked the Committee on
Salaries to study the matter as soon as the hoard’s spring budget
hearings had been completed. The commiittee would then make
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recommendations back to the association, which would, if they
were adopted, report them at the appropriate time to the superin-
tendent and the Board of Education.

Tt was to this task that the Committee on Salaries turned as it
awaited news the next day on the proposed cost-of-living increase.

A Businessmen’s Association

On the first and third Thursdays of each month, members of the
Maplewood Chamber of Commerce lunch together in the large
clining room of the Hotel Baldwin. In planning for the mid-March
meeting, the luncheon committee had asked President Larsen
to take about fifteen minutes to bring the membership up to date
on recent proposals and activities of the executive committee.
President Larsen discussed three new activities. One of these was
a proposal for Maplewood’s public school program.

Mr. Larsen’s first remarks dealt with plans for Maplewood Day.
The businessnen and merchants who make up the Chamber had
long heen in search of some means for helping business during
the suunmer months. One member of the executive committee had
discovered quite by accident, through a friend who was a profes-
ot history at the State University, that Maplewood had been
{ovnded during the month of July. Founders Day, as he called it,
was in his opinion an excellent publicity item around which the
5 of Maplewood could organize sales and other commercial
wctivities. Out of this had come plans for a gala “Maplewood Day”
cclebration each [uly.

President Larsen's second point dealt with a proposed state-
wide sales tax which had been introduced into the legislature, He
sed thie merchants to write to their representatives and resist
ax becanse he was sure customers would resent it.

{t was then that President Larsen presented another new idea.
Sormie of the members of the executive committee had felt rather
strongly that not enough was being done in the public schools to
show the children the advantages of America’s free enterprise
svstem. Indeed, one of these men had argued that loyalty to this
svstem was being undermined hy the “socialistic ideas” of some
teachers. In order to turn school children’s attention to this vital

-+
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matter, the committee was proposing that three essay contests be
run in Maplewood’s public schools—one for clementary schook
children, one for junior high school students, and one for senior
high school students. The topic would be: “How Has the Free
Enterprise System Contributed to the Advancement of America’s
Freedom?” The prize for each winner would be a trip to Chicago
and a $100 savings bond.

The first discussion with Superintendent Benson, Mr. Larsen
reported, had not been too satisfactory. Dr. Benson was entirely in
favor of the free enterprise system; and when the committee had
called on him, he had taken pains to show the many ways in which
Maplewood’s public schools tried to build favorable attitudes
toward free enterprise in Maplewood’s children. Yet he was in
general opposed to essay contests because he thought that they
mteuupted the regular work of the school program.

Mr. Larsen mwcd the members to use their influence to put the
essay contest across; and Lie promised he would keep them posted.

A Labor Council

One reason why Dr. Benson strongly questioned the value of
essay contests soon became clear after a ff]ance at his appomtment
hook for the week in which Mr. Lmseu s committee had called.
This committee had come on Friday at 11:00 a.n1. On Wednesday
at 2:00 p.y. a similar delegation frem the Maplewood Labor
Council—made up of delegates from seven local labor unions—
had also called. By coincidence, the labor committee had also pro-
posed an essay contest.

\[:1])lewoods Labor Council meets on the first Thursday of
each month. Many issues had been discussed at the March meet-
ing, including ways of publicizing in Maplewood labor’s contribu-
tion to American life. Several different plans bad been discussed:
and none could muster much support until John Powitz, president
of the local teamsters’ union, suggested an essay contest in the
high school “Many groups haw used that approach,” argued Mr.
Powitz, “why shou]dnt we?” The group liked the suggestion a
great deal, and it was agreed that Mr. Powitz and a committee of
two would visit Superintendent Benson and explore the matter
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with him. At the same time, representatives on the council would
consider the matter with their respective unions.

When Mr, Powitz and his committee called on Dr. Benson
during the second week in March, they proposed an essay contest
on the topic: “Labor’s Contribution to American Progress
Through Its Backing of Social Welfare Legislation.” Prizes in-
cluding a $200 savings bond to the winner and two wrist watches
to the runners-up were mentioned. Dr. Benson pointed to the
many ways in which Maplewood’s public schools treated labor’s
contribution to American life; but he also indicated that in general
he was opposed to essay contests because he thought that they
interrupted the regular w ork of the school.

\r. Powitz and his colleagues left a little disturbed and decided
to urge the members of the labor council to use their influence to
put the essay contest across.

A Women's Club

\Members of the Maplewood Women’s Club spent a good deal
of time during the early part of March preparing their individual
views for their long-awaited monthly meeting on March 22. The
\embers of a local Chamber of Commerce visit a schoolroom.

Chamber of Commerce, Tucson, Arizona



WHO IS INTERESTED IN OUR PUBLIC SCHOOLS? 51

topic of the meeting was: “Are Today’s Public Schools Teaching
the Fundamentals Well?” The two speakers were Mrs. Mildred
Parker Bryce, writer and associate editor of a large national maga-
zine, and Dr. Joyce Kinder of the State University’s College of
Education. Mrs, Bryce was to argue the ncgati;e, while Dr.
Kinder was to take the affirmative. The members of the Women’s
Club were themselves so divided on this controversial issue that
the meeting promised to be a very lively one.

When March 22 finally arrived, the meeting fulfilled their every
hope. Mrs. Bryce argued (1) that “modemn, p-\'ogrcssivc education
had taken the three R’s out of the schools™; (2) that “the funda-
mentals had given way to many ‘fads and frills” in the school pro-
gram”; (3) that “modern teachers were mollycoddling children
and were not really equipped to teach the fundamentals™ and (4 )
that “parents had a responsibility to see to it that the three R's
were well taught.”

Dr. Kinder responded by saying (1) that “she shared Mrs.
Bryce’s interest in having the three R’s taught well”; (2} that
“tests demonstrated that children in today's schools were learning
the fundamentals better than ever before™; (3) that “in addition
to the three R’s, today’s children learned many other fundamen-
tals such as art, music, and human relations™; (4) that “modern
teachers were more and more gotting the extensive professional
training needed to teach this broader group ot [undamentals and
to take account of differences in individual children while teach-
ing them”; and (5) that “parents were 100 per cent behind this
newer idea of education.”

Enthusiastic debate followed with comments from the audience
endorsing and opposing both points of view, Belore the meeting
ended, a motion was made and passed authorizing the pwudcnt
of the club to appoint a committee to see if M 1plc“ ood’s public
schools were giving enough time and attention to developing the
fundamental skills at all levels.

A Family

Mr. and Mrs. Kroll usually have dinner at 6:00 par. right alfter
Mr. Kroll gets home from work. This evening, however, dinner
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was late, and Mys. Kroll was troubled. To begin with, the roast,
which should have been rare, was now getting to be well-done;
and Mur. Kroll liked his roast rare. But it was more than a matter of
the roast. This was the third time in two weeks that Florence,
their danghter, had been late to dinner.

Florence, a student at Maplewood High, was vice-president of
the drama club and was shouldering many responsibilities in con-
nection with the school play scheduled for the second week in
April. She was in charge of ticket sales. She was responsible for
getting the scenery ready. And she was helping to make the cos-
tumes. All of this was very important to Florence, who hoped
some day to become a teacher of dramatic arts.

For Mys. Kroll, it was a different matter. She felt that the drama
club was taking entirely too much of Florence's time. She felt that
these many responsibilities were keeping Florence from ber home-
work and her studies. Even more, she constantly complained that
the drama club was “wearing Florence out.” In her mind, Florence
didn’t look well; she had been thin and pale all year.

Like mapy a father of a teen-age girl, Mr. Kroll was less con-
cerned. Anything that made his “little Flossie” happy was all right
with him. Besides, he thought that the drama club was a good
thing. It taught about the real world far better than books, M.
Kroll was fond of remarking. Nevertheless, his wife’s concern was
beginning to worry him. “You know,” he sajd looking up from his
newspaper, “T think we ought to have a serious talk with Mr.
Rogers. After all, we do want the best for Floss, and maybe she
shouldn’t be doing so much.”

Fron the picture given by these brief glances at a
few gatherings in Maplewood, it may look as if
March was “School Month” in Maplewood and that all Maple-
wooders were giving their special attention to school problems
and schont matters. Nothing could be further from the truth. The
edncution of its young people is one of the most important con-
tinying concerns of any community; and this is as true of Maple-

wood as of any other city,
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For at least two reasons, however, education has today become
more important than ever in modern America: first, because life
in modern America is a very complicated affair (it is the life of a
rapidly changing technological-industrial society); and second,
because modern America seeks to be democratic, and democratic
societies place tremendous responsibilities on the shoulders of in-
dividual citizens—responsibilities for which citizens must be pre-
pared.

Why does an industrial society place great demands on educa-
tion? To begin with, the technological side of life demands great
skill from the average citizen. Driving an automobile, using elec-
trical appliances and the telephone, and arranging long trips take
a great deal of knowledge and practical “know-how.” We may
think that it doesn’t demand too much, mostly because we are in
contact with technical things from our earliest childhood. Al-
though the school is not the only source from which we find out
about them, it is an important place where we learn to deal with
them. Moreover, when a community wants to make sure that cer-
tain necessary technical knowledge and skills are taught, the com-
munity asks the schools to do so.

For example, Americans learn to drive in different ways: some
learn from relatives, others from friends, and still others from
special driving schools. But after a few tragic accidents, when
Maplewood’s P.T.A. wanted to make sure that every person who
desired to drive would have an opportunity to learn to do so, and
to learn efficiently, safely, and correctly, they asked the public
school to assume the responsibility. And because the public schoel
was public—that is, open to all and controlled by the community
—the P.T.A. felt thoroughly justified in making this request.

Just as the technological side of life in an industrial socicty
leads to certain educational demands, so does the very compli-
cated social side of life in such a society. For example, an indns-
trial society demands a much greater degree of specialization than
simpler agricultural socicties. For this reason, people become
more dependent on one another. Thus, while nineteenth-century
vural American families often built their own houses, produced
their own food, and muade their own clothing, few twenticth-
century Americans do all of these things for themselves. Because
of this interdependence in the twenticth century, there is a far



54 THE PUBLIC SCHOOLS OF AN AMERICAN COMMUNITY

greater degree of organization in socicty. We each do our share
of the total work, and a complicated economy enables us to get
what other people produce in return for what we produce. A good
example is the very complex system which brings clean, fresh milk
into a city from farms, sometimes a hundred miles away. The man
who works in a factory producing the shoes which the farmer will
buy is thus enabled to buy fresh milk for his family.

To live in such a society, many new specialized social skills of
buying, selling, organizing, and working together are demanded.
The schools must help to make sure that these social skills are
provided to those who will have to live and work in the society.

As if it werent difficult enough to live in an industrial
society, Americans want to live demacmtically in that society.
This means that Americans want each individual to have an in-
telligent say in the great political, economic, and social decisions
which affect him. To do so, we must have individuals who can get
the facts and make up their minds on important issues. People are
not just born knowing how to do these things. These skills have to
be learned. And Americans look to their schools to provide both
the knowledge and the skills necessary to their accomplishment.

Most Americans who pay the taxes to support public schools
would probably agree that schools should help young people learn
to live in our industrial society, and learn to do so in democratic
swavs. But when the matter comes up of just how this can best he
done. people begin to disagree. This is to be expected, however,
since on all really important problems, Americans disagree to
greater or less extent on what is true and what is good. To the
extent that public schools are public, such disagreements will in-
evitably affect public school policy.

Nothing illustrates this better than the continued interest of
gronps of citizens in Maplewood regarding what the schools are
doing and how well they are doing it. This interest is very much
like public interest in other great local, state, and national prob-
lems. Tt is the natural concern of the people for what is happening
to their schools.

Consider for a moment the variety of issues which came up in
the few illustrative situations discussed earlier in this chapter;
{3} the matter of teachers’ salaries; (2) the issue of what religious
cducation, if uny, helongs in public schools {3) the need for
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driver education; (4) the issue of what is a proper education for
citizenship; (5) the problem of what values children should learn
about business and labor; (6) the question of what studies are the
fundamentals and whether modem public schools are teaching
them well; and (7) the issue of the amount of out-of-class activi-
ties a student should take on. These and many other issues of
school policy are everyday matters in any average American com-
munity. They are the concern of the state legislature and the
school board, which are the official agencies of public control; and
they are the concern of the teachers. Even more than this, how-
ever, they are the concern of parents, citizens, parent groups, and
citizen groups. These individuals and groups take differing posi-
tions on many of these questions; and each tries to make his posi-
tion prevail. Out of the discussion of these positions emerges pub-
lic school policy.

Why is it that adult groups show this concern with their
schools? It is because they strongly believe that what happens in
public schools will have great influence on the lives of the com-
munity’s young people. Schooling will make them different in-
dividuals than they would be without schooling. Moreover, it
schooling really influences the lives of individuals, it will ulti-
mately influence the course and character of community life wid
of national life. For what is a community or a nation apart from
the individuals who compose it? Little wonder, then, that Ameri-
can parents and citizens are very much concerned with American
public schools, with what they do, how they do it, and how well
they do it. Americans know that the strength and health of their
nation depends a great deal on how well the job of public edicu-
tion is really being done.

Some Things to

Think About and Do

Renesteer that the books listed on pages 217-219) may be of help to
you in canrving out these projects.
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1. Make a survey of the organized citizens’ groups to which your class-
mates’ parents and your own belong. Which of these groups have dis-
played (a) great interest in public education; (b) some interest in
public education: {c) no interest in public education? Are there many
organized citizens’ groups in your community concerned with public
education? What do vou think this means?

2. Choose two or three of the organized citizens’ groups in your com-

munity which have displayed real interest in public education. Have

representatives of your class interview the leaders of these groups to

get information on the following questions:

{a) What do they think are the most important contributions of the
public schools in your community?

(b) What do they think are the most serious problems of the public
schools in your community?

{c) What do they think are the best ways in which their groups can
help solve these problems?

(d} What part do they think professional workers in the schools
should play in helping to sclve these problems?

3. How well qualified arc the unofficial groups discussed in this chap-
ter to participate in making school policy? Where do you think they
1 g0 to become better informed?
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Part Two

HOW OQUR PUBLIC SCHOOLS
CAME TO BE

How did public schools come to be? Why were they founded?
What kind of Americans founded them? What did they hope the
schools would accomplish? Answers to these guestions are im-
portant. They tell us how nutch a part of American life the public
schools have been—how truly Hhey have embodied the hopes, the
dreams, and the ideals of four generations of American citizens.

Tre Maplewsod public schoal system is just one of thousands of
local public school systems throughout the United States. Each of
these local systems has special characteristics of jts own: the ur-
chitecture of its school buildings, perhaps the orgenization of its
kindergarten, or maybe the way music is tanght in the senjor high
school. It can be special at any one of a thousand points. This is as
it should be: for the American people have always prided them-
selves in their locally controlled system of public education. The
American people feel close to their schools; and Tike the Maple-
wooders—individually and in groups—mentioned in the previous
chapter, thev want to keep their hands on the pulse of school af-
fairs and keep school affairs serving them.

It is important to realize, however, that while there are diflesr-
ences from community to community, there is a great deal of
similarity in public school systems thraughout the nation. This
similarity is even clearer to visitors who come to the United States

59
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from other parts of the world than it is to Americans themselves;
for Americans take for granted many of these most important
points of similarity. Consider, for example, the public board of
education. Its size varies from community to community and from
state to state. In some lecLs it is (It‘ctcd in others it is appomted
To be sure, these differences are significant. Nevertheless, what
Americans sometimes forget is that the controlling board of edu-
cation is part of public school svstems from Maine to California.
Visitors from nations where schools are controlled by the central
government, or by one or more churches, are quick to notice the
universality of the public board of education in the United States.
It is things like this that enable people to describe an American
public school system. True, there is no such thing as a single fed-
eral American school svstem. But there are thousands of Maple-
woods, thousands of local systems which, in their many and im-
portant similarities, add up to the American public school system.

In Part Two we will show why, in communities like Maple-
wood, a public school system exists which brings together the ef-
forts of the students, teachms, and community groups mentioned
curtier in the Hook.




CHAPTER FOUR

Education in the Colonial Period
(1600-1779)

Tux first settlers who came to the New World came for different
reasons. Some came to escape religious persecution, some to es-
cape political tyranny. Some came in search of wealth, some to
flee the debtor’s jail. Some came to seck adventure, others, to find
peace. Whatever the reason, however, each one brought with him
the ways of thinking, believing, and doing which he had learned in
the Old World. The English Puritan who came to Massachusetts
Bay Colony behaved and believed as an English Puritan in the
New World. In like manner, the Dutch Protestant whe came to
New Amsterdam brought with him the world of Dutch Protes-
tantism. So it was also with the English Quaker in Penusvlvania,
the English Episcopalian in Virginia, the Spanish Catholic in
Florida and the Southwest, and the French Catholic i the Mis-
sissippi Valley. All hrought with them the values, attitudes, and
habits of the world they had left behind.

It js not at all surprising, therefore, that when these first im-
migrants founded settlements, their settlements looked a great
deal like European communities of the time. The way they gov-
emed themselves, the way they made their living, the way they
organized their communities—all had a European flavor. Schools,
colleges, early universities and other means of education were also
much like the institutions which the colonists had known in Bu-
rope. To understand the character of the first schools in the New
World, then, vou must realize that they were really Ewopean-
type schools transplanted in a new setting,

(3]
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You should also note that different groups predominated in dif-
ferent colonies: the Puritans in Massachusetts Bay, the Quakers
in Pennsyvlvania, and the Anglicans in Virginia. While all of these
groups established European-type schools in the New World, they
did so in somewhat different wavs—each group reflecting in their
schools the ideas, values, and attitudes which they believed most
fmportant. Thus, while there were similarities in education
throughout the colenies, there were major differences, too; you
must know about both to understand colonial education.

Colonial Elementary Schools

Colonial elementary schools, like all colonial schools, were very
small. A elementary school with more than twenty or thirty chil-
dren was a large one. Most schools were one-room schools, with a
single teacher presiding over a group of students ranging in age
from toddlers of three or four to young men and women in their
teens. School terms were short. In some sections, school was in
session for less than a month each vear.

Elementary classes met in all sorts of surroundings: in the
kitchens of the women who taught them, in churches, in the work-

shops of tradesmen. Where there was a special school building, it

was usually a very simple affair—too cold in the winter and too
hot in the summer. Schoolhouses were frame or log buildings, usu-
ally of one or two rooms. Many had no Hoor other than the ground
o which the building rested. Although, as a rule, a small stove
stood in the center of the voom, it scarcely heated the building.
There were often no windows. There were never any blackboards.
School furniture consisted of a few simple henches, sometimes ac-
companied by a few simple tables—often no more than planks
built along the wall. Books were scarce. So were writing materials.
And there was absolutely none of the teaching aids h]\L slide pro-
jectors, laboratory equipment, and the like, which are today con-
sidered part of the modem school.

The purpose of these clementary schools was to teach children
to uccept the dominant religion; and the whole school program
reflected this purpose. Stndies were usually restricted to one or
two books. The Bible was widely used; so was a special kind of
praver book culled a Psalter. Many schools began instruction with
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{Left) The Hornbook was not really a book at all, but a piece of paper
on which were printed the alphabet and the Lord’s Prayer. It was cov-
ered with a thin piece of hom lor protection, and fastened to a board
with a handle. (Right) A page from the New England Primer which
shows how the alphabet and worals were taught simultaneously.

a Hornbook, which was not really a hook at all but rather a flat
piece of wood hearing the letters of the alphabet and the Lord’s
Prayer. Perhaps the most representative of the books studied,
however, was the New England Primer. This was a little bock
specially designed to teach children to read. It was widely used in
colonial schools in and outside of New England; and literallv
theusands of hoys and girls in the colonial period knew the Primer
as their only texthook in elementary scheol. The very special thing
about the New England Primer is that while the boys and girls
were learning o read from i, they were also learning the eloments
of religion. In other words, the materials of the book were largely
of a religious nature. There was a catechism—questions and an-
swers on matters of religious doctrine. There was “an alphabet of
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lessons for youth.” There were pravers to be recited. There were
many bits of Bibical information. And in several places in at least
one edition, there was a rhyme to stimulate study.

He who ne'er learns his A B C
Forever will a blockhead be;

Rut he who to his beok’s inclined
Will soon a golden treasure find.

Discipline was harsh in these schools, and physical punishment
was common. As a matter of fact, one of the little passages which
the students had to learn from the Primer was: “Foolishness is
bound up in the heart of the child; but the rod of correction shall
drive it from him.” Memorizing was a widely used technique of
teaching: and little boys and girls were often forced to memorize
many things which meant absolutely nothing to then:.

As a rule, pupils were taught one by one. The teacher, holding
the “rod of correction” in one hand and the beok in the other,
would invite one of the children up to the desk and begin the les-
son. If the student did well, there was a word of praise and a new
assignment. If the student did poorly, there were harsh words
and. more often than not, a blow across the knuckles or on the seat
of the pants. One by one, the students would approach the teacher
and recite their lessons. Those who were not reciting were ex-
pocted to work at their individual assignments and do so quietly.
Now and then the teacher would leave the desk to administer a
fow well-placed blows and therehy seek to restore discipline.

Althongh most of the teaching was done in this way—it had to
he because of the tremendous difference in the ages of the stu-
dents—there was some work in which all participated together,
snch as pravers and the catechism. Often, however, children sim-
phv memorized these things by saving them over and over with
the other children, completcly missing both the meaning and
beauty of whatever they were doing.

Colonial Secondary Schools and Colleges

Schools were not organized during the colonial period in a “lad-
der svstens as they are today. There was no standard progression
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through a certain number of vewrs of clementary school, followed
by secondary school, and then college. In most places, one went
to clementary school or to secondary school—elementary if the
rudiments only were desired, secondary if college entrance was
the goal.

Colonial sccondary schools—called Latin Grammar Schools be-
cause Latin was their most important subject—existed for one
main purpose: to prepare young men for entrance into college.
Small, crudely built, and often uncomfortable, they were not too
different from elementary schools. The teaching was on the same
kind of individual basis, with much memorizing and drill. The
students were almost always boys, and the teachers were almost
always men. Secondary school teachers were hetter prepared than
clementary school teachers. Then, too, the students were perhaps
slightly older, although there was considerable overlapping in age
between elementary and secondary school students. Often, how-
ever, this ovurlapping only meant that the discipline was even
harsher, and teaching methods even more rigid.

What did the boys in the grammar schools study? To find out,
one has only to study the entrance recuirements for college. Gen-
erally, since Latin and Greek were Emguages used by educated
people thronghout the Western world, students were requived to

This early view of Harvard College shows the buildings which formed
the nucleus for the present-day university.
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read moderately difficult Latin at sight, to speak Latin in prose
and poetry. and to recite some elementary Greek vocabulary and
grammar. To prepare for callege, a boy had to master such skills,
These things. therefore, were the business of the secondary school,
Every effort was made to get the students to read, speak, and un-
derstand Latin—and some Greek—as soon as possible. For ten-,
eleven- twelve-, and thirteen-vear-old boys, it was a wearing and
tiresome process which demanded concentration, intense efort,
and—when one considers the disciplinary measures—a rugged
constitution.

The college curriculum was a continuation of that of the sec-
ondury schools. As a rule, the boyvs lived at the college they at-
tended for the duration of the three-year course. There were no
such things as “electives.” Within each class, all the students
studied the same books and subjects at the same time. The basic
subjects were languages, mathematics, philosophy, and religion—
all of which were tanght from required texthooks. Much attention
was also given to debating according to formal rules of rhetoric
and logic. A little botany in the summer and a little history in the
winter completed the program. Attendance at church services
was required; and virtually all leisure time was carefully super-
vised. Necdless to say, active bovs could take just so much of this
close regudation before the expected fights and brawls broke out.
Then, heavy fines and public whippings were the penalties.

In the classroom, instructors read the prescribed books aloud
and commented on them. The students memorized important pas-
sages and recited them back. For written exercises, the students
antlined portions of important works, and sometimes wrote their
own commentaries. All too often, little room was left for creative
o imagivative work. Yet, after three vears of this—later, it be-
came four—the Bachelor of Arts degree was awarded and the stu-
dent was thought of as an educated man,

Diff

Managed and Paid for Schools

siences in How People

During the eolonial period both elementary and secondary
schonls were managed and paid for in different wavs and by
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different groups. For example, according to a law passed in 1647,
Massachusetts towns which had increased in population to fifty
or more families, had to maintain an elementary school. Those of
a hundred or more families had to maintain hoth an elementary
and a secondary school. In almost every case, schools were paid
for out of taxes. Thus, the early schools of Massachnusetts were
both publicly supported and publicly controlled.

In the middle and southern states. however, where the Episco-
palian religion predominated, schooling remaied largely in the
bands of private or church agencies and was supported by private
or church funds. True, the governments of these states often tried
to encourage schools with subsidies, but unlike the schools in Mas-
sachusetts Bay Colony, they remained largely private institutions,
privately supported and controlled.

These differences were of the greatest importance. For, later,
when the American people decided to establish public schools
throughout the United States, they found that the job was easier
where habits of public support and control were deep in the life
of the people, as they were in Massachusctts, than it was where
the private school had been the dominant educational institution,
as in the middle and southern states.

The New Educational Ideas of

Benjamin Franklin and Thomas Jefferson

During the second half of the eightcenth century, as the colo-
nial period was drawing te a close, a number of prominent Ameri-
cans began to think about education and wavs to improve it.
Among these were Benjamin Franklin and Thomas Jeflerson. The
educational ideas of both men were destined to have a tremen-
dous effect on the development of schools in America.

Franklin’s ideas on education are best sct forth in a pamphlet
he wrote in 1749 entitled Some Proposals Relating to the Educa-
tion of Youth in Pennsylvania. The pamphlet fed eventoally to the
establishment of a school which later hecame the University of
Pennsylvania, What Franklin proposed way a new kind of sce-
ondary school—an ecademy—which would prepare young peo-
ple not for college only, but rather for lile in the business and so-
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cial world. In other words, Franklin thought secondary education
should be useful and practical, that it shonld prepare young peo-
ple to take their places in society. Specifically, he proposed that
English, instead of Latin and Greek, be the language studied. He
proposed also that the schaol program be broadened to include
subjects like history. natural science, and practical work in agri-
culture. This was quite different from the rather narrow and spe-
cialized programs of the Latin Grammar Schools. To sum up,
Franklin set forth the idea that education should have practical
use in preparing voung peaple for their adult responsibilities.

Tefferson’s ideas on education, which resembled Franklin’s on
some points, had a somewhat different emphasis, Although be
wrote on education in many of his letters and books, he probably
hest revealed his views in a bill he drew up for the Virginia legis-
Tature in 1779, This bill was called the Bill for the dMore General
Diffusion of Knowledge. Even though the Bill was not passed, and
never became law, it does tell us what Jefferson thought about
cducation. Basicallv, he believed that education could be a power-
ful foundation for a free societv in at least two ways: first, by pro-
viding intellivent citizens able to judge important issues which
iaced them and able to recognize tyranmy and fight it; and second,
v providing enlightened leaders who could best rule in the inter-
est of the people.

Put in another way, Jefferson saw schools as agencies for
educating citizens. His Bill proposed that every free child in Vir-
giniu should have the privilege of three vears of free elementary
schooling in reading, writing, arithmetic, and history. It also pro-
posed that each vear the brightest graduates of the elementary
schiools should he granted scholarships to secondary schools, and
the hrightest graduates of the sccondary schools should be
aranted scholarships to William and Mary College, there to re-
ceive the kind of education which Tefferson thought would make
them wise leaders.

These were indeed new ideas. When Franklin and Jefferson first
stated thern, ordy a few citizens paid attention to them. Soon after
they had been stated, the Constitution was ratified and the new
nution began its life in earnest. During these early vears of our
national life. as the American republic took shape, political, eco-
noric, social, and religions conditions changed rapidiv. No longer
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In this playground designed for a primary school more than one hun-
dred years ago, we see many activities still enjoyed by children today.

did America resemble a group of European communities picked
up, carried across the ocean, and transplanted. A new society with
characteristics all its own was coming into being. More and more
citizens, stirred by these things, began to make proposals like
Franklin’s and Jefferson’s. Eventually, these ideas led to educa-
tional changes that produced the great state public school sys-
tems we know today. In this way, the ideas of Franklin and
Jefferson that were so revolutionary in their day actually played
an important part in the de\'elopment of our contemporary
schools. Many of these ideas are in fact taken for granted today.

CorontaL education, then, largely resembled the
education that had gone on in Europe hefore the
left for the New World. It was dominated by several
ideas: first, that most people don’t really need schooling, and if
they do, it should involve only a bare minimum of reading and
writing (arithmetic began to come in toward the end of the
eighteenth century); second, that for most of those who do have
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schooling, the school program should lean heavily on training in
established religious belief; and third, that for an even more select
few, a good liberal education in certain basic subjects like lan-
guuges,bmathematics, philosophy, and religion is highly impor-
tant. In some places, like New England, schools were more plenti-
ful than in others; but in no place did as many as 10 per cent of
the children attend. In sowe places there wus public support and
control of education; in other places, schools were privately paid
for and managed. While new ideas began to be heard at the mid-
dle of the cighteenth century, colonial America could not he
called school-conscious. It took a revolution in educational
thought as well as a Revolutionary War to change this picture.

Some Things to

Think About and Do

Besiestpen that the books listed on pages 217-219 may be of help to
vou in carrving out these projects.

L. a, Assume that vou are a teacher in a colonial elementary school,
crammar school, or college. Prepare a diary which records the most
imnportant events of one week of teaching.

b. Assume that vou are a shudent in 2 colonial elementary schoo,
crwmmar school, or college. Prepare a diary which records the most
important events of one week of school attendance. Look at Alice M.
Carle’s Child Life in Colonial Days, Chapters T1-VII. X, and XIV.

2. Find omt what you can about Benjamin Franklin, [Franklin's
Autobiography would be a good place to begin.] What things about
Franklins life and thought help you to understand his proposals for a
new kind of sceondary school?

5. Nead the Declaration of Independence which Thomas Jeflerson
wrote in 1776, What things about the Declaration help you to under-
stund why [eflerson proposed Lis Bilf for the More General Diffusion
of Knowledoe in 17792




CHAPTER FIVE

The Development of
Our Public Schools ( 1779-1860)

Fraxxrin advanced the idea of an education for practical aftairs,
one which would help a man in his life as a citizen and business-
man. Jefferson proposed an education for freedom, one which
would prepare intelligent citizens and wise leaders for the Re-
public. While neither idea had much effect immediately, hoth
received more and more attention ag important social, poh’ticnl,
and economic changes occurred in the vears following 1789, These
changes finally started the educational revolution which took
place in early nineteenth-century America: the development of a
free, lndder-t_vpe, common school system, today called the Ameri-
can public school.

Demands for a

New American Education

What were some of these changes in American life which gave
rise to sweeping clmngcs in education? Four seem mportant to
understand: the participation of larger numbers of people in vot-
ing and officeholding; the growth of commerce and industry; the
s]‘larp rise in immigration, especially after 1840; and the de\'clup-
ment of social reform movements during and after the 18307,

The first of these was probably the most important, It has heen
estimated, for example, that because of religions and cconomic
restrictions, only ene frec white male in seven was cligible to vote
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Members of a local school board conduct an examination to determine
how well the students are doing in a public elementary school.

at the time when George Washington first took office. This situa-
tion changed very quickly. Frontier states joined the Union with
constitutional provision for universal suffrage. Constitutional con-
ventions in the older states broke down religious and economic
barriers to voting, and by 1840 America had moved far along to-
ward universal white male suffrage.

Closely associated with this development were changes in the
conception of who should hold public office. Gradually the idea
grew that any citizen was eligible for positions of public trust.
This was illustrated in Andrew Jackson’s “spoils system” of re-
wards for political loyalty and friendship. To a growing number of
citizens, one thing was certain: unless both the voters and their
leaders were educated to their responsibilities, a republic could
not long endure.

The growth of commerce and industry after the Revolution had
at least two important effects on educational thought. First, as
commercial and industrial tasks became more complicated, the
demand for skilled workers rose. More and more, businessmen
realized that employees who could read, write, and do arithmetic
were not only preferable but necessary in offices and factories.
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Second, and perhaps more important, a number of thinkers
argued that the new contmerce and industry would bring tremen-
dous differences in wealth and social class to the American peo-
ple. Moreover, they believed that if these differences became too
great, they would eat away at the foundations of American politi-
cal equality. How could this “eating away” be prevented? Manv
thought that universal education, giving equal opportunity to
every child, was the only answer. Some, particularly Robert Dale
Owen, who was a leader in the New York labor movement during
the 1830’s, actually argued that only if this education were given
to evervone in the same school with the same books, courses, and
even the same food and clothing, would real equal opportunity
prevail. His ideas were never put into practice, but the idea of
children from different social classes going to the same school und
enjoving equal educational opportunity did receive increasing at-
tention.

The concern expressed by many Americans over the sharp rise
in immigration after 1840 must be seen against the growing na-
tionalism of the period. When men such as Benjamin Franklin or
Thomas Jefferson spoke the words “my country” in revolutionary
times, people sometimes had difficulty in knowing whether thev
were talking about the United States, or Pennsylvania, or Virginia,
or England. By 1830, Americans had gone a long wayv toward
eliminating internal conflicts and awakening loyalty toward their
new national state. Indeed, so strong was this lovalty by 1840, that
immigrants, who had been welcomed before with open arms, were
now challenged as to whether they had the necessary skills and
loyalties for citizenship. Here many saw a two-sided educational
task: first. that of educating the immigrants to assume their civie
responsibilities as well as to enjoy their rights and freedoms: and
second, that of educating Americans to appreciate the contribu-
tions of the newcomers to the vitality of American life.

Finally, there was the rise of a healthy spirit of social reform
in early nineteenth-century America. This spirit drew on the idea
that if man applied his reason to his social problems, tremendous
social improvements were possible. It drew also on the Christian
zeal for the welfare of human beings. And it drew finally on the
growing American faith in the common man. Bringing these three
traditions together, this spirit of reform penctrated into many
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aspects of American life: prison reform, temperance, abolition of
slavery, women'’s rights, pacifism, and care of the insane. Needless
to say, education was one such area, and in every state of the
Union, enthusiastic men and women banded together to impyove
existing schools and to build new ones.

The Public Schoaol Leaders

Demands for free schools came from political leaders, labor
leaders, business leaders—indeed, from every quarter of society.
Yet, had there not arisen a group of dedicated educational leaders
in every part of the nation, the idea of free universal education
might have remained only a dream, as it has to this day in many
parts of the world. These leaders, each working closely with the
citizens of his own state, began to fashion the demands for free
schools into a new American ideal. To be sure, there was no such
thing as one great national convention at which a single program
of action was decided upon. Rather, as these leaders spoke, wrote,
and met with citizens of their own states, their ideas became
clearer. They discussed these ideas with leaders and citizens of
other states. And out of it all came a number of very important
agreements.

Whe were these leaders? What kind of men were they? Their
names are well known in the annals of American history. Horace
Mann (1796-1858) and James G. Carter (1795-1849) in Mas-
sachusetts, Henrv Barnard (1811-1900) in Connecticut, Calvin
Wiley (1819-1887) in North Carolina, Caleb Mills (1806-1879)
in Indiana, Samuel Lewis (1799-1854) in Ohio, and ]o]m Swett
{1830-1913} in California are among them.

They were as a rule average middle-class Americans who came
from different vocations to work in behalf of schools. Many had
themselves attended public schools; many had studied Jaw and
were practicing lawyers when they began their efforts toward
reform. None was particularly rich; many rose through their own
efforts. Interestingly, Mills, Lewis, and Swett, who worked in the
Midwest and Far West, were born and brought up in New Eng-
land, by Far the most school-conscious region during the early na-
tional pcriod,
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One thing they all had in common: their enthusiasm for equal
universal education. To this cause thev literally dedicated “their
lives, their fortunes, and their sacred honor.” They gave of them-
selves unselfishly and unceasingly. They lectured, they pam-
phleteered_, they edited educational magazines, they organized
campaigns agamst public indifference, and thev lobbied for con-
structive schaol legistation. They traveled hundreds and even
thousands of miles at a time when travel was expensive, time-
consuming, difficult, and uncomfortable. They gave up promising
careers for educational posts which paid little or nothing for the
most demanding of services. They poured thousands of dollurs of
personal money into their endeavors.

For their cfforts they had heartening successes and heart-rend-
ing failures, comforting praise and sharp criticism. Horace Mann,
a deeply religious man who is now acknowledged to be the most
distinguished school administrator of his time, was savagely at-
tacked in the Boston press as Godless, atheistic, and irveligious.
Later, he was even threatened with persnna] violence. James G.
Carter, today acknowledged as the father of American teacher
education, in 1827 saw his proposal for a public teacher-training
schoal defeated in the Massachusetts senate by one vote. IHenry
Barnard, Jater to become first United States Commissioner of Edu-
cation, found after four vears as secretary of the Comnecticut
Board of Education that both the board and his post had been
abolished. These were obstacles that would have defeated less
dedicated men. Yet thev were hurdled and victories ultimately
achieved.

Here, then, were some of the men who fought for o schools.
All were valiant fighters in the struggle to win the right of free,
public education as a birthright of every Amevican child. Out of
their efforts grew an idea which has since heen central in the
American heritage—the idea of a common, or public, school.

The Common School Ideal
As the ideal of the common school developed, it rather clearly

followed the two aspects outlined in Jeflerson's Bill of 1779 uni-
versal education for an mtelligent, vesponsible clectorate and
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equal opportunity for the advanced education needed by an en-
lightened and humane leadership. While Americans gave their
greatest attention to the first aspect before the 18607s, both were
clearly present in the overall common school idea.

The heart of education for the whole citizenry might best he
expressed this way: the school would have to take on certain in-
portant tasks which could no longer be left to chance educa-
tion by family, church, and community. The education of a re-
public’s future citizens was simply too important to leave to luck.
The school which Americans saw taking on these responsibilities
was a new kind of school-—one verv different from the traditional
European school. The new American school was to be a common
school, not one for the common peaple, as in Ewrope, but com-
mon in a new sense of common to all the people. “The common
School.” wrote a prominent New Jersey clergyman in 1838, “is
common, not as inferior, not as a school for poor men’s children,
but as the light and air are common.” The common school was to
be for vich and poor alike. Not only was it to be free, but of high
qualitv—the equal of any privately established institution.
Clearly, if it were not, it would soon be labeled a school for pau-
pers and yenounced by the free citizens of a free republic.

It is important to realize how strongly positive was this concept
of “common schooling”™ in the minds of these nineteenth-century
Americans. Assuming that association of different kinds of chil-
dren would inevitably inspire mutual respect and friendship, they
hoped that the common school would not only be open to all but
used by all. The children of all nationalities, religions, creeds, and
cconomic levels would then have an opportunity to mix together
in the same schoolrocom. . . . . let the common school be made
fit to educate all, and let all send to it,” wrote Orville Taylor, a
leader in New York’s public school movement. Taylor went on to
argue that after warm friendship in childhood, different groups in
the community would forever have common memories, faiths,
and respeet on which to build friendly working relationships.

What would the common schools teach? Generally, educational
leaders thought that the common school should teach those sub-
jects which would prepare young people to be good citizens. More
specifically, these fundamentals embraced three areas of instrue-
tion: (1 training in reading, writing, arithmetic, and spelling for
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everyday use; (2) moral education so that knowledge would be
put to proper use; and (3) education for patriotism and loyal
citizenship. While there was some argument over which studies
would best advance patriotism and loyalty, it was generally
agreed that history and geography would accomplish this pur-
pose. When the problem of a proper moral education was raised,
however, bitter controversies arose.

Most people in the nineteenth century believed that morality
could only be taught through the tenets of a particular sectarian
religion. Yet for at least two reasons, sectarian 1'eligi0us instruc-
tion could not be given in common schools. First, children of dif-
ferent religions were present, and to teach the beliefs of any one
would offend others. Second, separation of church and state had
been provided for by the First Amendment to the federal Con-
stitution, and by laws and constitutional provisions in each of the
states. To use public funds for institutions where sectarian reli-

For many people a basic education was not always as casy to obtain as
it is today. At the end of the last century, children who had been at
work all day in factories would often sacrifice dinner to attend night
schools where they learned to read and write.

Harper’s Magazine, August, 1873; New York Historical Socicty
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gious instruction was given would viclate this principle of separa-
tion. The problem was an important one, however, because it was
elear that the American people wanted moral education given in
their schools.

In answer to this problem, educational leaders made two pro-
posals. First, they would take from various different creeds the
common elements on which all agreed and teach these in school.
More extensive instruction in particular veligious beliefs would be
left to the homes, churches, and synagogues of the studeunts. Sec-
ond, some great ethical principles of the Judeo-Chyistian religious
tradition would be taught in non-theological contexts. Virtues
like honesty or neighborliness would be taught without introduc-
ing sectarian religious doctrines. In this way, the moral founda-
tion of the curriculam could be preserved while rights of in-
dividual conscience were at the same time honored.

Here, then, were the goals of the common school. How would
they be secured? Generally, educational leaders saw the answer
in a common—or public—effort of the whole community. By and
large, this meant public support and public control. In proposing
this, hawever, educators knew that they would be running against
long traditions to the contrary. For centwries, except in a few
places like Massachusetts, schooling had been thought of as a pri-
vate function, purchased by those who could afford it for their
children or given on a charity basis to the poor. Now, it was
argued that schooling was no longer a private luxury; it was neces-
sary to the health of society. Therefore, it should be paid for as
any other public necessity-—swith public funds. Moreover, it shonld
be controlled by representatives of the community which sup-
ported it. Then and only then would the people have the chance
to keep their common schools serving the best interests of society,
democratically determined.

These were the broad outlines of the education of the whole
people. How would the second great dimension of the common
schoal ideal—equality of opportunity tor advanced education—
operate along with the first? Educational leaders who gave the
matter their attention thought that equality of educational op-
portunity would corne throngh two kinds of institutions: state uni-
versities and free public high schools. Sinee it is necessary to un-
derstund the character of the state university before the character
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1214 NEW SECOND READER,
g
20. Billy saw that he looked very sad,
and asked him what was the matter,
21. The poor old man said he was very
hungry. He had had nothing to eat for a

long time, and he could not work, as he was
old and blind.

22. Then Billy, without saying a word,
brought the rest of the ecake. He said,
“Ilere, old man, is some cake for you,” and
put it into the old man's hat.

23. The fiddler thanked him, and Billy
was happier than if he had eaten ten
cales.

Exercisesn. —Will you tell us all ahout Harry's cake?
Peter's?  Billy'a? Which of tho boys do you like beat?

Conrtesy of American Book Company

A page from the MeGuffey Readers, a textbook used w idely in nine-
teenth-century public clementary schools.
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of the high school becomes clear, we will deal first with the state
university idea.

Basically, the state aniversity iden vested on three assumptions.
First, the people will greatly benefit from a constant flow of lead-
ers prepared by a university responsible to and controlled by the
people. Second, opportunity to attend the state university should
he based on talent and initiative rather than wealth and birth.
Third, to secure maximum benefit to society and true equality of
opportunity for individuals, a wide range of studies should be
offered in the university—the point being that if opportunity for
advanced education was open to all but only a very few subjects
were offered, there would really be very little opportanity.

The state university idea first developed in the southern and
then in the midwestern states. Large federal land grants for edu-
cation to the new western states were an important factor in this
as well as the resistance of well-established private colleges in
New England which greatly hindered the movement in that re-
gion. For instance, while a state like Massachusetts led in the
establishment of free, public elementary schools, there was no
strong raovement to found a public university in that state during
this period. Most of the leaders thought that the established pri-
vate colleges could do the job of higher education in a satisfactory
Way.

Once the idea of the state university is clear, the distinctive
character of the free public high school as it began to be conceived
during this period can be understood. Essentially, what the high
school tried to do was to bring together into one school two differ-
ent functions of secondary education which have always been
separated almost every where else in the world. The first of these
Fanctions was that of the Latin Grammar School—preparation for
¢ollege. This in itself would have to be greatly broadened to take
account of the idea that the state university would offer a variety
of educational opportusities and provide leaders in business, com-
merce, agriculture, and the professions. The second function the
secondary school would have to fulfill was that of the academies
which had grown up m the late eighteenth and early nineteenth
centuries in response to proposals like Franklin's—giving practical
schiooling to prepare young people for life as citizens, business-
men. and merchants. This type of education, given largely in pri-
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vate academies where tuition was charged, was terminal rather
thau college preparatory education—terminal meaning that it was
the final phase of an individual’s fermal schooling.

Now the heart of the high school idea was that both opportuni-
ties would be offered to young people who had the ability and
initiative to profit from them. Students who had completed the
work of the common elementary school and who wished to pro-
ceed further might then have the opportunity to go on either to
schooling which would help them directly in the practical affairs
of living or to schooling which would equip them to enter college
and higher studies. Ideally, both courses would be free; and op-
portunity to take either would be based on desire and ability
rather than on wealth or family.

What this conception of the high school does is once and for all
establish a ladder system of education whereby an individual can
start from the lowest rung and proceed as fur as his ability allows.
Thus was true equality of opportunity worked out in theory.

As has been said, far more attention was given before 1860 to
securing universal education than to the establishment of wide
opportunities for advanced education. Yet, both were clearly in
the picture—so much so that before this time, the words common
schools were being widely used in at least two ways. One referred
to the common schools as elementary schools, open to all, ideally
used by all, and supported and controlled by the public. The other
referred to the common school system, by which was meant not
only common elementary schools, but also free public high schools
and, often, the state university. The two usages persist today,
when often we hear a young person say: “I am finishing public
school and am going on to high school in September.” The stu-
dent may well be going on to a public high school; vet, we use
public school today sometimes to mean elementary school, und
sometimes to mean anv school supported by, controlled by, and
open to the public.

By 1860, then, many Americans were talking about a common
—or public—schoo! system, one which would embrace children
of all classes, religions, creeds, and national backgrounds at the
elementary level, and offer equal opportunity [or secondary and
advanced study in a variety of fields. In this ideal lay the seeds of
much that was distinctive in the American wav of life.
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The Struggle to Establish

Public Schools

The struggle of the American people to win for themselves the
advantages of free public education is one of the great pageants
of American history. Many young Americans who today enjoy the
advantages of public schooling are completely unaware of the
long, painful, and bitter battles that went into the winning of
these advantages. As in any great struggle, the labors and hopes
of thousands of men and women were involved; leaders like
Horace Mann were only the generals of an army enrolling count-
less ordinary citizens. These were the men and women who sup-
ported the free school movement with their hard-eazned dollars.
They spent long nights in cold, improvised offices mailing out
pamphlets, seeking financial support, and doing the thousand and
one odd jobs demanded in any such great public effort. They of-
fered their own homes for small gatherings of their neighbors;
and they gave freely of their time in organizing the mass meetings
necessary to publicize their cause. Without them, the battle would
most certainly have been lost; for the public school idea as it
originated in the vears before 1860 could not have succeeded un-
less the people wanted it.

The opposition in the struggle came in many and various forms,
and it was often well organized. There were, for example, those
people who thought it a completely fantastic idea that everyone
should go to school. “Children,” wrote a correspondent to a North
Carolina newspaper in 1829, “should pass their days in the cotton
patch, or at the plow, or in the cornfield, instead of being mewed
up in a school house, where they are learning nothing. . . . I
hope vou do not conceive it at all necessary,” he continued, “that
everybody should be able to read, write, and cipher.” Some peo-
ple argued that if everyone went to school, nobody would want to
work any more, and society would be shaken to its very roots with
extrene ideas. Others maintained that it was “highway robbery”
to tax one man so that another man’s child might be educated.

Some people argned that it might be all right to educate every-
ane, hut that if the job were done in common schools where no
sectarian religion could he taught, then u race of atheists would
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be produced. In 1845, for example, the Presbyterian Synod of
New Jersey expressed alarm that the “race of irreligious and in-
fidel youth, such as may be expected to issue from public schools,
deteriorating more and more, with revolving years will not he fit
to sustain our free institutions.” Presbyterians, of course, were by
no means the only religious group to resist common schools on
these grounds; other denominations loudly voiced the same fears.
Nevertheless, people of many faiths were on both sides of the
battle. Finally, there was resistance from certain immigrant
groups who desired to have the language and customs of their
European homelands perpetnated, through schooling, in the New
World. Obviously, such a purpose could not be pursued in a
common school attended by children from a varietv of back-
grounds. Here, then, was the opposition that had to he convinced
or defeated before the struggle could be won.

The battle went on at the polls, in legislatures, and at state
constitutional conventions. { Education had been left to the states
by the Tenth Amendment to the federal Constitution, the one
which left to the people all powers not specifically delegated to
the federal government.) Inasmuch as different groups, issues,
and ideas predominated in the several states, the battle caime out
in different ways. Often, states directly adjacent to one another
differed tremendously in their educational progress, During the
18407, for example, public elmnental"\' schools were widelv prova-

These cartoons of the carly 1900’ might easily deseribe today’s prob-
lews in education.
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lent in North Carolina. South Carolina, on the other hand, lagged
far behind. New York had a thriving public school system; New
Jessey had none to speak of. All too often, the difference lay in
whether or not the friends of the public school could arouse citi-
zens to fight for school reform.

Sometimes, victories were won—that is, laws were passed set-
ting up state-wide systems of free public schooling—ir one year.
But the next year brought disheartening defeats, and school laws
were repealed. Other times, laws were put an the books, but local
districts simply refused to obey them. It was a long uphill climb
for those Americans who saw the need for universal public edu-
cation.

In spite of differences from state to state, however, and in spite
of the slow, uneven character of educational progress, by the year
1860 a design began to emerge. The direction of the movement
was clear; and it was very much in the direction of the common
school. The battle was being won. In most states, legislation per-
mitting local districts to pay for public schools with tax money
had been passed. In some, this taxation was compulsory. By 1860,
according to census statistics, about five and a half million young
Americans were enrolled in schools the nation over, and the ma-
jority of these were in public schools. In almost every state, agen-
cies of state and local public control had been developed, so that
American public schools were really controlled by public boards
of citizens., These schools were what the leaders had propoged:
thev were attended by many different kinds of students; they
tanght the three R’s and social and citizenship education; they
were becoming increasingly non-sectarian; and they were con-
trolled by the community thev sevved.

Thus there was great progress on the elementary common
school level. What of the other parts of the common school sys-
tem: the free public high school and the state university? Here
oo, there were great struggles, but progress was made. While the
real expansion of the American high school and state university
came in the vears after the War Between the States, the founda-
tion of that expansion had cJearly been laid before 1860.

The first public high school in the United States was established
Iy the city of Boston in 1821, The school board there hoped it
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would provide at no cost to Boston’s children the kind of practical
sccondary education which the private academies were sponsor-
ing for those who could afford to pay. Very quickly, the idea
spread to other cities and towns in and out of Massachusetts.
Moreover, since it was often impossible to establish two separate
schools, one to offer terminal sccondary education and one to
ofter college preparatory education, very carly the cities began to
establish high schools which offered both. By 1860, there were
several hundred public high schools throughout the United States
—concentrated in New England and the Middle West, to be sure,
but present in all regions.

The state university, too, made progress, It goes without saying
that all the arguments used to oppose common schools were also
used to oppose state universities. Other arguments, however,
were added. Some citizens argued that poor people never went to
universities, so that any public money spent on universities
would just be a present to the wealthy. Others argued that public
universities could not possibly teach objectively becanse thev
would too easily fall under the sway of politicians. In spite of all
obstacles, however, the number of state universities swelled, many
in the midwestern states being aided by large federal land grants.
By 1860, twenty of the thirty-three states then in the Union had
founded state universities, and in many of these states, the uni-
versity had been recognized as crowning the state’s common
school system, completing the ladder of educational opportunity
to its highest rung.

Private Schools

What happened to the private schools during these vears in
which public education expanded so rapidly? Generally, private
education seemed to flourish, but different things happened at
different levels.

At the elementary level, many individual private schools con-
tinued their work and new ones were founded, Nevertheless, as
the number of public schools grew, most religious denominations
gave up the idea of maintaining full-time church day schools for
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their children and turned their attention to developing first-rate
Sunday Schools. The two notable exceptions were the Roman
Cathotic Church and the Lutheran Church, both of which con-
tinued to build and expand their parochial school systems. Be-
lieving that sectarian religious training must be the heart of
all education, leaders of these denominations did not feel that
common public schools could properly educate their children,

At the secondary level, a large number of private academies
continued to serve certain special purposes which public schools
could not; for example, the preparation of military leaders, or
clergymen, or young ladies polished in the social graces. In addi-
tion, a number of independent schoels cantinued to offer general
secondary education, particularly in preparation for college.

At the college level, private educatioual activity far outstripped
public educational activity, For example, over one hundred and
fifty permanent colleges were founded by religious groups in the
vears before 1860. These colleges were seen by their founders as
Plﬂ(,(.b where students might receive an education founded on
religious doctrine and w he1e future clergymen might be prepared
for their duties. Many of these colleges later tended to become
non-denominational, and today carry on their work as great non-
sectarian universities serving students of all religious faiths and
creeds.

By 1860, then, the public school had become a rec-
ognized part of American life. Already, visitors
from Em ope were beginning to take special interest in the posi-
tive influence of \Vldespl ead popular education; and, as early as
1535, the distinguished French author, Alexis de Tocqueville,
wrote that “the instruction of the people powerfuily contributes to
the support of the democratic republic.” Yet, while the first bat-
tles had heen won, many remained to he fought. The early vic-
torics were perhaps even more notew orthy f(n what they prom-
ised than for what they had accompllshcd and it remained for
the next generations of Americans to extend and improve the
.1(.1t|mul systerm which had been so well begun.
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Some Things to

Think About and Do

RemEMBER that the books listed on pages 217-219 mav be of help to
you in carrying out these projects.

1. Write a newspaper account about the establishment of the first pub-
lic school in your community.

2. Find out what you can about the early development o public
education in your state. Include the beginnings of public elementary,
secondary, and higher eduecation. Who were the men whe led in the
founding of public schools?

3. Conduct a debate concerning the principle of tax support far
education such as might have taken place in your state legislature
during the early days of the public school movement.

4. Find out what you can about one of the men wha led in the found-
ing of America’s public schools. (See pp. 74-75.)

5. The founders of the common school hoped it would wuite the chil-
dren of many different kinds of people. Find out what different kinds
of people attended the early common schaols of vour community. In
your particalar community, do vou think the public schools have
helped these people to understand and appreciate one another?



CHAPTER SIX

Extending and Improving
Our Public Schools (1860—-Present)

By 1860 the American people had decided to support a public
school system stretching in a continuous ladder from the elemen-
tary school through the university. True, the idea was not ac-
cepted in every state with equal enthusiasm. In many states, few
if any public schools had been built. Yet, probably at least half
the nation’s children between the ages of six and fifteen were
already receiving some public schooling.

After 1860 great changes began to take place in young agricul-
tural America—changes which were destined to create vast new
demands on the public school system. The growth of technology
and industry not only revolutionized ways of producing, buying,
selling, and transporting goods; it also changed every aspect of
American life. The invention of the automobile, for example, “put
the nation on wheels”™ it enabled Americans to get from place to
place more easily and more rapidh than ever before. But it did
miore than this. It created new businesses like service stations and
new occupations like truck driving. It created traffic courts,
drive-in theaters, and motels. And it created millions of new jobs
for American workers.

Closelv connected with the rise of industry was the concentra-
tion of people in large cities—metropolitan centers where life was
far more complex und impersonal than it had ever been in small
rural neighborhoods. People now bought their food instead of
growing it. They dealt daily with hundreds of men and women

54
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whom they had never seen hefore and might never see again.
They used complicated networks of transportation to take them
to jobs located five, ten, twenty, or even fifty miles from home.
And they faced vast new community problems like sewage dis-
posal, police and fire protection, and public health service.

As political power shifted from local to state governments. and
from state govemments to federal authoritics, new problems ol
citizen participation in politics also cmergcd. More and more citj-
zens voluntarily organized to promote one cause or another, und
labor unions, merchant and trade associations, veterans organi-
zations, fraternal clubs, and political leagues increased in number
and power, As both the domestic and foreign affaivs of the United
States became more complicated, a host of new activities de-
manded citizen attention: and Mr, Average American was askedl
to keep abreast of issucs running all the way from old-age in-
surance to administration of the Panama Canal,

Inevitably, such sweeping changes had important cficets on
education. Schools were asked to do more things for more people
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than ever before in history. And what the American people found
was that the ideal of public education developed in earlier dec-
ades provided an excellent model for the accomplishment of these
tasks. Thus have the public schools been improved and extended
to the point where they are today one of the largest single enter-
prises in which the American people engage.

Cenerally, the American people encouraged public education in
at least three ways. First, they extended opportunity through
numbers. This meant a continuing effort to include children of all
classes, races, religions, and ethnic backgrounds in the common
school as well as the continuing effort to provide equal oppor-
tunity for secondary and higher education to all on the basis of
initiative and ability. Second, the American people extended edu-
cational opportunity by enriching the school program. Realizing
that there is no true opportunity unless there is some opportunity
for choice, they introduced into the school new programs of
study which would improve talents and abilities of many different
sorts. In this way voung people who formerly would not have
thought of secondary or higher education as “worth-while” now
began to realize there was something for them in public educa-
tion. Third, the American people extended educational oppor-
tunity by improving the quality of teaching. By using the research
findings of the teaching profession, they found that many a stu-
dent “failure” was a failure on the part of the teacher and the
school vather than on the part of the student. By employing new
techniques. schools vastly improved the efficiency of instruction,
thereby gaining more educational returns per dollar and per houwr
spent. In these three wavs, the American people tried to realize
the true ideal of the common school. In doing so, they secured
tremendous advantages for themselves and their children.

Extending Opportunity
Through Numbers

One of the ficst questions that came up after the War Between
the States was the education of Negro Americans. For vears,
mernbers of the Negro race bad been denied the chance to be
cducated. Now, the Emancipation Proclamation as well us the
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Thirteenth, Fourteenth, and Fifteenth Amendments to the federal
Constitution had conferred citizenship upon the Negro. Was he
not entitled to the rights of a common school education?

As one might expect, different states solved the problem in dif-
ferent ways. In some, Negro children were accorded full rights,
and attended the nearest public school with members of other
races. In other states—particularly those where slavery had ex-
isted—separate public school systems were established for Negro
children. While these schools uudoubted]\ gave them (dlnmtlonal
advantages far better than those av ailable hcforc, and while they
were legally supposed to be equal in quality to the white schools
(they ravely were, however), the cxistence of this dual system
violated the ideal of a common school really open to all citizens
on an equal basis, This shortcoming was finally recognized in law
when the United States Supreme Court in 1954 declared uncon-
stitutional the principle of educational segregation on the basis
of race.

The question of educating Negro children simply highlighted
the general problem of what groups the common school would
include. In some sections of the nation, the question revolved
around Chinese- or Japanese-Amevicans. In others, it involved
Americans of Mexican ancestrv. In addition, there were many
questions regarding whether or not deaf. dumb, blind. or crip-
pled children would attend common schools. In a way, all these
issues really centered in the problem of how common the com-
mon schools were to be.

As the arguments over these questions waxed violent und as
solutions began to emerge, common school enrollments continued
to rise. By 1875, every state in the Union had established a public
school svstem, and public schooling had become predominant. In
addition, many states began to pass laws making school attend-
ance compulsory for children of certain ages. Massachusetts
started it in 1852 by passing the first modern compulsory attend-
ance law in the United States. State after state followed suit,
deciding that not only was educution beneficial fov citizens-to-be,
but absolutely necessary.

By 1918, when \llss;:;stppl passed a compulsory attendance
law, the practice had become national. The compulsory attend-
ance laws did not compel students to attend only public schools.
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What they did require was attendance at a school certified by the
state authorities. But since public schools greatly outnumbered
all others, their enrollments were tremendously expanded by the
legislation. There were 12,520,000 children in public elementary
schools in 1890, 19,378,000 by 1920, and 19,404,000 by 1950. In
view of the high birth rate of the 1940’s, Americans can expect the
rise in the public elementary school population to continue during
the 1950's, with the number of students coming close to 30,000,-
000 by the end of the decade.

As the movement toward nation-wide elementary education
gained headway, so did the movement to extend opportunity for
further education. High schools became more numerous after the
War Between the States as local district after local district ap-
propriated the funds for secondary instruction. When angry tax-
payers went to coust to argue that school boards had no right to
extend the scope of public education in this way, the courts ruled

TOTAL EXPENDITURES ON PUBLIC EDUCATION
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1850 ‘ 78,095,000
‘ 15% 140,507,000
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agajnst them. In one of the most noted of these opinions, the
famous Kalamazoo Decision of the Michigan Supreme Court
(1874), the court ruled that there was no limit to the scope or
level of studies that a local school board might provide for the
children of its district.

With the principle of the Kalamazoo Decision gaining accept-
ance in the cowrts of ather states, the way was cleared for districts
throughout the nation to provide high school opportunities for
growing numbers of voung Americans. As a result, heginning in
1890, the high school population doubled every ten vears. More-
over, as the principle of compulsory education teok root, some
states began to include in the minimum schooling requirement
some high school training for all children. By the end of World
War I, American high schoals enrolled move children than all the
rest of the secondary schools in the world put together; and
American educators were optimistically talking about a goal
which would have been unheard of twenty-five years before: sec-
ondary education for all American voung people.

This goal was not an unvealistic one. Attendance at high schools
increased during the 1920's; and during the Great Depression of
the 1930, with no place to go and employment terribly hard to
find, thousands of young Americans remained in high school in
an effort to improve their skills and therefore make it possible to
get jobs. Although the number of all school enrollments fell dur-
ing the carly 1940's {reflecting the lowered birth rate of the de-
pression years), actuu]]_\- a higher percentage of American vouth
attended secondary school. By 1930, public high school enroli-
ments were approaching 6,000,000, with the expectation of tre-
mendous increases in the decade to come.

Higher education was also affected. As secondary school op-
portunities increased, voung peopie found themselves able to
get the studies needed for college entrance, And as more and
more jobs went to “college-trained men,” young men and women
cagerly sought the opportunity to improve their knowledge und
skills. Because of this, enrollments at the college level continned
to show the same upward trend as enrollments at other levels.
By 1920, 600,000 voung men and women were envolled in
America’s colleges and universities; by 1940 the figure had risen
to 1,500000. When, after World Way II, Congress included
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educational benefits for veterans in the G.I. Bill of Rights, college
enrollments jumped again; and by 1950, 2,500,000 Americans
were in collcges and universities. Moreover, some educators are
predicting that if certain enrollment trends continue, the figure
will reach 3.000,000 by 1960. While the enrollment of 1950 was
about evenly divided between public and private institutions,
there are many indications that the public colleges and wniversi-
ties will carry the principal load of increased attendance in the
vears to come.

In these ways, the original idea of universal education came
more and more to be realized as America “grew up.” By 1950, al-
most all American children were attending elementary school,
with 87 per cent of these in public elementary schools. The other
13 per cent went to private schoals, whose right to carry on their
work under general state supervision had been guaranteed by a
decision of the United States Supreme Court in 1925, In 1950, too,
around 85 per cent of America’s teen-age youth were attending
high scheol, and over 90 per cent of these were in public high
schools. As a mutter of fact, so close were educators to realmng
their dreams of having all American youth in high schools that
some were already beginning to talk about twelve years of school-
ing for every Amerlcan Chﬂd with opportunities for further edu-
cation in colle(’(‘ open to all on the basis of talent and ability. In-
deed, the demand for higher education increased so shanply that
in 1947 President Truman appointed a commission to study ways
in which American colleges and universities might rise to the task.
Statesmen and educators alike realized that only when all those
who were capable of profiting from higher education could obtain
it, would the American people be making fullest usc of their own
P()“ ers.

Extending Opportunity by
Enriching the School Program

One thing is certain: the millions of young Americans who
flocked in increasing numbers to American public schools would

rot bave done so had these schools not offered something valuable
and worth-while. One may argue that the voung Americans had
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no choice; compulsory attendance laws backed by truant officers
forced them to attend. Nevertheless, the argument fails to take
account of two facts: first, the unmistakable fact that millions of
voung Americans continued in school long after their minimum,
compulsory attendance period had expired; and secand, the fact
that American parents would never have voted support for these
schools and would never have favored compulsory attendance had
they not heen convinced that the benefits of schooling to the
young were more than worth the cflort,

Probably the outstanding characteristic of the school program
during the vears after 1860 was its continued expansion at all
levels. At the elementary level, science, music, drawing, physical
training, cooking, and sewing were added to the reading, writing,
arithmetic, spelling, geography, and history of the older schools.
What this broadly expanded program did was to give children the
opportunity to improve many more ol their abilities than they
could have done in schools before 1860. After the turn of the cen-
tury, teachers were influenced by new ideas from European edu-
cators, like Pestalozzi, Froebel, and Herbart, and bv the Ameri-
cans, Dewey and Parker. Elementary school teachers talked about
developing the “whole child"—by which they meant that activities
and studies in the arts and in bodily health were perhaps quite as
important to the lives of normal healthy people as activities in
reading and writing.

At the secondary school level, the expansion of the school pro-
gram was even more pronounced. Perhaps of greatest importance
was the introduction of vocational subjects into the schools. Ben-
jamin Franklin’s advice that secondary schools should prepare
young people for life was taken quite seriouslv; and hundreds of
courses seeking to prepare students for trade, indostrial, com-
mercial, and agricultural positions were added to the high schoo
curriculum. For girls, there was work in homemaking, cooking,
and domestic science, for this, too, was in the very best sense
preparation for life.

Other subject areas added to the secondary school program re-
fected the growing influence of science and technology in Ameri-
can life. For both college preparatory and terminal students, in-
struction in the natural sciences was thonght to be important. For
the terminal students who would complete their education on
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graduating from high school, an wnderstanding of science would
be of great aid in facing the complicated industrial world of the
twentieth century, For those who would enter college, high school
courses in natural science would be a key to new and vastly useful
areas of knowledge. Much the same point could also be made
about the new social sciences which came into the high school
program: the civies and government, which Jater combined with
history and geography te form the social studies. Then, too, mod-
ern foreign languages were added to the secondary school cur-
riculum along with the English, Latin, and Greek which had been
present since the earliest days. Finally, attention to the arts and
physical education continued at the secondary level the effort
to educate “the whole person.”

When voung people entered these expanding high schools,
thev could, with guidance, choose the program of studies best
suited to their abilities and interests. To be sure, some studies like
English, American history, or physical education were valuable
for all. Nevertheless, all high school students did not have to learn
the same things. Some young people took the vocational or trade
courses; others took the commercial courses. Some, although they
were terminal students, took more general work in a variety of
fields-—seeking a well-rounded education which they hoped
would prepare them for whatever they eventually did. Others,
preparing for college, took more of the social sciences, natural
sciences, humanities, and languages—thereby anticipating some
or all of these emphases in their college program. What continued
to characterize the American high school, however, was that al-
though some specia]ized voecational, or industrial, or commercial
schaols were established, most high schools remained comprehen-
sive high schools—schools in which a student could pursue any
one of manyv courses, and schools in which students pursning
many different courses and goals attended together.

tHigher education followed much the same pattern. There was
a vast expansion in the fields of natural sciences, social sciences,
and training for the professions. Many institutions which had
formerly been narrow and limited colleges now cxpanded into
great universities embracing schools of Taw, medicine, theology,
business, education, engineering, pharmacy, and library service.
Graduate facilities for rescarch in many fiekls helped bring ahout
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enormous increases in knowledge. Indeed, manyv institutions
where formerly professors had taught and studeuts had simply
memorized what they taught, now became centers where stu-
dents and faculty investigated new fields of knowledge together.

Sometimes teachers in controversial areas like economics, poli-
tics, or saciology came up with conclusions which were not in
agreement with the conclusions of certain powerful men or graups
in the community. Then pressure was often brought to keep the
teachers from publishing their findings, or cven to have them dis-
c¢harged from their posts. This was the case with some professors
who wged the free coinage of silver during the 18907, or with
other professors who werce sympathetic to the Central Powers
when the United States was a neutral between 1914 and 1917,
When other citizen groups fought to preserve the rights of pro-
essors o teach and publish controversial findings, sharp conflicts
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ensued, and the whole question of academic freedom—the free-
dom to teach and to inquire—was hrought into the open.

As in the high school, students were more and more allowed to
elect their courses. Unlike the college of colonial America, where it
was assumed that all students could be put in touch with most of
the world’s important knowledge, the colleges of late nineteenth
and early twentieth-century America increasingly assumed that
no student could ever hope to Jearn everything about everything,
Rather, students would be given a good deal of freedom to pick
and choose according to their ability and interest after they had
been generally introduced to the major fields of human knowl-
edge.

Extending Opportunity by

Improving the Quality of Teaching

No school is better than its teachers; and no school program can
rise above the quality of its teachers. Therefore, a third way in
which American public schools extended opportunity after 1860
was by improving the quality of teaching at all levels.

Colonial teachers had varied widely in their competence and
preparation. Some were graduates of Harvard or one of the other
colonial colleges. Others were completely incompetent to deal
with young people. In fact, histories of the teaching profession
point out that all too often the teacher’s job in the seventeenth and
cighteenth centuries went to men or women who were unfit to do
anything else and who needed work to keep alive.

When Americans in the 1830% and 18407 developed the ideal
of the common school, they well realized that schools could not
possibly succeed without competent teachers. Too much de-
pended on the success of public education to entrust it to the
hands of untrained adults. Therefore, very early in the history of
aur public schools, there were demands for teachers who were
specially trained for their work. Not only must they know subject
matter such as history, arithmetic, or physics; they must also un-
derstand children, how they differ, and how thev leam; and they
nuist also acquire the skills for teaching children of differing
abilities. I other words, if the American people were to huild a
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commion school system which would ideally serve children of all
kinds, they would liave to prepare teachers who could teach these
many different children so that each one would benefit in his own
way from that teaching.

In order to provide this critically important knowledge about
children, about society, and about the learning process, in addi-
tion to knowledge about subject matter, a variety of institutions
came into being: normal schools (teacher-training  schools ),
teachers’ calleges, schools and colleges of education, and depart-
ments of education in colleges and universities. As professors of
edacation began to carry on their research into ways of preparing
better teachers, they began to develop a hody of knowledge about
the educational process. The application of this knowledge in a
growing number of schools by a srowing number of well prepared
teachers began vastly to improve the quality of American public
education,

In the first place, the new research began to tell teachers about
differences in the abilities and interests of children and how
these differences affect learning. It began to tell also about how
learning takes place, and the conditions under which it takes place
most efficiently. Other research began to give information on how
young people grow and develop into adults. More and more,
teachers began to realize that learning does not go on in a social
vacuum, and that the phyvsical and emotional health of u child
in many respects determines whether or not he will Tearn and
how well he will Jearn. They began to find also that young people
mature at different rates in different arcas—that physically, a
voung man of thirteen might he as well developed as a young min
of eighteen, but that emotionally, the same young man might act
most often like a ten-yvear-old. Given these differences, teachers
began to realize the importance of tailoring their teaching to the
young people actually heing taught instead of to some mistaken
notion of what the young people ought to he like or were like
twenty years before.

Finally, rescarch in education began to grapple with the prob-
lem of designing school programs that would specifically and
directly advance the values and lovalties of a democratic society,
Formesly, unprepared teachers had taught children as if their
teaching had nothing to do with the kind of soviety in which
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those children were to live. They assumed that good school pro-
grams look good in any locality and at any time. Now, particularly
as fascist and communist dictators have shown the world how
certain kinds of schools can be used to support a totalitarian way
of life, American educators realize more clearly than ever that
the responsibilities of democratic citizenship demand very special
kinds of learning which cannot be ignored.

In these and a thousand other ways, professional educators im-
proved the quality of American schooling. In 1850, few if any
teachers had professional education worthy of the name. The best
professional education consisted only of a few “tricks of the
trade.” Now, a hundred years later, states throughout the nation
are demanding of every teacher evidence of competence in gen-
eral and professional subjects.

By 1955, public education systems, enormously ex-
2 panded and improved since 1860, embraced over
30,000,000 children at the elementary and secondary level, while
over a million men and women attended public colleges and uni-
versities of all kinds. Americans studied a vast number of subjects,
ranging from Latin to science, from physics to hotel management,
from mathematics to baseball. In the schoolroom of mid-twentieth
century America, there was a vast number of aids to help the
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teacher teach and to help the student learn—motion picture
projectors, radios, tape recorders, television sets, scientific labora-
tory equipment, posters, graphs, books, and pamphlets. All
had been specially designed to do a job which the American peo-
ple had early in their career as a nation decided had to be done—
the education of generation after generation of citizens for re-
sponsible participation in life as free men and women.

Some Things to
Think About and Do

RemEMBER that the books listed on pages 217-219 may be of help to
you in carrying out these projects.

1. Compare the earliest high school yearbook you can find with the
most recent. What differences and similarities do you see in:

(a) the students in the graduating class?

(b) the size of the graduating class?

Large and airy buildings, with separate classrooms for cvery age level,
are characteristic of today’s educational institutions.

Perkins & Will, architects; Hedrich-Blessing Studio
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{c) the kinds of class activities and out-of-class activitios?

{d) the subjects covered in the school program?

{e) the number of teachers on the faculty?

(1) the kinds of teachers on the faculty?

(¢! the appearance of the school building and equipment?

2. Trv to find out who was the first high school principal in your com-
munity. Compare his education with that of the man who is now
principal of your high school. What differences do you think are im-
portant?

3. Obtain the earliest elementary school or high school textbook vou
cun find. Compare it with a present-day text in the same subject. What
similarities and differences do vou find (a} in what the book discusses;
(b in the questions asked of students and the activities suggested to
them: and (¢} in the illustrations? What conclusions do you draw?

4. Prepare & magazine article dealing with the ways in which vour
stute or local community has expanded educational opportunity during
the past half century,
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Part Three

WHAT OUR PUBLIC
SCHOOLS ARE TRYING TO DO

The problem of what should be taught in our public schools is not
an easy one to solve. There are different ways of deciding what
are the most important things to learn in school, and there are
different ways of learning. How do our school activities fit into
the picture? Why are they organized as they are? Why do teach-
ers conduct their classes as they do? Why do we manage our
schools on a local basis instead of having a national system as do
some other countries? These questions are all involved in under-
standing what our schools ave 1rying 1o do.

We have already said a great deal about what our public schools
are trying to do. We saw that the schools involve not only the ac-
tivities, but also the dreams and aspirations of threc kinds of
people. All of these people—students, professional educators, und
other citizens—have certain things in mind which they believe
the schools should do.

We discavered that ouwr public schools were established and
organized to give our people the kinds of skills and attitudes
they considered most desirable. During each period of our history
the American people expanded their schools to provide new and
different educational opportunitics.

In discussing what the schools aught to do, peaple have drawn
up many lists of educational goals. Tn 1918, for example, the Na-
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tional Education Association’s Commission on the Reorganization
of Secondary Education listed seven objectives towards which
the school should aim. These Seven Cardinal Principles were
health, command of the fundumental processes of learning,
worthv home membership, vocationat efficiency, civic participa-
tion, worthy use of leisure time, and ethical character.

In 1938, the Educational Policies Commission, which repre-
sents two of our major organized groups of educators, the National
Education Association and the American Association of School
Administrators, restudied the problem and suggested four sets of
zoals which thev described under the headings of self-realization,
human relationships, economic efficiency, and civic responsibility.
Under each of these headings they listed a number of things
which they considered the marks of an educated person.

Such lists provide some rather vague and general guides for
organizing our school activities. They do not, however, carry us
very far in answering specific questions about which of the many
school activities should be stressed. Moreover, such lists of goals
are largely meaningless until we give attention to ways of reach-
ing them.

What are our schools really trying to do? To answer that ques-
tion we must first look for clues to help us decide the most impor-
tant things to teach. In order to understand the reasons behind
the course of study in our schools, we must investigate the prob-
lem of how people learn. Finally, to appreciate the fult scope of
the problem, we must understand how our communities organize,
supervise. and pay for their schools,
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Deciding What Our
Public Schools Shouwld Do

Maxv decisions about what our schools ought to do are made by
the democratic processes of argument, persuasion, and \otmu
Our schools are organized to m’ll\e it as easy as possible for everyv-
one to have his say in making these (Ir,cmons

But the best of such decisions are made on the basis of princi-
ples that have been tried and tested. If we ook care fully at cach
other’s ideas about what the schools should do, we discover cer-
tain similarities. These similarities exist partly because as Ameri-
cans we share a common historical tradition and life. Moreover. as
human beings we are much alike, grow to some extent in the same
manner, and have some of the same needs and abilities.

In this common experience we can find four principles which
help us to understand what the school is trying to do and to judge
what it ought to do. First, at each stage of llfe there are certain
things which must be learned at that 5pecml time so we can con-
tinue to grow healthily. Second, there are many different kinds of
leammtr, all of which are frsportant, Third, the conditions of liv-
ing together in ouwr times make it necessary to dev clop certain
skills zmd attitudes in all of our people. Tm.lll\ the school must
stress that learning which it alone can hest pr ovide, and depend
on such groups as the familv and the church to do other teaching.
Each of these principles suggests certain specific things which
the school must do.
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What We Need to Learn at

Different Stages of Life

Da vou recall little Jimmy Levine, the Maplewood kindergarten
student? When Jimmy started to school the shock of leaving home
was hard to take. As a tiny baby Jimmy could not feel the differ-
ence between bimself and the rest of the world. He didn’t know
the difference between his own toe and the nose of his teddy bear
—he bit them both in the same way. Jimmy and the world—one
and evervthing—seemed warm and cozy and safe. If things
weren't right, a sound came out of Jimmy and things were made
right. Gradually he learned that Jimmy was “baby” and cvery-
thing else something different. He discovered that the sound came
out of “babyv” when he wanted it to, and that the “fixer” was
“mommy” or “daddv.” Yet everything around was still familiar
and friendl_\' and safe. When Jimmy went somewhere new, part of
the safeness, mommy or daddy, was always close by.

By the time he was five, Jimmy well knew the difference be-
tween himself and others. It was time to learn to be happy in a
world peopled by strangers as well as friends. If he didn’t learn
this, and if he didn’t learn to be comfortable when his mother and
father were absent, he would miss a lot of the most important and
pleasant experiences of life. Many of these experiences demand
thut the child have confidence and ability to do things for himself
and to work with people outside of his own family

To have a good life Jinimy must, hetween the ages of four and
seven, make this painful break with home. He must also learn to
feelvight in doing so. This has to happen in some form. It can best
happen if someone who understands his feelings is around to help.
Besides Jeaming this, you remember that Jinnmy also started in
the kindergarten to get ready to use more words and books. These
and other tools of leaming will be essential as he grows older,

Now Jet us think again of Dorothy Kelly. You remember that
Dorothy was having a hard time with her reading and other school
work. Because of this she was becoming unpopular with her class-
mates and friends. H this condition had not been taken care of at
the right tine at least two unfortumate things might have resulted.
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In the first place, Dorothy’s ability to succeed as a student and,
therefore, to learn the things which the later years of education
ofter would have been limited. In the second place, her socia
success, her popularity with other children, would have suffered.
This seems tragic at any age. Her ability to learn as well as her
happiness were at stake; so was her health, Tn fact, as vou recall,
taking caye of her health problem was the only way the other
threatening results could be avoided.

This had to be done at a particular time and at a particular
stage of Dorothy’s development. The reading problem, for ex-
ample, did not become serious until her classmates began to move
ahead. At that point, if remedial work had been delaved, the
difficulty of correcting problems would have greatly increased.

Jack Brown and Jean Swenson are older, as vou recall. Both
have reached the age when they begin to think about making
a living. Finding satisfactory employment, and heing pre-
pared for it, have become highly important to them. Similarly.
Bob Hopkins and Mary Smith are beginning to wonder about
their life work, but both of them have thought about carecrs
which demand further schooling. Even to prepare for college. in
which they will eventually learn the skills needed for their pro-
fessions, Bob and Mary need to build up tools for the kind of
studying and learning they will do in college.

While Jack and Jean need to learn directly the skills they will
use on the job, Bob and Marv must learn preliminary skills to use
later as tools in learning actual job skills. All of these high school
students have reached the age where adult employment is pos-
sible. All have become interested in things which their parents
will not be able to provide much Jonger. This forces them to face
the problem of vocational choice. They may, as Bob hopes to do,
put off the actual choice for some years so they can more fully
explore their vocational interests, but simply because they are
adolescents they must face up to the problem.

In addition, Bob, Jean, Mary, and Jack are also working out
new kinds of relationships with each other. As they have moved
inte physical adulthood, thev have encountered new adult fecl-
ings about sex and new adult responsibilitics. This need to work
out a new set of relationships with each other, with their parents,
and with the adult world as a whole bas become critical because
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of the age they have attained. Their friends, the dances, the ball
games, the parties, the part-time jobs, group work in classes, and
dozens of other activities provide the stage on which the new
relationships are learned. The important idea is that the new
velationships must be learned at this particular time.

Then there is Mys. Brooks. Mrs. Brooks, you remember, is one
of the women taking night classes in cooking. Such instruction
did not seem very important to her in her high school days. Now,
since she has become a housekeeper, wile, and mother, she real-
izes its importance.

We started this chapter with the case of Jimmy, aged five, and
have looked at some of the problems of Dorothy Kelly, a fourth-
grade student, the four high school students, and Mrs. Brooks, the
voung adult. What pattern or system of desires can you see in
each of these seven cases?

Did vou notice that at each age a different kind of problem,
demanding a different kind of edncation appeared? At age five,
the need avas to learn to be more independent of home and more
at case with social groups. Jimmy also necded to get ready for
training in certain skills like reading and writing.

Around the age of ten, Dorothy Kellv’s inability to succeed in
reading and certain other school work was becoming a problem.
By the time the adolescent years come around the problems of
vocational choice, of automobile driving, of boy-girl relationships,
and of taking over adult responsibilities become important. To
the voung married adult still another set of problems comes to the
fore.

Thus we see that there are certain things which must be learned
at particuhlr stages as one grows up in America. In other societies,
or in different regions or groups within our own society, these
things may vary. Yet a careful study of the stages through which
a hov or a gir] develops into a man or a woman helps us to dis-
cover and to judge various educational goals. Here we have one
eniding principle: at each age altention must first be given to
those things which can most cffectively be learned at that particu-
lar stage of decelopment. The exact time at which the various
needs emerge varies from person to person and from social group
to social group; yet for any person they must be met as they
CII)E‘I‘gC.
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The Many Different
Kinds of Learning

If we examine once more the experiences of the students dis-
cussed in this chapter, we discover a second principle which will
help us to organize our thinking about educational goals.

The things which one must learn at different times scem to he
of different types. First we saw certain needs having to do with
the way one feels about himself and others. For example, [immy
needed to acquire a feeling of being safe and comfortable away
from his family. Dorothy needed to get over feeling that the
children disliked her because she was “stupid.” Then she had to
recover from her fear that the hearing aid would make her seem
“ugly.” Mary Smith and Jack Brown had to work out a way of be-
ing friendly, even though each found some things he disliked
about the other. Bob Hopkins was mixed up because he wanted.
on the one hand, to please his parents by being a doctor and, on
the other hand, to satisfy his own vocational desires. Here, then,
is one kind of learning.

A second kind of learning has to do with certam practical skills,
Jack Brown wants to learn to repair cars; Jean Swensen wants to
learn to type; and Mrs, Brooks want to learn to cook. Obviously
these skills, and the other types we are here discussing, involve
knowing certain factual material as well as doing something well.

The third kind of learning also involves knowledge and skills,
hut for a different purpose. These skills are teols which can be
used for learning other things. For example, Jimmy Levine is
learning to pick different items out of a picture. Eventually this
skill will help him to recognize different words in reading. But
reading is a tool which can be used, in turn, to learn about science,
about other people, about religion, or about any ather branch of
human knowledge. The arithmetic which he will begin to study in
the years to come is also one of the tools for learning, although it
too has direct practical use. However, some of the tools which
people need for effective learning and thinking are more compli-
cated.

An example of these more complicated tools for learning and
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[t is necessary to learn certain things in order to master those more dif-
ficult. Elementary students learn basic information about geography.

thinking can be seen if we examine the hopes of Mary Smith to be
a scientist. Let us assume that she hopes eventually to do cancer
research. This research involves the use of microscopes, dissecting
instruments, and other laboratory equipment. Yet it also demands,
if Mary hopes to go very far, knowledge about different kinds of
body cells, a part of the science which we call anatomy. Anatomy
itself is very complicated. Its many divisions cannot be studied,
remembered, and used unless its facts are arranged in an effective
order. Therefore, before she can learn anatomy well, Mary must
learn how to arrange and classify different kinds of facts about
living things. This, broadly speaking, is the subject of biology.

Thus we see that before Mary can do effective cancer research
she must study anatomy, and before she can effectively study
anatomy, she must have mastered the general thought-tools of the
biologist. Actually, there are many additional links in the chain of
thought-tools leading to efficient scientific study, but these are
cnough to illustrate the point. Such thought-tools must be mas-
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tered before one can learn what is needed to practice engineering,
law, medicine, and other vocations. This is one of the reasons why
college education is required of those who want to enter such
professions.

These thought-tools, which are systematic ways of learning and
of solving problems, include such things as laboratory techniques
and other scientific methods, mathematics, the method of histori-
cal thought, the laws of grammar, guides for logical thinking,
skills in finding and judging library information, and many others.
In these times every vocation, including the common one of good
citizenship, demands some ability to use many of these thought-
tools. Incidentally, on the higher levels such tools are often called
“disciplines,” as they enable us to organize, classify, expand, and
correct our knowledge.

In thinking about what people need to know in order to move
effectively from one phase in life to the next, we have seen that
they need at least three kinds of learning: (1) they must make

As they climb into the higher grades, students apply basic information
about geography to discussions of world problems and politics.

Philadelphia Suburban School Study Council; photo by Robert L. Mooney
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new and more effective social and emotional adjustments; (2)
they must learn eertain immediately practical skills; and (3) they
must learn to use certain thought-tools which are needed for fur-
ther learning and for work habits at a more advanced level.

This analvsis simply makes clear a second principle for in-
fluencing educational goals: namely, the school must provide for
different kinds of learning, some of which are directly useful, and
seme of which are valuable as instruments or tools for further
learning.

In discussing this principle we have pointed to several things
which must be learned by all people. All must come to know
themselves and to feel right with the world. All must learn certain
directly usetul skills involved in basic living, such as being able
to understand the language and to do elementary arithmetic.
Moreover, everyone must learn to use some of the thought-tools
on which further learning depends. The citizen facing a political
problem, or tryving to make up his mind about housing, must have
some skills, too, in gathering information.

However. sinee our goals in life vary, some directly useful skills
and some thought-tools are especially important to certain of us
but not 1o others. The school program must be broad enough to
give each what he needs.

In practice these three kinds of learning are all involved at the
sume time. This can be scen in the case of Dorothy Kelly whose
physical problem hindeved her ability to develop skills (hoth di-
rectly useful ones and thought-tools for further learning). This
lack of ability then created emotional problems growing out of an
wnsatisfactory relationship with her classmates. These different
kinds of needs all operate together within any particular person.
If onc is neglected, all may suffer; if one is improved, it usually
feads to improvement in all.

What We Need to
Learn to Live Together
Iut, as we have seen, schools are maintained by groups who

want certain kinds of behavior not only from themselves but from
their neighbors. Theve are social goals as well as personal goals of
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education. Let us take one of Maplewood’s high school students
to see what this means. It doesn’t really matter which; let’s use
Jack Brown for example.

If be has his way fack will, in a few years, have a service station
of his own. He will spend his days operating it and doing odd
hits of automotive repair. He will have a home on the east side
where he and his wife will occasionally entertain their friends at
pinochle parties. Probably Jack will hdonb to the bowling league
which meets cach week. IIc may or may not go to chur ch, and, if
left to himself, will have little interest in politics or in lahor-
management problems, except when a strike prevents his getting

the supphes he needs.

But Jack’s Future neighbors, customers, and friends will not,
and cannot, leave him to himself, We have already seen some of
them in action in Chapter Three. We know that the president of
the taxpayers’ organization hopes Jack will be the kind of person
who will support that organization in its efforts to reduce the
spending of money on schools, roads, police protection, and city
government. The president of the P.T.A., on the other hand, hopes
that Jack and his wife will \1“’010[15]\ suppmt civic improve-
ments. The president of the ]oca] minister’s council thinks Jack
should be educated to become a good church-goer and to support
the church in its building program and other activities. The
Chamber of Commerce hopes that Jack will support them in their
political efforts to obtain laws improving business conditions.
They know, also, that there will be cases of disagreement between
business and labor, or between business and the consumers. In
such cases they believe that Jack should be prepared to under-
stand their point of view. On the other hand, as vou recall, the
Labor Council hopes that Juck will be svmpathetic to unions in
their fight for benefits, Mrs. Kahn, from the P.T A, is anxious that
Jack learn to be a careful aud skillful driver, while Tam Ialliday
and Dick Fisher hope that he will actively support and defend
their version of “the American way of life.”

Jack wants the school to do certain things for him so he can live
the kind of life he wants to live. His neighbors, on the other hand,
expect the school to do certain things to him so that he will he the
kind of a community member with whom they can live peacefully
and work effectively. They have a right to expect these things be-
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cause Jack's behavior affects their lives in mapy ways. 1t he and
others like him vote intelligently, the whole community profits,
If he is lawless, the whole community is threatened and must pay
the cost of policing his actions. If he fails to support his family, the
commumity will have to do so. And if he publicly violates the
ethics of the community, there will be less chance for good faith
and mutual respect among its members.

How can the people of Maplewood determine which of the
social goals are most important? The desires of the various groups
provide clues, but more than these clues are needed if our fong-
range educational planning is to he effective. There needs to be a
careful study of the problems which America faces, and education
must be operated in terms of these problems.

Some of these problems are more important than others. Per-
haps none is so important as that of freedom. Americans have
always believed that the individual is endowed with certain in-
alienable rights. They have, therefore, insisted that each must ve-
spect the dignity and freedom of every other. Each expects his
neighbor to be educated concerning the responsibility to pro-
tect freedom for all.

Frcqn(’ntl_\' threats to freedom come from other nations, and
the individual depends on this nation being strong enough and
wise enough to protect itself against such threats. Each has the
right to expect that others will be educated to play their part in
these cfforts. Such an education includes a thorough understand-
ing of the world in which we live.

At present time, {for e.\:ample, Americans see international com-
munism as one of the most serious threats to their freedom. Not
too long ago, it was fascism and nazism which menaced the
demceratic nations of the world, In deciding how to meet these
threats, we must have citizens who thoroughly understand their
nature, citizens who know the differences between totalitarion
and democratic wavs of life.

The defense of liberty from outside threats, as well as from
those within. demands a reusonable unity of purpose among our
people. Such mity is possible only among groups which under-
stand and respect cach other, Arguments and quarrels among our
Jargest and most powerful groups are most dangerous. Therefore,
the nature of these gronps and their competing hopes must be
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carefully studied and understood by all. For this reason the
Chamber of Commerce and the Labor Council, which represent
groups powerful enough so that wnrestrained fighting hetween
them would destroy our society, are wise in wanting their points
of view to be widely understood by everyone,

Other conflicts which might destroy our society can casily arise
if we permit groups to develop which insist on settling arguments
by lies, subversion, smears, and foree, instead of by the Iree ex-
change of ideas and by honest persuasion. There can be no com-
promise on this principle if [reedom is to be preserved. Every
citizen must be educated to rely on democratic processes himself.
He must also be given the skills needed to sce through the lics of
the subversives.

Needless to say, recent history has made it quite clear that the
anti-freedom forces wear many faces: sometimes they call them-
selves the “friends of labor”; soretimes, the “friends of business”;
sometimes, the “100 per cent Americans” or the “friends of the
people”; sometimes, they are “anti-fascist,” or “anti-commumists,”
Our citizens have to be educated to see behind the mask of fine
sounding words.

There are still other sources of possible conflict hetween groups
which our citizens must learn to keep within reasonable bounds.
There is at present, for example, not too much open counflict he-
tween churches. Yet history makes it clear that there iy danger
from this source wnless church members have the proper respect
for religious freedom and the democratic way. The same thing is
true of inter-racial conflicts.

These are only a few of the problems which are critical to our
society. There are manyv others: (a) the possibility ol cconomic
depression, (b} the problems of making our cities more livable,
(¢) the need to educate people who can live happily and assume
responsibility in a world of rapid change and great technological
advancement, and (d) the problems of new ways of using ony
time and powers.

The point is, however, to see heve a third principle for deciding
what the schools ought to do. In deciding educational zoals, o
constant study must be made of the problems which face our
society and in terms of which the individual must be educated.

The kinds of learning required to meet these problems are the
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same ones noted carlier; they include attitudes, knowledge, and
skill in critical intelligent judgment. For example, Jack needs to
feel friendly toward both business and labor; he must know the
facts about the economic situation; he must have the skill to judge
intelligently and act effectively in vespect to the issues, and he
must reeognize a personal responsibility to do so.

The Things We Can Best

Learn in School

Allliving is education, and every human group or activity-—the
family, the club, the church, the job, the playground, the govern-
ment, and the school—educates, Evervone recognizes that a per-
so1t must somewhere learn an endless number of things. He must
learn to walk, to dress in the approved custom, to laugh at the
right time, to cry only when it is proper, to care for his health, to
find recreation, to use tools, to tie a tie, to drive a car, to count, to
cross a street, to wash before meals, to follow directions, to recog-
nize friends, to think scientifically, to understand and respect the
religious aspect of life, to raise his children, to vote wisely, to earn
bis living, to buy intelligently, and a thousand other things. No
one pretends that all of these are equally important or that the
school can assume responsibility for all of them. But this raises a
guestion. How are we to decide which are primarily the responsi-
bility of the schools and which should better be left to the church,
the home, or other agencies?

The best guide in answering this question is to study the way
the American people go about the business of efficient group liv-
ing und of giving each individual a chance to get the things he
wants out of life.

Such a study reveals that groups of people, small and large,
share certain basic human needs, and that different groups have
different social instruments or agencies for meeting these needs.
The soml scientists sometimes call such social instruments “inst-
tutions.” but thev use the word a little differently than do most of
us. To thenr an “institution” is a whole series of ways of thinking
and acting, individually and in groups, by which a people meet
« common und essential human need.
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Thus, for example, the religious “institution” in America in-
cludes not only formal church congregations and buildings. It
also includes the kinds of problems we think of as “religious,” the
ideas involved, the rituals, the hooks, and the way we think of
religion as being related to the family and other social groups.

If we look at the total vange of basic human needs, it is ap-
parent that there are also (a) family institutions, for bringing
children into the world and rearing them; (b) economic institu-
tions, for organizing, producing, and distributing goods and serv-
ices; (c) political institutions, for regulating governmental power
and deciding common policy; (d) health institutions; (e) educa-
tional institutions; and (f) recreational institutions.

Americans, in working out their hopes for the future, often
modify their institutions to achieve desirable goals. If it becomes
apparent that certain groups cannot make an adequate living we
adjust our economic institutions. We may, for cxamplc, organize
a labor union or provide supports for farm prices. On other ceca-
sions we may change our family customs, our religious habits, or
our political ideas.

An intelligent society gives thought te the way it uses its social
instruments—its institutions, Such a group of people uses cach
institution so that it will provide the greatest service and vet work
smoothly with other institutions. This involves thinking carefully
about the kinds of jobs each institution can best do, and about the
important jobs which will be neglected unless they are cared for
by a particular one. It is necessary for those directing an institu-
tion to look first to the essential jobs which it alone can do.

The point can be illustrated by recalling an embarrassing ex-
perience which Joe Randolph had last fall. Joe was playing center
on the junior high football team in a crucial game with one of the
neighboring schools. His team was fighting a bitter 6-6 battle and
found itself backed te the goal in the fourth quarter. The only
hope was to kick out of danger.

Joe was, of course, young and inexperienced. In fact this was
his first game in competition with another school. As he lined up
to center the ball, his mind was on several things. He was ex-
pected to delay the opposing guard long enough so that the kick
would not be blocked, and then to charge downfield to make the
tackic if possible. These were both important johs, although if
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Joe failed at them there were others on the team who would prob-
ably do the blocking and tackling.

However, Joe was giving these two jobs all of his attention; so
much so that his mind strayed from his most important job—that
of passing the ball back to the kicker. His throw was bad, and the
ball went over the head of the kicker into the end zone where it
was downed, costing Maplewood the game. Joe had failed at the
one task which no one else could do.

The lesson for social mstitutions should be clear. A people can
and should expect many things of a particular social agency such
as the school, but it must never lose sight of the central tasks
which only that agency can accomplish. Whatever extra jobs arc
taken on must not prevent the institution from accomplishing its
major purposes.

Of course, as we will see in the next chapter, the school cannot
do any of its work well if that work is not closely related to the
rest of the pupil’s life and activities. When schoolwork is unrelated
to the entire life of students, they do not learn very much that
they can remember and use.

This does not mean, however, that the school has identically
the same task as does the home, the church, the job, the Boy
Scout troop, or the public health service. All of these agencies
must work together, and all exist to improve the life of our people.
Yet cach has its own special responsibilities. In deciding what the
school, the agency equipped especially for educating, should do,
we ought then to ook first to those crucial jobs which it alone can
do well.

Thase responsible for school programs, parents and teachers,
have often used different words to describe the major tasks of the
school. Sometimes there are very serious disagreements about
which tasks are most important, and people often disagree about
how they are to be accomplished. Nevertheless, people have al-
ways agreed that one vital job of the school has to do with passing
on accurate organized knowledge from the more experienced to
the less experienced members of the human race.

i al) of life we pick up bits of knowledge. Some of it is accu-
rate: same of it is simply rumor or half-truth. Some knowledge is
very useful in meeting life’s problems; some has no real value. If
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the knowledge we gain is to be remembered and used to enrich
living, it has to be organized, related, and checked for accuracy.
Most social agencies da not give systematic attention to organiz-
ing knowledge as one of their major duties.

The family, for example, is concerned with knowledge in so far
as such knowledge is needed by each member in meeting his
responsibilities. Both the family and the church are concerncd
that the child gain knowledge of the specific beliefs and rituals of
the religious group to which the family belongs.

Yet neither of these, nor any other social institution except the
school, considers itself directly responsible for organizing und
checking the accuracy of the many things we learn from hundreds
of sources. Nor do they try to relate each part of this knowledge to
the rest. Whatever else it does, the schaol must, therefore, be con-
cerned first with a wide range of accurate, well-organized infor-
mation.

But information, in order to be used intelligently, has to be
evaluated. At times, some people have acted as if simply memoriz-
ing odd facts were the most important thing in the world, How-
ever, our greatest educators at all times have insisted, in one way
or another, that the ability to think, to discover new ideas, and to
decide how to use information constructively is the really im-
portant thing.

Now the exercise of good judgment—the ability to think—is very
hard to acquive. Some of us seem to be born with greater ability
than others, or else we develop it very early in life. Nevertheless,
schools have always been operated by those who helieve that wayvs
exist for training each of us to think more eftectively. Among edu-
cators the differences have usually arisen about ways to do this
job, not about its importance.

Many vears ago it was generally thought that the ideal way was
to have students memorize rules of “formal logic.” Thesc arc rules
of svstematic thinking and debate. 16 was hoped that once stu-
dents had memorized the rules and learned to pick out certain
common fallacies (mistakes in thinking). good judgment would
automatically result.

Later it was widely assumed that if stodents learned to solve
problems in very difficult subjects, they would automatically he-
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Elementary school education provides directly useful learning and also
lays the foundation for more complex studies.

come good thinkers about every subject. Today many people still
hold these older opinions. However, the evidence gathered by
psychologists and others indicates that these methods, as they
were formerly applied, are not the most successful.

Although opinions have changed about how to improve
thought, the important thing to remember is that the school has
long been the social institution which was expected to give major
attention to the task in one way or another. It is the only agency
whose major social business is the training of thought. Other in-
stitutions such as the home are of course concerned, but their
primary attention is given to other jobs.

To transmit knowledge which has been organized and checked
for accuracy, and to train students in the ability to think and act
intelligently are, then, the two central concerns of the school. It
is on these grounds that the school must make its stand for a
place among our essential social institutions. Yet there are other
social tasks which, though not the primary responsibility of the
school, cannot be so well done without the schools help. These
are responsibilities shared by several institutions, and extreme
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care must be taken that the agencies work cfficiently together
without trespassing on each other’s territories.

For example, most Americans would agree that one cannot
know the facts of American life without studying something about
religion as it enters into our h istory, our literature, and our present
habits. Most of us would probably say that one must have some-
thing like a religious attitude toward the values we hold dear, and
that the cultivation of ethical values is a responsibility of the
school.

Our churches, synagogues, and homes are also deeply con-
cerned with character and values. In this their function overlaps
that of the schools. These other agencies want their members to
accept certain definite beliefs about the meaning of life, the na-
ture of God, and the rules for living which, according to their
undcrstanding, are expected by their God. The responsibility for
teaching people to believe such doctrines has always been that of
the home and the church. According to our federal and state con-

Technical and mathematical education in the high school depend on
thought-tools learned in the elementary schoo,
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stitutions, a public agency such as the public school cannot be
used to teach as the truth the doctrines of any particular religious
group.

The separation of church and state was provided in our consti-
tutions to protect the freedom of Americans to worship as they
please. The schools were prevented from teaching the beliefs of
any particular religious group for the same reason. While hoth
church and school are concerned with character and deeply held
values, it is especially important that the school avoid conflicting
with the rights of any religious groups. It is also important that
no group expect the public schools to favor its particular religious
beliets.

There is a second social responsibility which the school shares
with other agencies. Here, again, extreme care must be taken to
assure cooperation without any one agency assuming the other’s
job. This is the responsibility of insuring good citizenship which
is of concern to the school, the home, the church or sviagogue,
the courts, and other agencies.

The school's major responsibility toward citizenship has already
been indicated, This is to see that students acquire the knowledge,
skill, and desire to act intelligently in respect to public problems.
Moreover, the school can work effectively only with students who
are good citizens, and good citizens will not result without the
constant effort of the school. Nevertheless, neither school people
nor other citizens should assume that the school is the only insti-
tution responsible for insuring habits of good citizenship. All
social institutions share in this task.

It is ¢lear, then, that the school has a kind of task for which it
shares vesponsibility with other agencies. Examples of this kind of
task are (1) the building of sound character dedicated to deep
moral valoes, and (2) citizenship training. You can add other
exurnples from your own thoughts.

When we look at our people’s needs and try to assign responsi-
bilities for mecting them among our social institutions, we see yet
a third kind of task in which the school is often involed. This
tvpe does nor technicadly belong to the school at all, but it can
often he better handled in the school hecause so many of the
community’s young people are together there.

For example, Maplewood maintains a public health service
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and is well supplied with doctors, dentists, nurses, and other
specialists for the care of the people’s health. To provide health
service is not primarily the concern of its schools. Their direct
responsibilities in this respect are to improve health by providing
information, by training for effective thinking in respect to health
problems, and by reminding the home and the medical authori-
ties whenever a student’s ill-health is preventing good school
work.

Yet Maplewood is highly conscious of the need for preventive
medicine, and this involves regular examinations of all the chil-
dren and occasional immunization programs. Since all of the
children are in school, it is the community’s most convenient and
efficient place to conduct these activities. Moreover, individual
sickness often appears first in the school, and for this reason the
Maplewood school district provides school nurses and a part-time
school physician. Good health is so important that every social
institution including the school must give it serious attention.

Nevertheless, maintaining the community’s health is not the
distinctive responsibility of the school. When health services are
brought into the school because it is convenient to do so two cau-
tions are needed: (1) that these services do not lead the school
to neglect its primary concerns, and (2) that the school does not
duplicate or infringe on activities better taken care of ontside of
school.

This kind of activity, then, is one for which the school provides
the most efficient location, even though it is not solely or cven
mostly responsible. Other examples of non-cducational activities
which are carried on by the Maplewoad school district include
cafeteria services, transportation, and the pravision of rooms for
community activities of a non-school nature.

This discussion of social institutions was introduced to help us
find a fourth principie for deciding what the schools ought ta do.
The principle suggested is: that we should intelligently distribute
the social jobs to be done among the agencies available for doing
them. Having done so in respect to education, we have maintained
that the school must place emphasis (1) on those jobs, such as
transmitting knowledge and training students to think, that the
school alone can do well, (2) on those jobs in which the school
must cooperate if they are to be done well, and (3) on those tusks
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which, though not really the responsibility of the school, can best
be done at a place where the young people are gathered. In re-
spect to the second and third group the school must be extremely
careful (a) not to assume respousibilities that properly belong to
another agency, and (b) not to permit the tess important services
to stand in the way of the major ones.

o ’ Ix spelling out the goals of our public schools it be-

] comes apparent that they are many, and that dif-
ferent people place differing amounts of emphasis on each. Conse-
quently we need to find some principles by which to rank com-
peting goals.

As we looked at the educational hopes of some of our Maple-
wood students, and at the problems of our society, we found four
such principles:

LAt cacl age special attention must be given to those things
which can only, or can most cffectively, be learned at that
stage. While these vary from person to person and from
group to group, they are related to the growing-up process,
so that if the key time is missed, there may never again be
such a good opportunity.

L. The schools must provide opportunity for many different
kinds of learning, some of which are directly useful, and
some of which are valuable as cquipment for further needed
learning.

HI. In determiring educational goals, a constant study must be
made of the underlying problems fuced by our socicty. The
individual must be educated in terms of these.

VL We shonfd continually weigh the social work to be done
against te institutions available for doing it. Such a weigh-
ing suguests that the school should stress: first, those jobs
which it alone can do well; sceond, those tasks which can
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be well done only if the school shares a responsible attitude
toward them; and last, those activities which, though not
mainly its rpsp(msabzlztj, can be more effectively done in the
school. These last activitics must not be allowed Lo interfere
with the school's major business.

Even though we use the greatest possible care in deciding what
the schools should try to do, the task is enormous. If it is to lm well
done, everyone (.(mc_cmed—student.s, teachers, and other citizens
—must bear great responsibility. These principles can help us to
direct our efforts more effectively.

If these principles help us to decide what the schoals ought to
be doing, they also suggest ways of deciding how well the work
is being done. We ha»e seen that the teaching of factual knowl-
edge is one of the important functions of the school, and it is right
that we test by asking students how much they remember. The
traditional kind of test is important for this kind of learning.

But since the school is concerned with other kinds of learning
and has other functions, we cannot measure its effectiveness
solely by the number of facts the students have memorized. We
also need to watch the students as they move through and bevond
the school. We have to consider the way they 1(.51)011(1 to ploh—
lems, the way they feel about themselves and others, the way they
work with each other, and the way in which they understand their
traditions. The final test of the school is in the many ways it en-
riches the lives of people and their communities.

Some Things to
Think About and Do

RearenmseR that the books listed on pages 217-219 may be of help to
vou in carrying out these projects.

1. Consider your own high school experience during the past year,
What answers would you give to the following questions:
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(a} What things have vou learned which teenagers need to know to
get along in our society?
(b) How have you changed (1) as a result of your participation in
the social activities of the school® (2) as a result of your physical
education program? (3) as a result of the written work you have
prepared? (4) as a result of classroom instruction? (5) as a result
of vour educational activities outside the school?
Considering the things vou should have learned, where has the
school fallen short? Where have vou fallen short?

(c

2. With the help of vour teacher, arrange a visit to an e]emenmry
school. Observe a class in session for at least one hour, Based on your
own observations as well as on any conversation you may have with
the teachers and children there, try to answer the following questions:
(a) What was the teacher trying to accomplish with the children?

(b Is what the teacher was trving to accomplish important for chil-
dren of that age in your community?

Were the children trving to learn something which would best be
lcamed in school? At home? In the park? At a church or syna-
gogue? Over radio or television?

{c



CHAPTER EIGHT

How Do We Learn?

For thousands of years men have tried to explain the marvelous
fact of human learning. In hundreds of wawvs thev have tried to
understand how the infant, at birth the most helpless of crea-
tures, in a few short vears is able to influence and control ather
living things and a sizeable share of non-living matter.

The process by which a human heing develops deliberate con-
trol over himself, influcnce over other human beings, and mastery
over non-living matter is the process of learning. This learning,
the extension of man’s deliberate intelligent control of his own
self, of ideas, and of things, is the primary goal of education.
Learning is the business of the school: it is a Dusiness in which
everyone has a stake.

How is the school trving to reach its goals? To answer that
question we must look at the problem of how learning takes
place. Certain psychologists have made a special study of the
problem, and your classroom teachers have been instructed con-
cerning their findings, Teachers are expected, in so far as they are
able, to regulate all of their teaching in accordance with thesce
findings. Therefore, most of the things which are deliberately at-
tempted by the school are based on some psychological conclu-
sions.

However, even among those who know most about learning
there are some strong disagrccmcnls, anL]_\‘. no one prc'tends to
know all the answers. There are several groups of psychologists,
each with its own carefully considered point of view. Each gronp

129
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savs, “Let us act as if learning occurs in this way and see if, by so
acting, we can speed up the learning process.”

These “as-if” plans are called “theories of learning,” and there
are several “theories.” Each theory opposes the others in some
ways; vet, each has taught us some very useful principles. By
acting on these principles, we have discovered that we can help
people to learn more readily and to use their learning more effec-
tively. These theories differ mostly when they try to explain why
acting in a certain way produces effective learning. However,
they agree to a surprising extent when they tell us how we should
act if we want to learn best.

Many changes in schaool practice are based on the same kind of
tested scientific principles that underlies changes in automotive
design. These principles were developed partly by observing the
daily experiences of people like yourselves. They have been fur-
ther tested by controlled scientific experiments.

There are a few principles, about which the psychologists gen-
erally agree, on which certain misunderstood school practices are
based. In order to describe these principles in non-technical
lunguage, it is necessary, perhaps, to simplify them: that is,
there is much more to the idea than can be suggested here.

Five of these principles are particularly important. As you read
about them. continue to think of what happens to you in your
own learning. See if yvou can discover in your own experiences
illustrations of the ideas involved. These are the five:

1. Leaming takes place as 2 “whole person” reacts to a “total situ-
ation.”

- A particular kind of learning is gained efficiently only when the
student is physically, mentally, and emotionally prepared for
that particular experience.

3. Learning is closely related to what one really wants to do; this
relationship is called by teachers and psychologists the prob-
lem of “motivation.”

4. AMuch important 1eaming comes indirectly to one who is not

trving to learn that particular thing but is, instead, engaged in

some other activity for jts own sake. The technical terms for
this are “incidental learning,” or “concomitant Jearning.”

Special care must be tuken to create the conditions under

10

UL
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which something learned in one sitnation can later he recalled
and used in a situation which is different.

The Whole Person and

the Total Situation

Do you recall Jack Brown's experience with “Old Tronsides?”
The common sense picture of that situation would be that it had
two parts: the mind of Jack Brown and the words of “Old Iron-
sides.” In some schools, in ages past, people would have assumed
that learning simply involved Jack’s forcing his mind to memorize
the words. Nothing could sound simpler. Yet the poem was not
learned, and we ought to ask why. Part of the answer is that there
were many more than two parts in that picture.

To begin with, Jack’s “mind” was not a quiet tool lving idly in
wait for him to put it to work. It was an active thing involved
with dozens of other problems: the words of the latest juke-box
disc, the new motorcyele he saw as he entered the building, the
job listed in last night’s want-ad section, the problem of whether
he could afford a date for Friday night.

Besides, it wasn’t just a “mind” which filled his consciousness.
It was also a half-hidden feeling of guilt about wanting to lcave
school as be did. It was a gnawing fear that even if he learned the
poem his mind would go blank when he stood before the class to
recite. It was resentment, whicl again he tried to hide from him-
self and others, that other stadents received the “breaks” which
were denied him. Finally, there was the pain {rom the left ankle
which he had sprained in last night’s basketball game.

All these parts of Jack's mind ran together. His thonghts and
his fears. his resentments and pains were all united. They pro-
duced a vague feeling that was more than all its parts combined.
Even Jack himself could not know why he felt as he did about
“Old Tronsides.” His feelings about the poem were all mixed ap
with his feelings about many other things, and with habits of
thinking which were developed years ugo.

Mcanwhile, outside of Jack there was much more than the
words of the pocm. There was the expression on the face of the
teacher. She looked at Jack as if she knew he would not really try
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to learn, There was the sound of an airplane droning overhead,
There was the corner of a comic book peeping out from under-
neath his notebook. There was an odor: a curious blend of fresh
outdoor air, of automobile exhaust, of schoolhouse odors, and of
the perfumed make-up on the girls who sat around him. In front
of him was a fellow from the Maple Street crowd which he thor-
oughlv disliked; on the left was a frightening, giggling, irritating,
and thoroughly attractive gir! whom he would like to date; and
Lehind him, constantly whispering sarcastic remarks about the
teacher, was a fellow from his own crowd.

Each of these things, and many more, had much to do with
what Jack was learning. All of Jack, not just his mind, was re-
sponding to evervthing around him. This whole Jack-in-a-situa-
tion determined what was learmed.

When people believe that only the student’s mind and the
subject matter have anything to do with learning, the school rou-
tine is limited to giving assignments and punishing the student if
he fails in them. We now know, however, that to insure the great-
est learning the school must take many other factors into con-
sideration. If the school is really going to help Jack learn, it must
take account of many things. Tt must consider his outside inter-
ests. his personal problems, his physical health, his attitudes to-
ward classmates and other associates, his natural tendencies to
learn seme kinds of things and to find other things difficult, the
wayv the community beyond the school walls comes to his atten-
tion, the kind of furniture and decoration provided by the school,
his personal attitudes toward the teacher and other adult authori-
ties, and his earlier experiences in school and out.

The evidence is pretty clear that Jack will not learn what the
community hopes he will unless these factors are considered. This
means that a highly individualized study must be made of Jack
himself—his abilities, interests, habits, and personality. To do this
the school uses psvehological tests, guidance eounsellors, health
services, and other means. It alse works very closely with the
horne and with other agencies in which jts students ﬂ.p(-‘nd their
time

The purpose of knowing the student well is to enable the school
to tailor its program to his particular abilities. To pravide a pro-
aram suited to each individual student, however, the school must
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A child must be physically and mentally ready to learn what his
teacher is trying to teach him.

have a great variety of books and other materials, it must provide
a broad and varied course of study, it must use many different
teaching methods, and it must carefully group students so that
each is placed in the best possible situation for learning. Finally,
to take account of the whole student, many schools maintain
extensive recreational programs designed to improve the morale
and spirit of the student body.

Some of these services are at times considered “fads and frills.”
Actually they are an essential part of the school program and are



134 WHAT OUR PUBLIC SCHOOLS ARE TRYING TO DO

directly related to the central task of the school, which is that of
improving the amount and quality of learning. Although some-
times misused, they are based on sound psychological principles.

The Idea of Readiness

Let us now look at the idea of readiness, which is another of the
more important things to understand about learning. You can
easily understand what readiness means in respect to such things
as learning to read, but it is just as important where any other
kind of learning is concerned. Simply stated, the fact is that a
person must have reached a certain stage of physical, emotional,
mental, and social development before he can efficiently learn
certain facts or skills. Moreover, once a high stage of readiness is
reached, the failure to use the proper moment may, in some cases,
mean the loss of the best possible opportunity.

The case of Jimmy Levine, our Maplewood kindergartener,
will help us to see what is involved. You remember that Jimmy’s
teacher is giving him lots of opportunities to pick out certain de-
tails from: a large picture. To the adult or high school senior it may
seem a bit silly to have children playing a game of picking out
the “cow” or the “shoe,” or naming the colors in a picture book.
What such adults easily forget, however, is that the ability to
recognize details is learned late in infancy and is an important
tool in teaching children how to read.

The process of reading demands the ability to tell letters and
words apart, and the child only gradually develops this ability. He
cannot begin to learn to read until it is partly developed. Jimmy’s
teacher in her work with books is helping him get ready to read.
This task demands time and depends on many other factors.

For one thing, readiness to read depends very much on the
simple matter of physical growth. While some children are physi-
cally ready to read at an early age, others grow more slowly. A
considerable time is required, for example, before the eves are
sufficiently developed and well enough coordinated to follow a
printed line and bring the words into focus,

Many other skills demand physical readiness. For example,
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handwriting demands a degree of muscular coordination which
many children lack in their early school years, The problem here
is much like that involved in shooting a basket; that is, one has
to learn to coordinate his hand with his eve. When children are
driven too hard to write before this coordination is reasonably
well developed, they not only learn to write poorly but they also
begin to dislike writing.

Thus, readiness for reading and writing, and for many other
skills involved in the arts and physical education, demands a cer-
tain degree of physical maturity. This process of physical growth,
which varies widely from student to student, cannot be hurried.
If the parents or school grow impatient and demand accomplish-
ments for which the child is not ready, they can only succeed in
making him detest school and lose confidence in himself. This is
no excuse, of course, for waiting too long.

However, readiness, for reading as for other subjects, is more
than just a matter of physical growth. There is also a matter of
intellectual or “mental” readiness, which involves a number of
things. To return to Jimmy, for example, we might notice that at
first he can only learn to read words which he already knows for
speaking purposes. Later on, he will develop “word attack” skills,
and skills at using the dictionary, which will help him to figure
out the meaning of new words. But for now he must start with
the words he knows how to speak; and gaining a speaking vocabu-
lary, therefore, is part of the job of getting ready for reading,

There is a third side to readiness, although it cannot really be
separated from “physical” and “mental” readiness any more than
these two can actually be separated from each other. The third
aspect involves the development of certain interests. Usually a
person cannot learn until he has developed intevests or desires
which will lead him into and carry him through the learning
situation. Jimmy will not learn to read until, for one rcason or
another, he really wants to do so. The family and the school can
do a great deal to encourage the development of such interests,
but there are certain lmits which are fixed by Jimmy's own per-
sonal way of growing. Beyond these limits he cannot he pushed.

Finally, there is a matter which we shall call “social” readiness.
By this we mean simply that until a student is reasonably at home
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in a situation he does not learn well the things which the teacher
is trying to teach. The student who is too unsure of himself, who
feels that he doesn’t “belong,” will, to be sure, learn something.
But he is likely to learn something quite different from that in-
tended by the teacher or the community.

In respect to Jimmy all this means that he can learn to read
well only when he is ready in many ways: when his eyes, ears, and
muscles are well enough developed, when his mind has matured
enough to handle the tasks, when he has gained the right emo-
tional attitude and interests, and when he is sufficiently at ease in
school. He will best learn when he is ready.

A number of experiments have been carried on to test the

We learn in many situations and from many people.

Austin (Tex.) Public Schools
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readiness principle. They have shown, for example, that one can
start learning to read rather late and still quickly overtake carly
starters who began reading instruction before they were ready.
In a school district blessed with competent teachers and a good
guidance program, parents can expect the teachers to introduce
thexr children to reading as soon as they are ready. It is perfectlyv
natural for some children to reach this stage earlier or later than
others. A later start does not mean that the child will remain
behind in reading.

So far we have talked about readiness for reading and writing.
All of these ideas apply just as much to all kinds of learning.
Thus one must also be ready to learn calculus which js an ad-
vanced form of mathematics. Calculus requives a rather mature
mind which is capable of handling abstract ideas and has previ-
ously been trained in the lower branches of mathematics. While
the specific qualities of readiness vary from subject to subject
and from person to person, the readiness factor operates in ull
learning.

One or two more ideas about readiness need to be stressed. In
the first place, different people grow at different rates and there-
fore become ready for particular kinds of learning at different
ages. This is apparent where physical growth is concerned. Every-
one knows students who were among the shortest in their class
at age thirteen but who, by the time they reached their senior
year, were among the tallest. It is a recognized fact that physical
growth occurs at different rates and times for diflevent people.
What we must remember too, is that there is this same irregularity
in respect to emotional and intellectual growth and to the devel-
opment of interests.

In the second place, within the same person different kinds of
growth occur at differing rates. A c¢hild may, for example, be com-
pletely ready to read so far as physical growth is concerned and
yet remain emotionally too immature. On the other hand, some
children are intellectually and emotionally ready helore they have
the needed eve coordination. Here, again, we sce why a very
careful study of each individual pupil, and an instractional pro-
gram tailored te his abilitics and rate of growth, have become so
important to wmodern education.
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The Problem of

{nterest and Motivation

One part of becoming ready to learn a thing, as we saw with
Jimmy, is to develop the proper kinds of interests. The problem of
interest and learning is of such importance that it needs further
examination. The essential fact, accepted by almost all psycholo-
gists, is that what one learns depends very largely on the things
which he considers important. For illustration, we might well
look again at some of our Maplewooders.

The high school literature teacher is occasionally amazed to
hear Jack Brown, who can’t remember a single line of poetry,
discuss automobiles. When the new models come out, Jack
quickly memorizes dozens of details about each of them. He
knows the top speed, the type of engine, the turning radius, the
horsepower, the kind of drive, the price, and many other facts,

Joe Randolph’s mother experiences the same thing with him.
Joe has occasional trouble with geography which, to him, is noth-
ing but a lot of dull facts which no one could possibly remember.
He cun't begin to recall what the farm crops of Ohio are, but he
easily reels out facts about the batting, fielding, and pitching
record of every regular player on the Cleveland Indians baseball
club. And while he would find it hard to locate a single major
league city on a map, he knows the location, seating capacity, and
distance to the left field fence of every major league ball park.

At first glance, it seems strange that students who learn some
facts so easily find the masterv of others such a struggle. Joe and
Jack are both reasonably intelligent people. Their ability to learn
Factual material is demonstrated by the easy way thev learn the
things in which they are interested. The difference between their
anderstanding of automobiles and poetry, or of baseball and
ueography, can only be explained by their different attitudes
toward the subject. If the information js recognized as important
to them. it comes easily; if it is not, it scarcely comes at all,

Rnowing these facts about Tearning should tell Jack’s literature
teacher and Joe's geography teacher some very important things.
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Jack’s literature teacher, for example, knows that there are things
of heauty and of profound meaning in what she has to teach. She
knows that the values of good literature are lasting, while Jack’s
present interests may or may not pass in time. But she knows she
cannot force Jack to appreciate these values; he, himself, must
learn their importance. Teaching this appreciation—giving Jack
many opportunities to see for himsell, as best he can, vatues and
meaning in good literature—is this teacher’s real job. Once it
begins to get done, Jack will learn literature more easily.

Much the same point can be made with respect to Joe and
geography. Joe, himself, must begin to sense the importance of
geography; under the guidance of his teacher, he must begin to
realize that he cannot undelst(md life in his own nation or in any
other without knowing about the land and resources which
support life. Until then, Joe’s learning in geographyv will con-
tinue to proceed meﬁlmentlv This suggests that a very significant
part of the education young people receive in school actu&]]\
involves their learning to see the importance of many thmgs
which before they thought unimportant.

Another thing good teachers have discovered is that when
students help plan some of their own activities, thev begin to
feel personally vesponsible for part of what goes on in school.
Given the opportunity, and under thoughttul teacher guidance,
students will often set truly important objectives for themselves.
If one thinks deeply about what he needs to get along in our
society, he often discovers very good reasons for learning most of
the things offered in our public schools.

Jack Brown learns a tremendous amount about antomobiles just
by discussing them with his crowd. He enjovs the discussion
which, hcmr' pleasant in itself, simply rewards him for leaming
factual details. No one offers him a grade or credit for Tearning.
Among his friends he cannot cheat, for there is no w ay to par
pate intelligently without knowing the facts. 1f he put oft learn-
ing, he would simply not fit in as well.

On the other hand, Jack doesn’t sce the advantage of certain
school subjects. He studies mostly because he is compelled to
attend school and because he will be punished if he brings home
a bad report. He does not feel rewarded by the knowledge itsel,
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ouly by the grade report. If he could get the grades he wants any
other w ay, he would see no need fm trving to learn “Old Iron-
sides” or any other assigned lesson.

The most effective rewards, for Jearning purposes, are decply
wanted ones which cannot possibly be achieved without learning
the things concerned. This is the reason that good teachers on
every level trv to give students a growing sense of the meaning
and Mdnlﬁcance of “what is going on in schoo] It is also the reason
why the\ often begin their work with problems the students
really consider important and use materials which the students
will find interesting in themselves.

The psvchologists would agree that people learm much more
readily when theyv are working to achieve a reward than when
thc\ are snmp]\ trying to av oid pumshmt,nt Moreover, the psy-
cho]omsts usually agree that if the fear of punishment forces the
learner to “go to pieces” emotionally, good learning is apt to cease.
All of us have had experiences when we were so frightened of
what might happen to us, or so irritated at someone who threat-
ened us with punishment, that we found jt impossible to give
careful thought to the situation.

Furthermore. with respect to punishment, vou are mare kkely
to learn when punishment follows naturally from the failure to
learn, Punishments which are imposed from the outside are less
cHective, If the only danger in ignoring a stop sign were the
threat of being arrested, many people would disobey the law
except when the police were around. It is the knowledge that
wrecks wonld inevitably result, unless we had regulations about
entering an interseetion, that often keeps people on the side of the
law.

If the punishment doesn’t follow naturally and unavoidably
from the failure to learn, then students often find ways to escape
both the learning and the punishment. There are many ways of
escuping the punishnient. Occasionally, for example, teachers and
purents attempt to force learning by scolding. Sometimes it works.
All of s, however. know of students and children who can avoid
the scoldings they deserve by “apple-polishing.” By contrast, if
a student Fails to learn the rules of health and consquently catches
pnenmoria, no amount of “apple-polishing” will enable him to
escape the consequences of his ignorance.
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We all learn best, then, when we are engaged in activities which
we personally consider important. They need not seem “fun” or
pleasant, but they must seem significant. This principle has been
applied to modem education.

However, some confusion has resulted from new practices
based on this principle. Many parents and, unfortunately some
teachers, have taken them to mean that the students do only what
they please and that all of schiool work is “soft” play. We must
not, however, reject a tested principle in our efforts to prevent its
misuse.

So far, in discussing the problem of motivation, we have made it
clear that students learn best when they aim at things which they
consider important. But there are some other thin;’s we Ought to
know about good educational aims. For one thing, if a student is
encouraged by his parents and teachers to set too h]gh a goal, only
failure, discouragement, and a loss of interest in school can result,
On the other hand, if the goal is set too low, boredom, dislike of
school, and the failure to develop talents will be the consequence.

There are many ways in which parents and teachers often set
goals which are too high for students, or encourage the students
to do so. Last week, for example, Dorothy Kelly’s fourth grade
class made this mistake. They were dlSCUSS]l]", quite properly it
would seem, the latest dlplomatlc crisis ‘)Lt\\’cen the United States
and Soviet Russia. In their concern, and their enthusiasm, they
decided to conduct a project on “how to insure permanent peace
between these two countries.”

Unless the teacher is very careful in this situation, onc of two
things will result from the attempt to solve such a problem. It may
be that the students will recognize how Jittle they can do or even
understand about the problem. In this case their high hopes and
interests will be destroyed. On the other hand, the studgntb may
falsely assume that such problems are easily solved with little
real l\nowledge of facts. In this case whatever is learned will be
very dangerous. Students having learned such things cither dis-
cover their error later and lose their confidence in thinking about
big ])I‘D]ﬂems, or they continue to juml) te conclusions without
good evidence. So far as learning is concerned, a good problem
is one which the students can solve, though not too casily, il they
gather the facts they are capable of learning and understanding.
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The best learning combines general principles with lifelike situations.

But what about educational aims that are too low? These are
just as dangerous. The American people have always prided them-
selves on attempting the impossible, and many of our greatest
achievements have resulted from such attempts. We have always
been willing to risk failure and frustration many times in the hope
of some day “hitting the jackpot.” The psychologist would say
that the average person learns nothing unless he is faced with a
problem difficult enough to demand new learning. Zest for living
does come from ov ercoming challenging situations. It is important
though to add the old maxim that “nothing succeeds like success,”
which we take to mean that one who has successfully met a minor
difficulty is given new confidence with which to face the more
difficult ones.

The Idea of
Indirect Learning

If the amount to be learned depends on the student’s feeling
that what he studies is personally important to him, we have a
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problem. We have already seen that Maplewood expects its stu-
dents to learn some things which they are not particularly inter-
ested in. Besides, when we spoke of readiness, we suggested that
certain intellectual skills can be used only indirectly on things
which the student considers worth-while, and vet must be mas-
tered before their full value can be seen. If the immature student
works only at things which interest him, how can the school make
sure that he masters the things which teachers and parents, be-
cause of their age and experience, know in fact to be most impor-
tant? Part of the answer is found in the principle of indirect learn-
ing which we will look at in terms of the experiences of our
Maplewooders.

Let us look at the situation which occurred in Dorothy Kelly’s
fourth-grade class one weck. Dorothy’s teacher knows that later
on in life it will be important for Dorothy to be able to work the
percentage problems involved in figuring out income taxes, msur-
ance policies, and other financial arrangements. She also knows
that some members of Dorothy’s group will go into advanced
mathematics, which demands that they understand thoroughly
the rules of arithmetic. Yet these ten-vear-olds are not the least
bit interested in income taxes, insurance, or higher mathematies.
They did, however, become interested in operating & store in the
classroom.

As the fourth-graders set up their store they decided that each
should own a share, for which each paid fifty cents. Having col-
lected this money, they used it to purchase items to be resold in
the store. They needed a way to figure out a fair and profitable
selling cost. The teacher pointed out that businessmen alwuys
figure a certain percentage of profit, which they add to the cost in
deciding the sale price. She showed them a way to figure out this
percentage.

Before long the students, whose main interest and eflort were
in the management of the store, were busily at work. Yet, without
planning directly to do so, they were learning some of the most
important techniques of arithmetic. They learned easily because
thev needed the skill to carry on a project in which they were in-
terested. So far as they were concerned, the store was the im-
portant thing. To the teacher, the adults of Maplewood, and in
later years the students themselves, the thing of lasting impor-
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tance was the indirect learning of arithmetic. What is incidental
learning to the students is the main objective of the teacher.

Let us look at another situation of the same kind which hap-
pened to Mr. Henderson during his college years. By the time he
reached college Mr. Henderson began to wonder why some peo-
ple in the South feel the way they do about northemn “interfer-
ence” in the problem of race relations. He knew that it had to do
with the war between the North and the South, and he was at the
time envolled in a course in American history covering that period.
He had no intention of being a specialist in history, so a course in
the “rules of historical thinking” would not have interested him in
the least.

Mr. Henderson’s history teacher was also interested in the
North-South problem, but he was even more interested in teach-
ing people to think accurately about historical events. One of the
rules of good historical thought is that you must carefully check
the accuracy of reports which vou read. This is important in judg-
ing something that happened years ago as well as something that
happened anly vesterday.

The teacher did not start by lecturing about rules and asking
the students to memorize them. Instead, he asked the students to
read several different accounts of the war and the period of Re-
constriction, the years immedijately after the War Between the
States. Mr. Henderson read to solve his own problem, but he dis-
covered that the reports differed widely and concluded that many
ol them must be highly inaccurate. Indirectly he thus learned the
rule of good historical thought which was uppermost in the mind
of the history teacher. He learned that in judging reported events
one must be estremelv careful to check the accuracy of the
anthor's report and to make allowance for prejudice. In the long
run this indirect learning has probabiy been far more important
to Mr. Henderson and to the American community than have
the particular facts learned directly. Being a good teacher, Mr.
Henderson's professor made certain that the rule was truly learned
and gave direct attention to its meaning in other situations.

Now. to understand how indirect leaming occurs, let us look
at three common elements in Dorothy Kelly’s class and in Mr.
Hendersow's. First, in hoth cases they were busy working directly
on a problem which they personally felt to be iﬁpnrtamt. Second,
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What skills and attitudes are being learned indirectly?

in each case they learned indirectly certain skills which in the
long run will be far more important than the thing in which they
were directly interested. Finally, although the teachcls encour-
aged the students to work on their own problems, the material
selected by the teacher was deliberately chosen to bring about
the desired indirect learning. Good teachers at all 10\01> fre-
quently use the indirect method of getting at the skill desired.

You can think of other situations in which teachers use the
indirect method. One example is the use of plays and festivals in
addition to formal high school classes in speech and music. An-
other is the way primary school students are encouraged to write
important letters which must contain correct spelling and be
legibly written.

There is one more important thing about indirect or concomi-
tant learning. It is that some things are learned in this way which
neither the sdmol nor the community considers desirable. One of
the most interesting differences between the old-fashioned school
and the modern one is that apparently fewer modern children
dislike school. This suggests that somehow children in the older
school, and some in the modern school, learned to dislike it.
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Now of course no teacher ever tried to teach children to hate
school. This hatred is indirectly learned. Many students who have
sat through classes in literature, or history, or mathematics which
were poorly taught have indirectly learned to detest these sub-
jects. Not all dislike of school is the result of poor teaching; ap-
parently a large share of it is learned outside the classroom.

There are, then, undesirable as well as desirable kinds of in-
direct learning. A student in a poorly taught art class learns bad
art technique, a student in a class where other students are treated
disrespectfully often learns to behave disrespectfully, and some-
times, strange as it may seem, a student may even learn to forget.

Few of us realize that forgetting is an active thing, that it
doesn't just happen. Yet psvchologists tell us thut we deliberately
forget certain things which remind us of an unpleasant situation.
Although we are not aware of what is going on, our feelings play
tricks on us and drive what we knew out of our memories. This is
the thing that sometimes happens to Jack Brown when he stands
in {ront of the class to recite. A student easily learns from a few
humiliating experiences to forget many things he would otherwise
remember. Of cowrse such experiences do not explain all, or even
most, forgetting, but the school must avoid them as far as possible.

Present Learning and

Future Use

Oue of the hottest arguments among educational psychologists
has been whether or not, and how, things which are learned
in 2 particular school experience can be carried over and used in
later and different situations. On the one hand, there are some
who say school learning is useful only in school-like situations, and
that, thercfore, the school must he made as nearly like non-school
life as possible. On the other hand, there ave some who insist that
« person well trained in academic subjects will automatically be
cltective i1y any kind of life sitnation. Without pretending to go
into the details of the argument, we will note simply a couple of
ideas which are widely accepted.

It is worth-while for some students to attend school simply
becanse they enjov doing so and because it makes their present
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life more pleasant. In an age when there are limited job oppor-
tunities for children and adolescents, it is good to associate to-
gether in a clean, stimulating place. Yet no one believes that
schools are established mainly for this purpose. Even though at-
tending school should be fun in itself, and though classes should
be interesting and stimulating in themselves, the real hope is that
what is learned in school will make an important difference to life
outside of the school.

Ilow to make sure that such a difference will result is a problem.
For example, we often think that the most important thing about
schooIing is memorizing facts. Of course, facts are important.
However, tests conducted on all age groups, those now in school
as well as those who attended long ago, reveal that many of the
specific facts are soon forgotten unless they are frequenthy used.
Dates of history, the spelling of unused words, the memorized
rules of arithmetic and grammar, are too often forgotten a few
weeks after they are learned. You could discover this by vourself
if you were to ask a group of adults to name in order the Presi-
dents of the United States, to figure out the square root of 2 num-
ber, or to definc the parts of speech. All these facts were things
once learned by most adults as they went through the schools.

We now know that the way a fact is learned has much to do
with how long it will be remembered. For example, most psy-
chologists agree that we are most likely to remember things which
stand out in clear focus without being mixed up too soon with a
lot of other very similar facts. The original students in a class
easily learn and remember the name of the new one hecause,
being strange, he stands out clearly. On the other hand, to the
new student, all the old ones sort of run in together, and it takes
some time before each stands out clearly enough to he remem-
bered. If he can meet them one at a time and have an opportunity
to concentrate on the name of each hefore encountering the
others, they are more easily remembered.

But while we must concentrate directly on the fact if we hope
to remember it, we must also connect it in our minds with as much
other knowledge as possible. The more a new idea is thonght
about in connection with other ideas, the more likely we are to
remember it: and we are most likelv to remember and he able to
use knowledge in future situations which are most like those in
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which we learn it. In other words, two kinds of tags can be hung
on knowledge and used to pull it forth in the future when we need
it: (1) it can be tied to other knowledge which we commonly use,
and (2) it can be tied to the kind of situations in which we find
ourselves outside of school.

Effective learning and remembering, then, makes it necessary
that we approach new infermation from several angles and in
terms of several ditferent kinds of problems or areas of interest.
For example, the basic facts of atomic energy can be learned as
they relate to the general subjects of physics and chemistry. They
can also be learned as part of the study of the way our society is
organized to produce power, and of the question of governmental
activity in that production. Finally, these same facts can be
learned in relation to the history of World War II. The facts
are most likelv to be remembered and to be available for future
use if they are learned in comnection with all three of these situa-
tions. and as many more as can be discovered.

Unfortunately, much of our school learning is not too well tied
together. Many teachers long thought that the best way to insure
learning was to have the students drill on memorizing the facts to
he learned. Most students, if they thought at all, tried simply to
concentrate on the matter to be learned witheut thinking about
what it had to do with other things in their lives or even in the
schools. Even today because of the way they are taught, students
often fail to think about the connection between one subject and
the others. For example. when a Maplewood High School social
studies teacher asked about the meaning of the words “genus”
and “species,” none of the students was at first able to answer.
\When one of thent finally did, she added, “T knew that when you
ﬁ*st (l‘.]\(‘d but 1 thouUht that answer ])LIOH"S in biology instead

t histor

,\[ost psvehologists would agree that a certain amount of drill
and memorization is important to certain kinds of learning,. They
would also agree that it can be carried to the point where it
simphy dulls interest. fixes bad habits, and actually prevents fur-
ther learning. They would all say that mere thoughtless repeti-
tien. withont a deliberate atternpt to make every trial perform-
mee better than the one before, is a waste of time. Finally, they
would sav that a student learns easier and faster, that he remem-
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bers longer, and that he is better able to use his learning in differ-
ent situations, if he understands the principles by which the
answers are to be found than if he simply memorizes the answers.

To illustrate the last point, Dorothy Kelly could be taught the
multiplication table strictly by memory. By drill and repetition
she could surely learn the “twelves table” by heart. But there are
at least three things wrong with this type of learning if it is used
by itself. First, it is one of the slowest ways to learn. Second, items
so memorized are most easily forgotten. Third, the principles to
use in ﬁguring out problems not included in the tables are not
learned. Thus, when Dorothy faced such a problem as figuring out
the price of fifteen items costing thirteen cents a piece she would
have difficulty.

If the underlying principle is understood, then learning comes
faster, is better remembered, and is useful in a whole group of

At each stage of life there are certain things which must be learned at
that special time so we can continue to grow healthily.
A
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situations instead of just the kind in which it was learned. The
same thing can be illustrated in the incident we described before
concerning Mr. Henderson's college history class. Had he only
memorized a few facts about the Reconstruction period in the
South, they would have had little value. Even to have learned that
different writers report those particular events differently would
not have made teo much difference in his life. But if he not ounly
ame to understand the feelings and problems which developed in
that time, but also learned to believe strongly that no reports of
any important event can be taken as fact without careful check-
ing, then he gained some knowledge which he can apply more
generally.

Besides looking for the underlying principles which tie knowl-
edge together, educators have discovered one other thing that
helps to make school learning more easily remembered and us-
able. It is that school situations should be made as nearly like non-
schaol situations as possible. Particularly with certain skills, what
we learn at one time is most likely to be remembered and used
again when we find ourselves in a similar situation, The simplest
illnstration of this might be arithmetic. You can learn to add,
subtract, multiply, and divide without using any “story problems.”
But vour knowledge is most likely to be useful in buying and
selling if vou learn these skills partly in figuring out ways of
handling money. To be sure, school can never be exactly like the
life outside it: but, with some kinds of learning, the greater the
similarity, the better.

Trus we know five things which determine how
well a student learns. First, good teaching requires
the teacher to consider the whole student as he responds men-
tallv. emationally, and physically ta evervthing important in his
whole life, both in and out of school. Second, the best learning is
possible only when the student is mentally, physically, socially,
and emotionally mature enough for that particular experierice.
Third, ulmost everything depends on the student’s attitude toward
and interest in his work. Fourth, many of the most important
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things are learned indirectly while we are concentrating on some
task that seems important to us. In this indirect manner we de-
velop many attitudes toward school which make further learning
easy or difficult. Finally, what we learn is most likely to be re-
membered and used in non-school life if we concentrate on the
underlying principles, if we make certain problems as lifelike as
possible, if we focus for some time on the most important things to
learn, and if we constantly relate one thing learned to others.

Ouwr public schools try to keep these and many more ideas in
mind, although they are not always successful. Because we do not
know everything about how learning takes place, we continue to
study the problem. When new information is gained through
psychological and educational research, school practices change.
Many of these changes are based on scientific evidence as depend-
able as that which is used in the improvement of automobiles.
Other changes represent only the careful thought of trained edu-
cators who helieve that such changes will probably improve re-
sults. These judgments are debatable. Teachers and psychologists,
as well as parents and other school patrons, are constantly arguing
about them and checking them by continued experimentation.

In tryving to provide students with experiences which will insure
the greatest learning, the schools organize their activities in many
ways. We will examine some of these ways in the following
chapter.

Some Things to

Think About and Do

Rextiaper that the books listed on pages 217-219 may be of help to
You in carrving out these projects.

1. Consider vour own high school experience during the past vear,
Try to think of one example of cach of the following situations and the
principle of learning which each situation illustrates:
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(a) A situation in which something which happened to ycu outside of
school got in the way of vour school learning.

{b) A situation in which somethm« which h.xppcned to you outside of
school helped your school lmmmg.

{¢) A situation in which something which you tried and failed to do
two vears ago has been easy to do this vear.

{d) A situation in which some things werce especially easy for yon to
learn because vou considered them buportant.

(e) A situation in which some things were especially difficult for you
to learn beeause you coustdered them unimportant.

{(£) Asituation in swhich vou learved something incidentally when you

were really trying to accomplish something else.

A situation in which some things you had learned a vear or two

ago in one subject all at once helped you to understand another

subject better,

—~
a9

2. With the help of vour teacher, arrange a visit to an clementary
school. Be sure to observe a class in session for at least one hour. Based
on vour ohservations as well as on any conversations you may have
with the teachers and children there, show how the teacher took ac-
count of the five principles of learning discussed in Chapter Eight.

3. You read in the book that “the average person learns nothing unless
hie is faced with a problem difficult enough to demand new learning.”
What are the dangers to our country if we set our educational stand-
ards too low?



CHAPTER NINE

How Is the School

Instructional Program Organized?

ArtHoucy it may not always be obvious, the instructional pro-
gram of the school is related to the educational goals and the
principles of learning which we have been considering. Don't
make the mistake of thinking, however, that evervthing done in
the schools is based on careful thought and reasons which every-
one accepts. Many present school practices are simply hased on
hahit, which controls social institutions as much as it does indi-
vidual people. Other school practices are based on theories which
some of us accept but with which others disagree. Custom and
compromise enter inta school activity just as they do in every
other human activity,

Actually the present progsam in schools was built in much the
same manner as were some of the old houses on Maple Avenue.
One of these houses was first designed many years ago as a modest
four-room home, just large enough for a struggling voung lawyes
and his bride. As they prospered and their family grew, new
rooms were added, one at a time. The first bedrooms were made
into a larger living room, and the original kitchen became in time
a study.

Eventually the original owner moved, and new tenants, with
new purposes, came in to take over the remodeling process. When
private wells were replaced by a city water supply svstem, further
improvements were possible. The studv, which was once a
kitchen, became 2 modern bathroom. This piccemeal process has

153
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been under way for fiftyv vears now, and the first tenants would
hardly recognize the old place. Each individual change has been
made for what seemed to be good reasons to the people making
it. but there has been much compromise among those involved,
Each time this old house has been remodeled the tenants have
taken a new look at their way of living and have tried to fit the
house. with its old foundations and walls, as well as they could to
the new kind of life.

The school program at Maplewood has grown the same way.
The older methods of schooling provide the foundation and create
some of the most important divisions among the various kinds of
educational activity. Some of these ways, which have stood the
test of time, give much strength to the school program. Other
old ways, which hang on even though we know now they
are ineffective, simply make needed change difficult to bring
about.

Evers so often the teachers of Maplewood, in respouse to
changing times and the wishes of the community they serve, re-
consider the school program and try to make it fit the new condi-
tions of American life. They are at present involved in such a new
look. which is often called a “curriculum study.” In Maplewood,
as in other communities which take pride in their schools, a group
of parents and other interested citizens is joining the professional
educators in this study. When thev finish their evaluation, the
school program will look very different in some wavs, as does the
Maple Avenue home since its last remodeling. Yet, a closer look
will make it clear that much of the old remains.

As they counsider possible changes, the parents and teachers
who are making the curriculum study will keep in mind the ideas
we have discussed in carlier chapters: (1) the kinds of students
that are in the school, and the way these students differ in prob-
lems, abilities, and hopes from vear to vear; {2) the kinds of
groups which are interested in the schools and the things they
properly expect from the schools: (3) the tradition of the public
school: (4) the different kinds of things to he learned; and (5)
wae conditions under which various kinds of Jearning best take
pluce.

Let us look at the school program of several of our Maplewood
students to see how that programn is related to these five factors.
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Many activities go on at the same time in the modern schoolroom. In

this way, teachers can take account of the different interests, abilities,
and educational needs of the children in their classes.

]immy Levine in

the Kindergarten

Jimmy is in school only three hours a day. He is not physically
ready for longer hours, nor is he emotionally prepared to be away
from his home for a longer period. Much of his school time is
spent just learning to feel comfortable and work easily with other
students. This helps him gain greater emotional independence
from his parents. It also starts him on the way toward trusting and
respecting his neighbors. One important activity in which he
participates is the “share and tell” period in which he tells his
classmates about something exciting that happened to him or
shows them something in which he is especially interested.

In Jimmy's case it is clear that the principle of readiness is being
considered, and that he is being helped to learn new kinds of
emotional attitudes toward himself, his parents, and his class-




156 WHAT OUR PUBLIC SCHOOLS ARE TRYING TO DO

mates. We also sec attention being given to the traditional ideal
of a common school in which all our people learn to like and
respect each other.

Morcover, several other kinds of learning are being sought.
Jimmy is learing some skills which will help in further learning
as well as some which will be directly satisfying to him. The
teacher is helping him develop the ability to pick out items in a
picture and to love books. Both of these will help him learn to
read. The teacher is also giving Jimmy an opportunity to develop
artistic skills by letting him paint and mold, and sing and dance.
Finallv, bv her choice of stories, songs, pictures and excursions,
the teacher is introducing Jimmy to new facts about the world
which he lives.

For children of Jimmy’s age the world js very confusing and a
bit frightening. They cannot be comfortable unless the home and
the school are very much alike. Because of this the school has
carefully provided a homelike atmosphere. Light lunches are
served, naps are arranged, the teacher is very friendly, and there
is much time for play.

Yet the school is already beginning to emphasize two kinds of
responsibilities for which the home is not so well suited. One is to
prepare Jimmy for learning such skills as reading. The other is to
provide a social group representing larger numbers of people of
his own age but of different backgrounds.

In Jimmy’s class special care is taken to give the children indi-
vidual help and support. Every individual in his class is very
different from every other one, but all are alike in being high lv
dependent on adult help. They are not prepared for very much
group instruction. Yet at this age the goals of education are much
the same for everv child since theae children have not begun to
dev clop specm]mcd vocational interests of any ]clbtlllsD nature.

Dorothy Kelly in
the Intermediate Grades
Differences in interests as well as in abilities have become

greater among the children in Dorothy Kelly’s class. The teacher
umshmti\ uses these different spcclal interests to lead the stu-
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dents into activities through which each more easily learns. Yet,
though each individual carries on different activities, all the chil-
dren of Dorothy’s group continue to have the same general pro-
gram. There is still no basic difference hetween the instruction
given those preparing to be scientists, those planming on being
farmers, and those with no particular vocational plans.

A day in this classroom would make clear the different kinds of
learning which are being sought. In discussing class projects,
Dorothy’s teacher tries to build attitudes of respect for individuals
and freedom of expression, and of loyalty to the group i its
endeavors. In the social studies and science projects the children
are gathering factual knowledge and learning ways of gathering
and organizing knowledge. By writing letters and working out
arithmetic problems they are learning definite skills. And as the
children work actively together, each child learns to live more
effectively with his own emotions and with other people by
mastering strong feclings of jealousy, anger, and jov.

We have already discussed a number of principles of learning
used by Derothy’s teacher. When the teacher encouraged the
children in their desire to operate a classroom store she used
interest to stimulate learning and to reward the students for
their efforts. When the children, who were simply trying to set a
fair price for their goods, incidentally learned to figure out per-
centage problems, the teacher was deliberately using indircct
learning.

Finally, we noticed how Dorothy’s hearing difficulty affected
her whole life. It was involved in her class work, her personality,
and the attitude of her friends. We saw that the Maplewood
schools recognized the importance of understanding the whole
child in order to insure the greatest possible desirable learning.

Because of the way Dorothy's whole life allects her learning,
the school took action when difficulties arose. So that they would
know what kind of action was needed, the school hoard had
employed nurses and guidance workers. When it was discovered
that the problem was a medical one, however, the school did not
attempt to take over a job which properly belongs to the parents
and the medical profession. The school cooperated with the health
officials. It did so, not because its social responsibility is to provide
medical service, but hecause Dorothy's health problem was pre-



158 WHAT OUR PUBLIC SCHOOLS ARE TRYING TO DO

venting the school from succeeding at its major job of teaching.

Thus the school provides a broad range of activities for Dorothy
and her classmates. These activities run from periodic medical
examinations to formal instruction in arithmetic. The activities of
each student vary as broadly as do the interests and abilities of
the students, but all activities are organized in terms of common
educational goals. The goals and activities are selected on the
basis of our understanding of the way learning takes place and
of the things which Dorothy must know as a person and as a good
citizen.

Joe Randolph in the

Tunior High School

In many ways Joe Randolph and his classmates are at a fork in
the road of life. In theiy earlier school years, differences among
them were accepted as temporary and unimportant. Now these
differences are hecoming more noticeable, more lasting, and more
significant. In the vears ahead the lives of these students will in-
creasingly tend to separate, and the students will form themselves
into groups which have less and less in common with each other.

In the first place, differences in natural ability to learmn and to
think have begun to add up. The students who learn easily con-
tinue to have a natural advantage. Besides this, they now have
the added advantage of possessing more knowledge which aids
further learning. Not only do some students naturally read better,
but these same students have read more than the others so that
thev now have a broader vocabulary. This helps them extend their
lead over their less gifted classmates. The same kind of thing is
true of every natural ability whether it be musical aptitude, speed
and musenlar coordination, or the ability to handle numbers. The
range of talents passessed by the students in Joe’s class gets
wider and wider as the years of additional schooling are added.

Differences in interests among Joe’s classmates have also he-
come more sharply marked and more enduring. In the carly
school vears no one remained deeply intevested in any one thing
tor a long period. By now, however, Joe and each of his classmates
have very strong individual preferences for certain kinds of school
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activities, recreational activities, people, adult oceupations, and
conversation topics. Already, some are beginning to think seri-
ously of college, others of getting some kind of a job as soon as
they finish school.

Finally, differences in home background, educational oppor-
tunities, and home neighborhoods are beginning to seem more
important. Each crowd is beginning to develop its own particular
attitude toward school, toward society, and toward other crowds
or groups.

If Maplewood were in any of many European countries, the
students would now, if indeed not much earlier, be divided among
different school systems. These divisions would be based on the
social class to which each belongs, or on the occupation in which
each is likely to find himself. Each student, or his parents or gov-
ernment, would already have chosen a technical school to prepare
him for a laboring class vocation, or a college preparatory school
to equip him for university life and for service in the professions
or in positions of economic or political leadership.

It may be that students learn more in some ways if they are
sent to special schools in which all the students have about the
same amount of ability, share the same kinds of backgmmlds‘ and
are preparing for the same kinds of occupations. With such an
arrangement, classes of students who learn rapidly could cover
much more material, while the slower students could move at a
more leisurely pace. The students who learn easily by reading
could be put on a program depending on books, while those who
must have a great deal of activity could be given an activity kind
of a program.

We call the Exnvopean kind of school system, in which students
are divided at a rather early age into one group which will go into
manual labor and a second group which will go into professional
and managerial positions, a “two-track” system, Such a svstem
may, as we have said, make it possible for students to fearn more
readily some of the things they need for their own occupations.
Yet, from the beginning of our common school movement,
America has rejected the idea of such a two-track svstem,

Americans have preferred a “single ladder” system, as we saw
in Part Two. The main reason for this preference is that they con-
sider it most important to do everything possible to merease the
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sense of common respect, understanding, and loyalty among the
many groups which make up our society. A second reason is that
they believe the opportunity to change one’s place in life and to
better one’s conditions must be kept open as long as possible. Joe
Randolph provides a good example of the second reason in action.

As we noticed, Joe did not have good educational opportunities
before coming to Maplewood. Under a two-track system, Joe would
now be in a school program which would have made it impos-
sible for him to choose his own vocation. He would already be
too old to change into a different program.

In the Maplewood school system, Joe may, if he has the desire
and talents, overcome the handicap of a poor start in school and
prepare himself for whatever profession he chooses. Moreover,
the kind of course he is taking makes it possible to change his
vocational goals very late in school. He is, as you recall, now
working very hard to make himself a good student in all his
classes, because he hopes to go on to college.

The classroom is a place where children learn not only how to use
equipment, but also how to work with others.

University of Pittsburgh (Pa.) Photographic Library
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Maplewood wants its students to have a sense of mutual respect
for each individual and an opportunity to go as far us they can in
their chosen interests. To achieve these goals Maplewood puts
all of its junior high schoof students into a common program, even
though their interests and abilities vary tremendously. Having
done so, Maplewood must find ways to vary the program in terms
of these differences. There are several wavs in which this is at-
tempted in Joe's class. '

In the first place, some choice of subjects is allowed the stu-
dents in this group. This choice doesn’t apply to every subject,
but the individual can if hie wishes elect certain kinds of shop
instruction, out-of-class activities, homemaking, or music and art
instraction, for example.

In the second place, the teachers of cach subject provide for a
wide range of activities so that each student can do thase things
which are most intevesting, most challenging, and most instrue-
tive to him. There is some very easy reading material, some rather
hard. There are individual projects which can be varied from
student to student. Films, radio broadcasts. bulletin board dis-
plays, excursions of various kinds, charts and graphs, and many
other sorts of teaching devices are used to make certain that cach
student learns the important ideas. Finally, whenever possible,
the teacher uses the student’s own interest as the starting point
in each unit of instruction. Although all the students are eventu-
ally to learn many of the same things, each student approaches
this learning from his own individual divection.

Joe and his classmates each have certain individual talents
which cannot be fully developed in the regular school classes. Yet
these very talents are often those which give the individual a
position of respect among his classmates and enable him to muke
an important contribution to owr social life. Some of them can
only be developed properly when the student has time and op-
portunity to work long hours at a particular kind of activity.

For example, one of Joe's classmates may have an unusual in-
born talent for music. Such a student can, to be sure, take the gen-

eral courses m music and participate in hund, glee club, and other
group activitics. However, the student with reallv great talent
quickly outruns the group and reaches the point where he must
concentrate on individual practice and public performance.
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Another student may have a special interest and unusual ability
in public speech and debate. While he can participate in some
debates and give some speeches in the regular classes, such op-
portunities are too limited to develop his talents to the fullest.
Others may find the regular class work inadequate to develop
natural abilities in writing, in athletics, or in creative dancing.

To permit a fuller development of these special talents, most
schools start in the junior high school vears to emphasize what is
sometimes called an “extra-curricular” activities program. ( Many
educators object to the name extra-curricular because it suggests
that these activities are outside of and not an important part of
the regular work of the school. They prefer the name out-of-class
activities.) In the vears ahead these activities will play an in-
creasingly important part in all the interests of Joe and his
classsmates. Many of the aduits in Maplewood would insist that
their partic»jpation in athletics, student governmment, music festi-
vals and concerts, dramatic presentations, school journalism, or
debate was the most rewarding part of their whole school experi-
ence. These activities which are carried on outside of the formal
classes provide an opportunity for a student to develop more fully
his nnusual natural talents. They also encourage a non-participat-
ing student to develop a more varied interest in the kinds of
things which make up most of our recreational activities, and they
help lim to appreciate better performances in the fine arts.

\Moreover, certain of the skills and attitudes needed in working
elfectively with people are mast readily learned through such
activities. Certain elements of cooperation, for example, are
Jewrned in athletic team play and, if the school and community
really wish to do so, the inter-school athletic games can be a most
effective wav of teaching good sportsmanship. It should be noted,
however, that in some communities where the emphasis is placed
on winniug at any cost, athletes really learn to cheat and to take
nnfair advantage of otheys.

Other socially irnportant skills and attitudes are learned through
the opportunities for leadership which the out-of-class activities
provide, and through development of talents for thinking and
speaking, and other talents which these activities demand. We
will exaaninie one of these activities more closely in the next sec-
tion to illustrate this point.
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Bob Hapkins in American History,

Problems of Democracy, and Student Council

The faculty of Maplewood High School would insist that every
part of its program has to do with the making of good citizens.
The athletic eoach wonld point out that the spirit of good sports-
manship and teamwork are essential to good social living, Of
course, this is true. Tt is also true, as the music teacher insists, that
a nation which neglects music and the other finer arts may
become crude and insensitive to those human values on which
democracy rests. The same sort of argument can be made for
every part of the school program. All of the teachers ure deeply
concerned with developing the kinds of attitudes on which our
governmental system depends.

However, in the past two years, Bob Hopkins has had three
activities which focus rather directly on training for citizenship as
one of the basic objectives. It is interesting to notice how differ-
ently these activities, each of which hopes to teach good citizen-
ship, are organized. These differences illustrate the importance of
approaching the same educational objective from more than one
divection. The three activities are the student council activities,
the course in American history, and the Problems of Democracy
class. While all have something in common, cach depends on one
or more of the principles of learning which we have discuassed.

Let us look at the course in American history, for example. This
is a course organized around a particular kind of datu concerning
the past. The data are arranged chronologically (in time-order)
so that the direction of trends can be determined. When we look
at the record of human experience so arranged, it is possible to
discover certain general principles which guide our thought and
future action.

Certain underlying principles can only be seen when we organ-
ize similar kinds of data in some consistent manner. You will
remember our pointing out in the discussion on learning that
when we reduce facts to a set of underlving principles we remen-
ber the things we have learned longer and are able to apply them
in a greater variety of non-school experiences.
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Moreover, the method of the historian is one of the thought-
tools, of which we spoke earlier. It becomes useful and sometimes
necessary to us when we try to answer certain kinds of problems
about what is wrong in the present and about what direction we
should trv to take in the future. The noted historian, Carl Becker,
whose textbooks you might have .used, once pointed out that
“Every man is his own historian.” By this he meant that each of us
is constantly searching his memory of past events to get some
light on the future. The professional historian has discovered that
the memory of the individual and the group is often very un-
reliable. If our judgments based on the past are to be adequate,
we have to leam to criticize and constantly recheck the accuracy
of every report we find. To gain these habits of careful historical
thought we need to have some kind of instruction in history.

Now history has alwavs been considered one of the best ways
of teaching citizenship. There once was a time, not so long ago,
when men lied about the past in order to make a good propaganda
storv. They wanted to convince our citizens that our country and
our leaders are and have always been perfect. By so doing they
thought all of us would come to love our country. Modern his-
torians teach love of country indirectly rather than directly. In-
stead of simply saving over and over how wonderful we are, they
trv to be as honest as possible in reporting the good as well as the
bad. These historians believe that the student who knows his
country’s history accurately will have a more lasting and depend-
able love, even if he is more critical, than one who has been mis-
led by lies. He will work harder to see that it more completely
lives up to its ideals.

There are some things which one must know to be a good citi-
zen which can only come from instruction in history as such.
One cannot learn from past experiences withont studying the
past: the record of the things we have tried to do, and of the re-
sults of those trials. Yet, by itself, history will not make good citi-
zens, nor will a whole series of formal courses organized as history
conrses are organized, Because this is true, Maplewood provides
other kinds of citizenship education to Bob and his classmates.
One of these other kinds is the Problems of Democracy course.

Our big national problems can only he understood by gather-
ing facts about many things. We need information about eco-
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nomic conditions, about the attitudes of our people and those of
other nations, about our governmental system, about our history,
about our geography, and about our way of thinking, to mention
a few. In fact, all of the problems of life involve many different
kinds of information.

In our chapter on learning, we discovered that one of the things
which makes school learning useful in non-school life is to learn it
in lifelike situations. Unless we practice gathering and using
knowledge in terms of the kinds of problems we face out of school,
our school learning may not be very effective. The school must,
then, provide some opportunities to study problems in the form in
which they appear in the non-school world. This is exactly the job
of the Problems of Democracy course. If the graduate of our
schools is to think and act effectively in terms of problems such as
these, he must be taught to do so.

Notice that the Problems of Democracy course does certain
kinds of things which the history course cannot do, but that it also
lacks some of the advantages of the history course. If we are to
develop an ability to think historically, if we are to learn certain
principles which can only be seen when historical data are gath-
ered together and arranged chronologically, and if we are to have
practice in solving problems as they appear in life, then history
classes and Problems of Democracy classes cach have something

A good school gives students the chance to learn vocational skills,
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different to offer. To train for good citizenship we need some of
the learning which comes from each type of course.

However. if vou asked Bob Hopkins where he learned the
things which he believes will be most useful in making him a good
citizen, he might answer that his experience in student council has
heen most valuable. To be sure, there were “activities” in the his-
tory class, and the Problems of Democracy class carried on a num-
ber of very worth-while community projects such as getting out
the vote, working for the establishment of a Youth Center, and
cooperating in a city-wide safety drive. Nevertheless, Bob would
point out that the only place where he really had an opportunity
to decide what should be done, and to exert effective leadership
on problems which he considered important, was in the student
council.

Bob's reaction should not surprise us, We know that one learns
most rapidlv when he works on his own problems and those of his
classmates. We know that the greater the personal responsi-
bility one assures, the more he learns. It is really only in the af-
fairs of the student council that final authority is placed in the
hands of the students. This is their business, and they give it most
serious consideration.

Actually, the student council experience in no way takes the
place of the Problems of Democracy class or the class in American
history. One could be on student council for a lifetime and never
learn some of the most important things about the problems of
American social and political life. Nevertheless, the student coun-
cil activity does provide a critically important addition to the
other courses. Citizenship requires certain definite skills in politi-
cal leadership, and these skills are not learned by reading. Simi-
larly, attitudes have to be tested in action before they have real
meaning. To read, for example, about the struggle to secure free-
dom of thought in America doesn’t alone lead one to really feel its
importance. Besides knowing about the struggle, it helps to have
faced a situation in which you have tried to defend a minority
point of view against an intolerant majority.

Now, let us look at the principle behind this discussion. Ameri-
can history, Problems of Democracy, and student council are only
examples of how the school used several resources in order to
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achieve a particular goal; in this case, to prepare good citizens.
To achieve this objective it provided three different sets of activi-
ties. These activities not only involved different sets of subject
matter; they were organized in essentially different ways. No one
of these ways of organizing the student’s activities took advantage
of all of our principles of learning, yet each was based on one or
more of those principles. A well-rounded program in citizenship
education required the use of several different approaches.

The same sort of a story could be told about any other major
goal of the school. To achieve any of them we need to organize
our activities in many different ways. Sometimes two different
kinds of classes are required to fit two different kinds of students.
At other times several different kinds of classes are needed to
round out the education of any one student.

Jimmy Levine and

Mary Smith

Jimmy Levine and Mary Smith stand at opposite ends of the
Maplewood public school system, so far as its students on full
schedule are concerned. Their present courses of study indicate
the way the school program has gradually changed along with
their readiness for certain kinds of activity, their own personal
needs and interests, and the things which Maplewood and the
larger American community expect of them.

We saw, for example, that because Jimmy is only beginning to
become emotionally independent from his home, the teacher gives
a major share of her attention to his emotional problems and to
his physical health. With Mary, on the other hand, there is no sin-
gle teacher who watches her throughout the day. By and large it
is assumed that Mary is now mature enough to solve most of her
own emotional problems and to take care of her own health. To be
sure, Maplewood provides guidance counsellors to help when help
is needed, but these counsellors do not hover over her throughout
the school day. They expect her to come to them when she needs
to do so. Her regular classroom teachers are primarily concerned
with instruction in their particular suhjects.
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Moreover, because Jimmy is not yet ready to handle involved
abstract ideas, or to carry on independent reading and study, the
teacher keeps him busy at play and working with things. The
mental tasks she gives him are very simple and are preparation for
advanced activities. Because he is not interested in any one thing
for any length of time, the teacher moves very quickly from one
activity to another. His curiosity is very strong, but it flits from
one thing to another. Nothing bores him more than a long discus-
sion about a single idea, especially if the idea is complicated.

Mary, however, has developed lasting interests in certain kinds
of activities. She can work by herself, for a long period of time,
and she is interested in ideas as well as in things. The school,
therefore, has established longer periods of time for each class,
and has organized many of the classes around certain kinds of
ideas or in terms of certain groups of data—scientific findings,
literature, or history.

Much of Mary’s activity is directed toward discovering general
principles which apply to many different situations. While Jimmy
moves from experience to experience almost entircly in terms of
his fleeting interests, Mary moves from one item to another which
is lngically related to the first. To illustrate, Jimumy might at one
moment be looking at a fish and at the next moment be exploring
a fire engine. Mary, on the other hand, after studying the fish
might turn to a consideration of how its skeleton differs from that
of a frog.

Because Jimmy is not ready to divect his own activities too well,
the teacher works far more closely with him than do Mary’s teach-
ers with her. The high school teachers not only expect the stu-
dents to plan and carry out elaborate projects on their own, but
thev also give the students much choice in deciding what courses
thev will take.

The activities of Jimmy and his classmates are not at all spe-
cialized. To be sure, each child does very different things because
he has very different interests, but neither the children nor the
teacher are yet concerned with preparing each child for a differ-
ent vocation in life. There is really only one course of study for all
kindergarteners. We have already seen, however, that among our
high school students, cach student is taking a different set of
classes depending on his interests, on whether or not he intends
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to go on to college, and on what major occupational field he hopes
to enter.

Thus, as the students go through the Maplewood school system,
the program changes gradually as their abilities, their interests,
and the things society expects of them change. We are brought
back to the central fact we discovered in Chapter One. Because
the public school is concerned with many kinds of people, with
different abilities and interests, an extremely flexible program of
studies must be provided. No single kind of education is adequate
for everyone.

I~ the earlier chapters we have seen that those re-
sponsible for education in a community must keep
many factors in mind. These factors include: (1) the kinds of peo-
ple who are in the school, (2) the kinds of people who have an
interest in the results of schooling, (3) the historical tradition in
which America and American education operate, (4) some prin-
ciples for deciding among conflicting educational objectives, and
(5) the knowledge we have about how learning takes place. The
school takes these factors seriously by providing different kinds of
classes and by using different ways of teaching for each individual
student as he moves through the school svstem.

Much present controversy about the school program grows out
of a failure to consider all of these factors. When people look at
only one of them, it is easy to feel that a certain school practice is
undesirable. If all of these factors were taken into account. much
of the current criticism would vanish.

On the other hand, the school is not infallible. At times the
teachers and the community leaders themselves ignore some very
important considerations. If they tock all of these factors seri-
ously, it would be necessary to change many of the present prac-
tices. The present cwrriculum study, in Maplewood and in other
places, is an attempt to review the school program in the light of
the kinds of things we have discussed. You can better understand
these things if vou identify vourself with the students we have
used for illustration.




Some Things to

Think About and Do

Rextenen that the books listed on pages 217-219 may he of help to
vou in carrying out these projects.

1. Compare vour present schedule of school activities with those of
several of vour friends, In what respects are they all alike? How are
thev different? What differences in your interests, abilities, or voca-
tional plans help to explain these differences in your programs?

2. What principles of learning are demonstrated in Bob Hopking'
courses in American history and Problems of Democracy, and in his
activities in the student council?

3. Consider the subject matter with which your various classes and
other school activities are concerned. Do you see anv differences in
the way the subject matter is organized or in the way the classes are
tanght® What principles of learning are best illustrated by certain of
vour classes?

4. What hasic skills. which vou think vou need in order to live effec-
tively in American society, are best being taught in vour school?
Which, if any. do vou believe are being ignored or could be better
handled?

5. If vou have not atready visited one of the primary grade classrooms
in vour school district. arrange with the help of your teachers to do so.
On the basis of vour observations, determine wherein the attitudes and
hehavior of the teachers toward the students are different than they are
in vour school. In what respects are they alike?

6. Make « study of what your school is doing about revising the cur-
vicihan Cthe program of classes and activities ). Which of the factors
suggested at the end of this chapter do you think are being taken into
acconnt? Which. if any, are seemingly being ignored?




CHAPTER TEN

How Do We Organize, Supervise,

and Pay for Our Public Schools

Many groups of people have an interest in our schools. These
groups include students, professional educators, parents, and or-
ganized bodies of citizens such as the American Legion, the Labor
Council, and the Chamber of Commerce. Each of these groups
has its own ideas of what the schools should try to do, and each is
anxious to make its influence felt. There need to be definite ways
of deciding among these competing views.

Maplewood, as we saw in Chapter Three, is in the process of
making up its mind about education. We looked in on a school
board meeting, a session of the state legislature, a parent group
meeting, a private conversation between two veterans in the
American Legion Hall, and several other discussions. The picture
of all these groups trying to exert an influence on the school is
confusing. No effective activity could be carried on in such a situa-
tion unless ways of making the fina) decisions were agreed upon
in advance. There must he certain people who have the legal
power and responsibility for these decisions.

Schools are organized for decision-making puwrposes. Who are
the people who share the decision-making power? What part is
played by those who pay for the schools, and by others affected
by the schools? There are four aspects of this problem: (1) the
way unofficial groups make their influence felt; {2) the organiza-
tion of the schools on the local level: (3) the way the states use
their power; and (4) the influence of the federal government.

171
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Unofficial Controls on the Schools

Although the practical influence of certain organized citizen
groups on the schools is very great, they do not have any official
authority to decide school business. For example, the members of
the Legion cannot officially decide anything about what the Ma-
plewood schools will actually do. They can discuss what they
think ought to be done; they can make recommendations to the
official bodies; and they can campaign in the community against
officials with whom they are dissatisfied. In some cases, such
groups have been powerful enough to persuade the community
to elect or appoint new officials. Nevertheless, this influence and
power is unofficial, and the final decisions have to be made
through official groups according to law.

Many school systems believe that these organized groups rep-
resent individuals having a proper interest in school affairs. These
school systems make special arrangements for gathering and con-
sidering such opinions. In fact, such systems work very hard to en-
conrage the interest and active participation of every honest com-
munity group in deciding what ought to be done. Maplewood has
such a school svstem.

When the schools hecame badly overcrowded immediately
after World War I1, it was apparent that something ought to be
done. The school board called a series of public meetings to con-
sider the problem. A special invitation was sent to every large
community group in Maplewood so that they would he officially
represented by at least one person. Out of these meetings there
grew a Citizen's Advisory Gouncil. The council was asked to make
a special study of possible courses of action and to gather the
opinions of citizens on alternate proposals. Members of this coun-
cil met officially with the board of education as an advisory group.
The school board did not have to accept the council’s recommen-
lutions, but it did feel responsible for giving very careful atten-
ont to them. The new junior high school was an outgrowth of

these offorts.

The Maplesvood Citizen's Advisory Council was dishanded as
soon as the new junior high school program was well under way.
Since that time several new ald\’ism‘}’ groups have been m’g‘(mized



Scattle (Wash.) Public Schools

A member of a parent-teacher association seeks the support of a neigh-
bor for a bond issue to build a new school.

to give attention to particular problems as they arose. In some
communities, however, there is a permanent council which con-
tinues to study school problems and make recommendations to
the hoard. There are differences of opinion among educational
experts as to whether or not the permanent type of council is bet-
ter than the Maplewood system of setting up new councils for
each major problem.

The Maplewood system has the advantage of giving a larger
number of citizens a chance to participate in such activities. Be-
sides, it doesn’t demand so much of the council member’s time.
Then, too, in all school systems there are times when no big deci-
sion has to be made, and a permanent council often finds itself
with little to do and therefore loses interest in its work. On the
other hand, most educational problems in a community are re-
lated to each other, and the permanent councils have the advan-
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tage that their members come to understand these relationships
more fully.

Efforts to make it easier for organized groups to participate in
deciding educational questions ave also made on the state and na-
tional level. Some states, for example, have organized permanent
committees representing the teachers’ organizations, members of
school hoards throughout the state, parent-teacher groups, busi-
ness groups, farmer organizations, and labor unions. These ad-
visory groups make a continuous study of educational problems
on the state level and advise the state legislature and the state de-
partment of education.

On the national level there have been called, from time to time,
great national conferences to consider certain educational prob-
lems common to the entire nation. A whole series of “White House
Conferences” 6n the problems of children and youth, and on men-
tal and physical health, have been held in recent vears. In 1946
President Truman appointed a national commission to study the
future of higher education in America, and in 1955 President Ei-
senhower called a general conference on the problems of public
ecducation. Such conferences result only in recommendations to
the legal authorities. The conference members cannot force a
change in practice any more than can the Maplewood American
Legion. But in hoth cases the actual influence is great and is not
to be ignored.

These are formal arrangements for letting the influence of un-
official groups be felt. Far more important in the long run are the
less formal wavs. In Maplewood, the American Legion and other
aroups depend mostly on informal conversations with teachers
and other school officials. Occasionally, as we have seen, they may
propose an essay contest, or give a prize for certain activities.

On the state and national lev el. also, the informal influences are
most important. Most members of the ]cﬂ'ls]attlle bGIOHU to some
of these organized groups. They have come to think about educa-
tional pmb\(ms much as do other members of the group to which
they belong, They are often met in the legislative halls and com-
mittee rooms by paid lobbyists who are hired to represent the
point of view of some organization. Some of the organizations and
their Inbbyists are highly selfish in their point of view, and a few
are downright dishonest. The great majority, however, represent
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citizens who have a right to be heard, and often they provide the
legislature with vitally important information which would not
otherwise be available.

There are many kinds of groups which have unofficial influence
over Maplewood’s schools. Some groups like the local P.T.A. and
the National Education Association are concerned with almost
every educational problem. Other groups such as the American
Legion and the Labor Council become actively interested only in
the most important and general of school problems. The members
of the Farm Bureau and the Chamber of Commerce actually live
in Maplewood. Other people, like those in the colleges which train
teachers and the authors and publishers of textbooks, exert their
influence indirectly and from some distance.

It would be very hard to overestimate the influence of these un-
official groups. Yet, as has already been said, all this influence is
brought to bear through certain legally named officials.

The Local Organization of Schools

WHY DO WE BELIEVE IN LOCAL CONTROL oF scrooLs? There are a
number of very important reasons why Americans like to keep the
control of their schools very close to home. In the first place, they
think that any governmental agency which is too far away finds it
too easy to ignore the problems and desires of the local commu-
nity. Secondly, they are in the habit of thinking of schools as local
affairs. During the long period of our frontier experience, commu-
nities were isolated from each other and had to depend mostly on
local resources for educational as well as for social purposes. The
old frontier habit of having the teacher “hoard around™ in the
homes of the district left a permanent mark. Americans have come
to feel that local control of the schools is the “natural” and the
“right” way.

There is a third reason why Maplewooders, and other Ameri-
cans, like to have the control of schools left in local hands so far
as possible. In its concern with children and vouth, the school
touches a spot very near to the heart of the people. Most people
are reluctant to let strangers decide things which deeply affect
their own children.
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Moreover, educators have come to realize more fully how much
individual students differ and to recognize that the whole situa-
tion in which the student lives determines how much is learmned.
I intelligent use is to be made of this knowledge, there must be
ways for the home and the school to cooperate fully. Such co-
operation is only possible if the local school has the power to
modify its program to fit individual cases. The need for fexibility
in the school program is a fourth reason, then, why Americans
think it wise to keep control of the schools on the community
level.

HOW ARE LOCAL SCHOOL DISTRICTS FINANCED AND ORGANIZEDP? A
final reason for local control is closely related to these others. It is
that most of the money for operating schools comes from the local
community. Local controls are important if those who have the
responsibility for financing an activity are to have some power in
deciding how the money will be spent.

Practically all of the money which is used for schools is raised
by taxation. Some of it is provided through the federal govern-
ment. some through the state government, and some directly
through the local school district. Of the money used in Maple-
wood schools in 1930, about 2 per cent came from the federal gov-
ernment, around 40 per cent came from the state government, and
the rest came from the local school district.

While we are talking ahout how the school district gets its
money, we might notice some surprising differences from year to
vear and from state to state. Until 1930 the local communities or
counties provided at least 80 per cent of the money spent for pub-
tic schools in the United States. The rest of the money came from
the state and the federal government. By 1950, however, the
local school districts and counties were providing only 55 per cent
of the money, while the state had taken up the difference.

The situation varies a great deal from state to state. Maple-
wood is in an average statc in this respect. In one state—Nebraska
—however, the local school districts furnished around 90 per cent
of school funds in 1950. In another—Delaware—the local school
district and the county provided only 11 per cent of the total. The
tendency is for the state to carry an increasing share of the bur-
clen. The reasons for this trend will be seen in the section on state
controls.
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Of course, the money which came to the Maplewood schools
from the state government was collected by the state from its
citizens, including those in Maplewood. This being so, it has
seemed wise that a board representing taxpavers and other in-
terested citizens in the local community have the final power over
educational spending. The organization which has this power, and
which also has the final say on many other school questions, is the
Maplewood Board of Education,

The Maplewood Board of Education is composed of five citi-
zens, each of whom is elected by the voters of the school district
for a five-year texm. The terms are staggered so that no more
than two new members are elected in any one year. This guaran-
tees that the board will always have experienced members.

The number of school board members, their terms of office, and
the manner of their election vary from state to state and, some-
times, from community to community within the same state. In
the larger cities around Maplewood, the board is appointed by the
city government.

The local board of education operates what is called an admin-
istrative unit of education. An administrative umit has a single
board of education, a single overall budget, and a single chief ad-
ministrative official. The Maplewood school district is an admiun-
istrative unit, of which the Maplewcod Board of Education has
official control, and for which Dr. Benson is the chief administra-
tive official.

Within the Maplewood school district there are several afiend-
ance units which are simply individual school plants. Of course.
the attendance units usually have a principal in charge. Some-
times they have their own P.T.A. and advisory groups. Neverthe-
less, their funds are controlled by the district as a whole, and final
decisions about policies such as the teachers to be hired and the
instruction to be offered are made on the district level. My. Rog-
ers, the principal of the Maplewood High School attendance unit,
is under Dr. Benson who represents the administrative unit.

Sometimes an administrative unit consists of just one attend-
ance unit, sometimes of many. The Maplewood district has sev-
eral. However, some of the school districts in the rural arcas
around Maplewood, though they are administrative units, main-
tain a single attendance wmit which is an efementary school. Sev-
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School transportation enables individual schools to serve larger dis-
tricts and to provide richer programs.

eral of these rural administrative units send their high school stu-
dents to Maplewood. You may recall that Jean Swenson comes
from such a unit in Ryeville. For this privilege, the Ryeville dis-
trict pays a tuition charge to the Maplewood school district. In
recent years there have been repeated efforts to consolidate all of
the administrative units sending students to Maplewood High
School into a single system. These efforts for consolidation have
paralleled similar movements in many of the states.

Educational experts generally believe that an effective adminis-
trative unit should have enough students to permit the develop-
ment of a good elementary and high school svstem. It also needs
enongh financial resources and students so that it can afford to
hire at least part-time specialists in areas such as remedial read-
ing. art, guidance, and health.

The exact size of the ideal administrative unit depends on such
factors as how thickly the area is populated, what kind of road
conditions exist, how much taxable property there is, the policy
of the state in financing schools, and a number of other factors.
An administrative unit that cannot afford to provide a rich pro-
aram of instruction and to have access to special services is too
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small. Yet it is also possible for an administrative unit to be so
large geographically that it does not provide effective service to
the community, or to have so many people living in its borders
that it becomes difficult for those interested to make their in-
fluence felt. The ideal lies between these extremes, but it cannot
be described in exact numbers without looking at specific cases.

When communities such as Jean Swenson’s village of Rveville
face the question of whether or not to consolidate with a larger
system, a number of very important problems are involved. Jean’s
father, for example, opposed consolidation because he thought
the rural voters would be swallowed up by the numerically larger
group in Maplewood. If that happened, he belicved they would
lose effective control over their own elementary school. He also
felt that the Ryeville School provided an important community
center and gave the people of the village something in common
with each other. He argued that if its schools were consolidated
with the Maplewood system the village of Ryeville might de-
generate until it became nothing hut a crossroads marked hy a
pair of service stations. He was probably correct in both argu-
ments.

Yet Jean's uncle favored consolidation. So far as control was
concerned, he admitted that consolidation would give the Rye-
ville parents less influence over their elementary school. But he
pointed out that since they have no high school of their own they
now have absolutelv no control over the high school program. If
thev joined the Maplewood school district they wonld have some-
thing to sav. He also called attention to the guidance services, the
art and musie specialists, and the remedial reading program which
the Maplewood svstem can alford, but which are not available to
Ryeville elementary school students. His veasons were also sound
anes.

In some states the problem of providing special services for
smaller administrative units, and of acting as a middieman he-
tween the state and the local community, is the comcern of certain
intermediate units of school administration. In the state in which
Maplewood is located, the county acts as an intermediate unit.
This unit maintains a county school board and a county superin-
tendent of schools. These county officials act as state agents in col-
lecting information ahout the schools, in dividing and distributing
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state moneys to the schools in the county, and in checking on the
certification of teachers. The county also provides the smaller ad-
ministrative units with certain special services such as a public
health nurse, a traveling library, a film library, and an attendance
officer.

The nature of these intermediate units varies from state to state.
They may be counties, towns, townships, or an area larger than
the county. In certain states the intermediate units are very im-
portant, in others there are no such units. Sometimes the officials
of the intermediate unit are elected, and in others they are ap-
pointed.

At the present time there seems to be a growing feeling that the
intermediate unit can £l a most important need in providing spe-
cial services on a voluntary basis to the administrative units which
request such services. The state of New York, for example, has
passed laws which make it possible for intermediate units to pro-
vide almost unlimited types of special help Some such units hire a
regular staff of music teachers, physical education teachers, school
psychologists, art consultants, guidance counsellors, remedial
reading experts, and others. These teachers and specialists are then
loaned out on a contract basis for part-time service in the smaller
administrative units.

WHAT POWERS DO LOCAL SCHOOL BOARDS HAVE? Before we leave
the local administrative unit, however, there are two more things
that need to be discussed. One of these is to look carefully at the
question of what kinds of decisions the local unit can make. The
second is to review the division of responsibility between the citi-
zen board of education and the professional educators.

According to the American constitutional system, all the pow-
ers of government are divided between the federal government
and the state governments. Whatever legal powers are exercised
by units smaller than the states are delegated by the state. That is,
the state has said that the county, the city, and the school district
may act for it in certain respects. The city pelice force, for ex-
ample, has authority to make arrests only because the state has
said it may do so. Tf the state Jegislature wanted to do so, it could
change the powers granted to the city. However, in most cases the
urant of power is included in a charter for the city and cannot he
changed casily.
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So it is in respect to education. When the Maplewood Board of
Education makes any decision it does so because the state govern-
ment has given it that right. States can and do add to or subtract
from the powers given the local board of education. Nevertheless,
for reasons already mentioned, most states have granted a great
deal of power to the local community. The general practice is for
the state to set up some limits and then permit the local board to
do as it wishes within the limits.

Thus, for example, the state has told Maplewood that it must
tax all property within the school district for at least nine wills
{nine-tenths of I per cent of the estimated value of property).
This would mean a tax of $108 on a house assessed (officially esti-
mated ) at $12,000. It has also said that the school district may not
tax for more than thirty-five mills, a $420 tax on the same house.
Within these limits the school board, with the approval of the
voters at the annual budget hearing, may decide how much
money they wish to spend for schools. Thev then instruct the tax
collector to collect the money for them. In Maplewood, and in
every other state, nearly all of the school money raised {n the local
community comes from a property tax.

The state has also set up certain requirements for teachers. No
person may teach in the Maplewood schools unless he has been
certified by the State Department of Education. However, among
certified teachers the local board has the power to hire any teacher
it wishes. In Maplewood, the school board can also fire teachers
for any reason.

However, several other states have decided that people who
live in constant fear of losing their jobs for no good reason can
seldom be effective teachers. These states have passed tenure
laws, which differ in detail from state to state. The essential idea
of such laws is that a teacher who has served a reasonable trial
period cannot be fired except for very good reasons. Moreover,
before he can be fired he must be given a chance publicly to hear
the charges against him and to defend himself. In states where no
such laws exist, many teachers and school boards have worked
out agreements in which the board is moraily bound to give fair
treatment to teachers.

To understand further the powers of the local schoel board,
we might Yook at what is taught in the schools. The state directs
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that certain subjects must be taught, and it makes the teaching
of some other things illegal. Within these lmits the local schoof
district has a great deal of freedom to change the program as it
sees fit. In some of the states this freedom includes the right to
choose texthooks, although a number of states designate the books
to be used in certain subjects. Still another power granted the
local district is to determine the location and design of school
buildings and to arrange attendance units within the districts.

It is important to realize, too, that the state makes some mini-
mum requirements to insute the safety of the students. State laws
also define some rules about student attendance and discipline,
but. as in the other cases, much freedom remains with the school
district.

So far, however, we have spoken of the local district as if it were
a single person. Actually it is more complicated. It consists of
(1} a citizen body which elects the board and approves major de-
cisions concerning such matters as the budget and building pro-
grams. (21 the hoard of education, and (3) the professional
teachers and administrators. In theory the citizens’ groups (school
board and voters) make the major decisions about what the ob-
jectives of the school will be. The professional experts are sup-
posed to know how Dest to achieve these goals.

In practice, however, it cannot work so simply. To begin with,
one cannot decide what the school ought to try to accomplish
without having some idea of what it can do. Moreover, the task of
deciding which of several social agencies should do a particular
job requires a thorough understanding of our way of life and of
the position of the school in that way of life. In other words, the
task of gathering evidence to use in deciding what the schools
cught to do demands professional expertness and leadership. The
citizen bodies expect their trained educators to provide such lead-
ership and knowledge.

On the other hand, the trained educators cannot alone decide
the how questions. Sometimes there are several ways of doing a
particular job. Each of these wayvs has certain advantages and dis-
advantuges, and the citizens must judge among them. More-
over. the average community, such as Maplewood, contains many
well-educated citizens whose opinions on the problems of educa-
tion are invaluable. The psvchologist can often help the teacher
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in finding ways to help a particular student, the lawyer can often
help the superintendent in deciding how to handle certain legal
problems, and the architect can often give invaluable advice on
the planning and arranging of the school plant.

Sometimes the professional educators are themselves of differ-
ent opinions, and the community invites specialists from the out-
side to work with them in planning the school program. As a mat-
ter of fact, most teachers and school administrators find it helpful
to them if the community occasionally invites outside experts to
review the program. Even the most talented expert finds it hard
to be calm and free from prejudice when examining his own work.
The critical judgment of another in whom one has faith is most
valuable.

Thus we see that, though it is often said that the citizen groups
decide whai should be done and the professionals decide how.
there is, in fact, constant need for all groups to work together on
all parts of the program.

The State Influence

in Education

Much has already been said about the power of the state to
control education. For example, the power of the local school dis-
tricts technically is only loaned them by the states. In questions
that are strictly educational, the state is even above the national
government. The federal Constitution, which is a contract among
the federal government, the state governments, and the people.
makes no mention of education. However, the Tenth Amendment
clearly states that all powers neither granted the national govern-
ment nor denied the state governments, shall remain in the hands
of the state or its citizens. This amendment has been taken to
mean, among other things, that the final authority over education
in the United States rests with the states.

There is a historical tradition which justifies the claims of the
states against both national and local governments. Among the
earliest legal provisions for schools were the laws passed by
the General Court of the Colony of Massachusetts in the 1640’s.
One of these laws instructed the towns to establish schools, Our
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present state legislatures are the direct descendants of this General
Court which established its right to dictate educational policy
over three hundred years ago.

For many years of our early history, the colonies and states did
not take their educational responsibilities very seriously. Yet, as
we have noted, the final establishment of our public school sys-
tem was as a result of state action. In recent vears the state has
again assumed a greater respousibility for the school program. We
have seen, for example, that an increasing share of the money
which supports schools is now raised by taxes on a state-wide level
and distributed by the state to the local administrative units.

One reason for this increased state activity is that the growth
of industry and of educational costs has created severe inequalities
among local districts. We might, for example, lock at the Mill-
town and Rveville districts, which lie close to Maplewood. Mill-
town is a very small area having only sixty-five school-age chil-
dren. It also has a large factory worth several hundred thousand
dollars. A 2 per cent tax on the property of the Milltown school
district would provide around four hundred dollars a year for
cach school age child in the district.

On the other hand, Rveville, which has more children, has con-
siderably less valuable property. The same 2 per cent tax on its
property would bring less than one-half as much per student. The
state, however, can tax everyone in the two districts equally and
can divide the moneyv among local school districts according to
the number of children to be educated. If the total costs of educa-
tion were borne entirely by the local district, then children living
on one side of the school district boundary would receive a much
poorer education than did their neighhors. This might be true
even though the parents in the poorer district were paying higher
school taxes.

Plans for evening up educational opportunities are sometimes
called “equalization programs,” “foundation programs,” or “mini-
mum programs.” Where such plans are found, the state usually
gnarantees that every district will have enough money to provide
what is considered a minimum educational program. To partici-
pute in the state plan, the district is usually expected to collect a
minimam tax on its own citizens, and it is a]ways given the 1'ight
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to collect additional taxes if it desires a more satisfactory school
program.

Besides the need to equalize educational opportunities and
costs, there are other reasons for increased state activity in educa-
tion. For one thing, the people of the entire state are directly con-
cerned with the quality of education in every district. If the chil-
dren raised in one area grow into lawless or incompetent people,
the whole state must care for them. If they lack the intelligence
to participate wisely in state political affairs then cverybody is
burdened with poor state government. Morcover, people do not
always remain in their home school districts. Between 1940 and
1950 more than half of the families in the United States made at
least one move, usvally to a different county or state. If children
receive a poor educational start in one district, then a second dis-
trict has to pay the price.

The people in some areas of the United States are very inter-
ested in schools. They are wise enough and wealthy enough to
provide sound education for their children. Yet every state has
other communities whose people have little interest in education.
If left to their own interests they would almost ignore the school.
Because ignorance is so costly, the state governments feel they
must insure every child a chance to receive at least a minimum
education. To provide this insurance the state encourages and
regulates the district school program.

We have already seen that the state can make almost any deci-
sion it wants about education. The only limits are those set by the
state and federal constitutions. A few state governments make all
sorts of detailed decisions at the state level, although the more
common way is to delegate most of the responsibility to the local
administrative units, The state always keeps the power to decide
how school districts will he organized and financed. It usually
certifies teachers, requires certain subjects to be taught, prevents
certain kinds of instruction, inspects the schools, regulates the
minimum program, and says sonmthiug about the texthooks to be
used.

Besides its power to compel the local administrative unit to do
some things, the state also acts as an advisory body and as a source
of help where other kinds of problems are concerned. State de-
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partments of education sometimes collect materials to be used in
the schools, give advice to school districts concerning building
programs, help the district in planning what it will teach, and
exert general leadership of education in the state.

On the state level there are several official bodies which have
important powers. The state legislatwre, for example, actually
makes the laws concerning schools in the state. These laws are,
however, subject to the veto of the governor. If they exceed the
powers granted to the legislature by the state or federal Con-
stitution. they can be declared illegal by the courts,

According to the laws passed by the legislature, state educa-
tional policies are usuvally made by a state board of education.
The state board corresponds somewhat to the district board of
education. In most states its members are appointed by the gov-
ernor, although arrangements are made so that the entire board is
never changed at once. The state board has as its chief official a
state superintendent of schools. In the majority of states the state
superintendent is still elected by the people. However, educa-
tional experts generally feel that, since this job calls for profes-
sional expertness, the superintendent should be appointed by the
state board. Under the state superintendent of schools there is a
professional department of education. The state department cor-
responds to Dr. Benson’s local staff of teachers.

The wav in which citizen advisory groups work with profes-
sional educators on the local level is also carried over to the state
level. Moreover, there is also as much difference in the way
various state educational programs are organized as there is in
the way local school districts carry on their work.

The National Interest

in Education

Tt is customary to say that the state governments control edurca-
tion. while the national government simply encourages the states
in their efforts. As a very general statement this is essentially cor-
rect, although it dees not tell the whole story. At times, the na-
tional government also excreises a certain amount of control over
education. And, within its various departments, the national gov-
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ernment actually maintains a significant educational system of its
own. Annapolis, West Point, and the new Air Academy are ex-
amples. Yet so far as the public schools are concerned it is true
that the national government has absolutely no legal authority
when purely educational questions are involved. )

As a matter of fact, though, there are a number of very impor-
tant questions of school practice which are not purely educational
ones. In such questions the national government often becomes
deeply involved. The most striking recent example involves the
segregated school systems of the southern states. In these cases it
has been argued that the problem of citizenship rights is also in-
volved, and the United States Supreme Court has ruled that this
is a federal problem.

It may well be that, in the long run, few decisions concerning
the public schools in America will have had such far-reaching con-
sequences as the Supreme Court’s decision declaring racial seg-
regation in public education illegal. If by control is meant the
power to bring about important changes in practice, then the
Supreme Court has exerted great control by ruling that segrega-
tion is unconstitutional. However, the significant point in this

The national interest in education: a local teacher of agriculture,
whose salary is partially paid out of federal funds, meets with a group
of farmers from his district.
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decision, the matter of civil rights, did not hinge directly on an
educational question.

There have been a number of other very important cases in
which decisions of the Supreme Court have made a great dif-
ference in the operation of the public schools. In one series of such
cases. the Supreme Court ruled that the schools cannot force chil-
dren to pledge allegiance to the flag if such a pledge offends their
religious beliefs. Tn other cases they have attempted to define
what the schools can do about religious instruction and about
providing transportation for parochial school students. These de-
cisions have all had an important effect on public education, but,
as with the case of segregation, the educational problem was not
the thing that gave the national government a right to speak and
decide.

If we turn from the problem of control to that of encourage-
ment, the record is very clear. From the very beginning owr of-
ficials have recognized a national interest in the provision of sound
education for all citizens in all states.

The fact that the federal Constitution does not mention educa-
tion s sometimes mistakenly taken to mean that the Founding Fa-
thers were not concerned. Nothing could be further from the
truth. Those who expressed a belief that democratic government
depends absolutely on the presence of an educated citizen body
include most of the hallowed names: Washington, Jefferson,
Franklin, Madison, and John Adams, to mention a few.

For approximately one hundred years, the United States Office
of Education has been in existence gathering and distributing im-
portant information and providing leadership for the states. Ac-
ceptance of the leadership depends on the voluntary action of the
states, bt the federal influence has been very great.

But the national government has not limited its encouragement
onlv to fine words and advice. From the very beginning, the na-
tional government has given financial aid, in one form or another,
to the states for educational purposes. Usually this aid has been
for the purpose of encouraging a particular type of instruction,
but it reveals the continuing national intercst.

For example, even before our present Constitution went into
effect, the Congress adopted a policy of setting aside a certain
proportion of federal lands for the encouragement of public
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schools. Starting in 1785 with the states of the Old Northwest,
Congress provided that the proceeds from the sale of a section of
federal land were to be used for school purposes. Unfortimately,
much of this land was sold at such low prices that schools did not
get a substantial revenue from it. Yet most of the states which
came into the Union under these arrangements continue to enjoy
some benefit from this early national decision.

Another example of federal aid to education came during and
after the War Between the States, when grants of land were made
to various states to encouwrage them in establishing colleges of
agriculture and mechanical arts. Many of our great public uni-
versities are the result of these grants. Even the private universi-
ties are partly supported today by expensive research grants
which the federal government makes for defense purposcs.

In the present century, the national government has taken an
active interest in encouraging various kinds of vocational instruc-
tion in the secondary schools. We have already noted that part of
the salaries paid to teachers of agriculture and home economics
in Maplewood comes from the national government.

During the years of the Great Depression of the 19307, federal
money was made available for building schools in hundreds of
American communities. Other communities which were pro-
foundly affected by war and defense installations received federal
aid in building and operating schools during the recent war and
post-war years.

If we add the grants already mentioned to the amount spent by
the National Youth Administration to help students in the last
depression, and the tremendous sums more recently spent for
veterans” education, the extent of federal aid to education is clear.
Federal aid to education is not a new thing. Usually money raised
by the national government has been used to encourage special
kinds of educational service which the states and local districts
would hesitate to start on their own resources. It is as if federul
officials have felt a partnership with the state and have tried to
help out in their own way without disturbing the basic operation
of the schools.

At different times during the Jast century, there have been at-
tempts to have the national government assume some responsi-
bility for equalizing educational opportunities among the states.
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It has long been recognized that even if the poorer states tax
themselves more heavily, they simply do not have the wealth to
support the kind of education offered in the wealthier aveas.
"The nation as a whole has suffered from these inadequate pro-
grams, as have the wealthy states themselves.

During the last war and in the post-war period, the number of
men educationally unqualified for military service has been too
high in many of the poor states. People who lack the educational
qualifications for military service are also less effective in agricul-
tural and industrial jobs. This lack of adequate education in the
poor regions has thus caused a waste of the human resources of
our whole people.

Moreover, Americans have followed an age-old custom of mi-
grating to improve their lot. In doing so, they have tended to
move from the poor to the wealthier states. Consequently, such
states as New York and California have had to absorb a lot of
pootly educated workers from the less prosperous states. The
same arguments which are raised in favor of equalizing educa-
tional opportunities within the state apply with some force to the
problem of unequal opportunities among the states. Recent pro-
posals for federal aid to education have grown out of these argu-
ments.

So fay every attempt to enlist the financial support of the na-
tional government in an equalization program has failed. Like
most educational problems, this one is mixed up with religious
controversy about the position of parochial schools and with the
political controversy about the level of national spending. There
is no evidence that equalization help will come for some time.
However. some further aid in the construction of school buildings
is receiving serious consideration.

Tsie schools, then, are actually controlled by two
kinds of groups: (1) unofficial community groups
and (2 the legally designated officers. The infiuence of the un-
official groups camot be overestimated even though they work
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indirectly. The ways of using indirect influence are similar at all
levels of school government.

The state, which has final legal control in educational matters,
delegates a great deal of the actual responsibility for operating the
schools to a local administrative unit. This local unit is run hy a
district board of education.

There have been cases in which the United States Supreme
Court has exercised control by overruling the state legislature in
matters involving education and in basic questions of civil rights.
In purely educational matters, however, the national government
serves only to encourage the state and local units in their efforts.
This encouragement has on a number of occasions taken the form
of very substantial financial aid.

Many difficult problems on both the state and national level
remain unsolved. How can we extend equality of educational op-
portunity to children living in the poorer states and communitics?
How can we improve the guality of education in our local com-
munities? How can the citizen who is neither a member of a
powerful group nor of the school hourd make his influence felt?
What can you do now as a student and later as a citizen interested
in our public schools?

t Tep

Some Things to
Think About and Do

Reareaser that the books listed on pages 217-219 may be of help to
you in carrying cut these projects.

1. With the help of your reacher. arrange to attend a mecting of the

board of education in your community. On the basis of vour chserva-

tions, how would you answer the following questions:

(a) With what kinds of problems was the board most concerned?

(b) Were the problems discussed more like the probleins treated in
this chapter or the problems treated in Chapter Three?

(¢) Were any citizens groups represented at the meeting?
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(d) Was a school administrator or any other professional educator
present? If so, what part did he plzly?

(e) What other things do you think were important about this meet-
ing?

2. With the help of your teacher, arrange an interview with a member

of the board of education in your community. During the interview try

to find out his views on the following questions:

{a) What are the most important problems facing the schools in your
community?

(1) What are his responsibilities in helping to solve these problems?

{c) What are the responsibilities of parents and organized citizens’
groups in helping to solve these problems?

{d) What are the responsibilities of teachers and other professional
workers in helping to solve these problems?

3. Write a newspaper article describing public school conditions in

vour community. Be sure to include information on:

The number of students in the elementary schools and high

schools

(h) The size of the school budget

(¢} The vearly cost of educating each child

i{d} The percentage of each school dollar that comes from local,
county, state, and federal taxes, and from other sources such as
tuition, proceeds from athletic contests, cte.

e} The school tax rate ( Illustrate this by telling how much school tax
would be paid by a family with a $10,000 house; by a factory
whose property has an assessed value of $300,000.)

(f) The present size, membership, and background of the board of
education

[

4. Several times in this book the controversy over the junior high school
has been raised. What do vou think are the arguments for and against
having a junior high school?
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Part Four

PUBLIC SCHOOLS
IN OUR DEMQCRACY

How have public schools contributed (o our democracy® \What
are the problems they face as they look to the future? Can they
continue to shoulder the enormous responsibilities we have as-
signed them? These are important questions fo consider, along
with a very personal one: What does all this mean to you as a
citizen in today's America?






CHAPTER ELEVEN

Qur Public Schools

Ever since they were founded aver a century ago, the public
schools have played a tremendous part in the development of
our American nation. Their contributions have been so great and
varied that it is difficult to summarize them briefly. Yet it is im-
portant for Americans to know about these contributions as they
look to the future and make decisions about the education of their
children.

In 1955, the Educational Policies Commission, a group of prom-
inent college presidents, school superintendents, classroom teach-
ers, and other educational leaders, made an effort to deal with this
important problem by publishing a little book called Public Edu-
cation and the Future of America. In this book, they tried to tell
the American people the story of their public schools——of how
they came to be, of how they have contributed to the health of
American democracy, and of some of the problems thev face as
they look to the future. Their conclusions have been widely read
and discussed by American teachers and citizens.

What do the members of the Educational Policies Commission
believe to be the most important contributions of our public
schools during the past century? Their book lists seven:

1. Public schools have helped to induct more than thirty mil-
Lion immigrants into American life. Here, the commission is re-
ferring to the vast job the public schools have done in teaching the
American language and the American way of life to the millions
of immigrants who have come to our shores.

197
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2. Public schools hatve helped to unite the American people.
Here. the commission is pointing to the fact that although Ameri-
cans are of many different religious, economic, racial, and na-
tional backgrounds, they are a unified people who think of them-
selves as Americans all. The commission argues that the public
schools, where children of all backgrounds mix together on a
comamon basis, have plaved an important part in the development
of this unity.

3. Public schools have enriched the spiritual life of the Ameri-
can people. Here the commission argues that in bringing together
the children of many different religious faiths, the public schools
have always tanght the great ideal of brotherhood. Moreover, in
teaching honesty, respect for others, the value of truth, and other
important values, the public schools have taught the great moral
and ethical values common to all religions. The commission be-
lieves this to be an important foundation for the religious liberty
of our people—a liberty which joins the right to have one’s own
religious point of view with a respect for the religious views of
other people.

4. Public schools have helped to make real the American prin-
ciple of equality of opportunity. Here the commission is referring
to the large number of scientists, businessmen, judges, artists,
lawmakers, teachers, and other leaders who owe their education
to the public schools. Without the public schools, many leading
men and women would have been denied the opportunity of ad-
vanced training, and therefore, the opportunity to become out-
standing in their respective vocations.

5. Public schools have helped to make the American economy a
miracle of production. Here the commission is referring to the
tremendous part the schools have played in increasing the pro-
ductivity of business, industry, and agriculture. The schools have
done this by providing skilled workers and skilled leaders for the
farms, the factories, and the offices of our nation.

6. Public schools have provided citizens with the keys to knowl-
edge and understanding. By this, the commission means that a
free people must have both knowledge and the tools for getting
knowledge. As discussed in Part Three, these tools include both
skills, Jike reading and writing, and thought-tools like history,
science, and the other isciplines. Only a people who know can be
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free, and public education is one important way in which Ameri-
cans have provided every citizen with the opportunity for knowl-
edge.

7. Public schools have built o deep and abiding loyalty to the
American way of life. By this the commission is pointing to the
many ways in which public schools have inspired in young Ameri-
cans a deep respect for the great principles of freedom, eqguality,
and self-government on which owr nation is founded.

Members of the commission believe that the public schools
have played a tremendously important part in making our nation
what it is today. You, yourself, could probably even add other
great contributions to their list. Yet, these educators are not only
concerned with the past. They are equally concerned with the
future. They believe that because of the position in the world
which the United States has assumed since World War 11, the
public schools cannot rest on past achievements. They mmst be
ready to bear an increasing hurden of vesponsibility if the Ameri-
can people are to do the jobs world leadership calls for. Put an-
other wav, as important as the public schools have been in the
past, they are more important than ever in todav’s America.

Some Problems of the

Public Schools

As the public schools look to the future, however, they face
many very pressing problems. Some of these problems grow ont
of the great vaviety of things that Americans have asked their
schools to do. Even with unlimited funds, it would be extraordi-
narily difficult to produce citizens who can make decisions on
foreign and domestic issues, who can work productively in our
complicated industrial economy, who can be intelligent family
members and wise purchasers, who can live healthfully, and who
can appreciate the finer things of life. Yet, these are the very kinds
of things Americans have asked of their schools.

There are other problems, however, of a very diflerent sort.
They are created by financial difficulties, by the fact that citizens
cannot agree on ag

old questions of educational policv. and by
the fact that some citizens simply don't care about their schools.
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(This last problem is probably the most dangerous of all because
it either allows the schools to fall into the hands of selfish pressure
groups with their own interests at heart or it allows them to hob-
ble along with poor equipment and poor spirit.) What are these
problems and what do they mean for American citizens in the
years ahead?

1. Meeting the problem of rising enrollments and costs. Many
Americans are completely unaware of the fact that unless a tre-
mendous effort is put forth during the rest of the 1950’s and the
1960’s, the United States is going to endanger its national security
with poor education. The need for this tremendous effort is caused
first, by the steadily growing number of children coming into the
public schools; second, by the fact that virtually no new school
buildings were erected during World War I1; and third, by the
rise of school costs created by the inflation following World
War II.

Enrollments are rising because more families have had more
children during and following World War II. These children
began to enter the schools around 1946, and they have been com-
ing in greater numbers ever since. In 1955, there were over thirty

Teaching is a profession which attracts both men and women, Here
student teachers observe children’s play as part of their training.

Austin (Tex.) Public Schools
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million children enrolled in the public schools, and the prospect
was that this nomber would increase by at least a million each
year for the next decade. Obviously this would mean new build-
ings, new classrooms, and new equipment.

What, however, was the building situation? By 1953, it was
rapidly becoming a national disgrace. Over 700,000 children were
in schools operating on double or triple shifts. (This means that
each child received only one half to one third of a day of schooling
each day.) Some 800,000 were in poor quarters, many of them
firetraps; 300,000 were in “temporary” buildings like barracks,
with little or no proper equipment; 400,000 were in rented ga-
rages, basements, halls, and churches. The National Education
Association estimated that over 300,000 new classrooms would be
needed just to “catch up” with the building lag, and that, in addi-
tion to these, over 700,000 more classrooms would he needed by
1960. '

These huge figures can only have one meaning: thousands upon
thousands of American children are simply not getting the educa-
tion which is their birthright. How to cope with these problems
has today become a major national issue. Some citizens and edu-
cators argue that only if the federal government contributes bil-
lions of dollars to the states to help build new public schools can
the situation really be significantly improved. Others, fearing that
federal aid is inevitably going to bring with it federal control, are
seeking remedies at the state and local Jevel. In some rapidly
growing local communities, however, particutarly subsrban com-
munities near large cities, school taxes are alveady tremendously
high, and schools are still terribly crowded. And at the state level,
there are vast differences in the ability of the diffcrent states to
support education, no matter what their desire. Some states are
poorer and some are richer, and these dilferences show in the
education of children. In 1950, for example, the people of Mis-
sissippi spent $85 for the schooling of each child, while the peaple
of New York spent $324. Yet, and this is important, the people of
Mississippi were making a greater effort in spending $85 per child
than the people of New York in spending $324 per child, The
people of Mississippi simply have had Jess wealth in their state to
begin with.

The solution to these problems is obviously nat going to be
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worked out overnight. Yet speed is needed. The year 1955 saw a
growing number of students graduating from elementaw school
without having cver had a full day’s sd.'oolmg in their lives.
And vet, th()us_,httul citizens know that it will take a number of
vears to develop truly effective remedies to these problems.

2, Obtaining ndequnt0 teachers. Closely tied to the problem of
new buildings is the problem of obtammg a continuing supply of
well- -prep med teachers. The American people can build thousands
of new classroonis; but if new young teachers are not prepared to
take the places of retiring tcachers and to meet the need of ex-
panding school (.ﬂIO“I]"If‘[]t', the new classrooms will be worthless.

What was the actual teacher situation in 19557 The shortage
was almost as acute as the building shortage. Around 80,000
teachers were teaching with sub-standard preparation. The Na-
tional Education Association estimated in November, 1954 that
173,000 new teachers were needed for the year 1954-1955 to
properly staff the public schools. Yet, the number of new teachers
being gradvated annually from colleges and universities was
actually declining. Obviously this poses a serious problem.

The prablem is further complicated by the fact that a person
coing into teaching has to know more today than ever before to
do a good job of it. The time has long since passed when a good
teacher could be educated in one, two, or three years past high
school. As was pointed out in Chapter Two, the specialized pro-
fessional knowledge as well as the general education required for
a teacher now takes at least four or five years of study beyond
high school. Thus. at the very same time as the demand for new
teachers is sharply increasing, so are the requirements for teach-
Iﬂ’r

How can capable voung men and women be attracted to enter
the profession of teaching? Here, too, is one of the most important
problems facing American citizens during the years ahead. Cex-
tainly part of the solution lics in improved teachers’ salaries. While
the average salary of classroom teachers in 1955 was $3800 a year,
12 per cent of the teachers were earning less than $2500 a year.
True, these figures have shown definite increases since 1945; vet,
rising costs of living have wiped out many of the gains. It is clear
that a continning rise in salaries will be necessary il teaching is to
compete with other professions for talented young people, and if
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American School Board Journal. April, 1909

Getting a good school site was as hard fifty vears ago as it is today.

the flow of trained teachers into non-teaching jobs is to be halted.

The teacher’s salary is important, but so is the teacher’s morale.
It is also clear that if communities want to obtain and retain
qualified teachers, they must create the conditions in which teach-
ers sense the importance of their work. This can mean many
things, all the way from the improvement of physical conditions
and the reduction of “extra’ loads (in some communities, teachers
are expected to teach Sunday School whether they want to or
not), to the removal of unfair restrictions on teachers (in other
communities. teachers are expected to buy their clothes and other
things in the community rather than have the same freedom as
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anvone else to purchase whevever and whatever they wish). Cer-
tainly, citizens must give immediate attention to the improvement
of these conditions if thev hope to have well-staffed public schools
to educate their children.

3. Preserving the “commonness” of the public school. We saw
in Chapter Five how the Americans who originally built our pub-
tic schools hoped that an educational system which was supported
and controlled by the citizenry and which embraced children of
many different social, religious, and national backgrounds would
provide a firm foundation for a democratic society. They hoped
that children eduncated in such a system would develop a sense of
mutual respect and appreciation that would enable all to live
peacefully together while each retained his most cherished indi-
vidual beliefs. In large measure, these hopes have shaped the
development of American education for the past hundred years.
Whether thev will continue to do so, however, is a decision that
citizens will have to face again in the years to come.

Many Americans today simply do not believe that a school em-
bracing many different kinds of young people is the best place in
which to educate their children. Members of some religious de-
nominations. for example, think that the best kind of school for
their children is one closely tied to their church or synagogue, and
one in which teachers and children of their own religious persua-
sion predominate. It is the legal right of every American to edu-
cate his children in this kind of school as long as it meets certain
minimum requirements of the state. Nevertheless, by exercising
this right, a parent inevitably takes part in making a larger deci-
sion about the future of American education in general.

Actually, at no point in our history have all children ever at-
tended the public schools. Ever since the colonists first came to
the New World, private schools of many varieties have provided
worthy and useful education to the students who have attended
them. What is important, it seems, is the balance between the
nuniber of children in public schools and the number in non-pub-
lic schools. In the past, guided by the ideal of the common school,
the great majority of American children have received their edu-
cation in the public schools. During the years since World War I,
however. the number and proportion of children in non-public
schools hus been steadily rising. In 1955, the proportion was about
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87 per cent in public schools to 13 per cent in non-public scheols.

The point being made here is that if, on the basis of millions of
decisions by millions of American parents, the balance should
change to 6040 per cent or 50-50 per cent, this would represent
a basic change in the American educational tradition. To make
this change is certainly the right of the American people. Whether
or not they should do so, however, is quite another guestion—one
that deserves the most careful and searching examination before
fundamental moves are made.

Another important aspect of this problem concerns the question
of racial segregation in the school. We saw in Chapter Six how
segregated school systems for Negroes and whites were built in a
number of our states during the years after the War Between the
States. We saw also how even though these school svstems tre-
mendously enlarged educational opportunities for Negroes where
few had existed before, they were opposed to the spirit of a public
school common to all citizens.

These segregated school systems have been under attack from
the very beginning by persons and groups who argue that they
deny the equal rights of Negro citizens. For many vears, state and
federal courts held that it was the right of the states to maintain
separate school systems for Negroes and whites, as Jong as they
were equal in quality. Some citizens thought this “separate but
equal” principle was quite in keeping with the American tradition.
Education is a state matter, they said; and if a state wants to
maintain segregated schools, as long as they are equal in quality.
no one is being denied equal opportunity.

Other citizens, however, argued that the “separate but equal”
principle was unconstitutional because it violated the Fourteenth
Amendment to the United States Constitution. This amendment
says that no state “shall abridge the privileges or immunities of
citizens of the United States”; nor “deprive any person of life,
liberty, or property, without due process of Taw; nor deny to any
person within its jurisdiction the equal protection of the laws.”

The issue of segregated public education was argued helore the
United States Supreme Court during its 1952 and 1953 terms and,
on May 17, 1934, the Court handed down a decision declaring the
“separate but equal” principle unconstitutional. Having made this
declaration, however, the Court wisely noted the tremendous
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variety of local conditions in which segregation would have to he
removed, and therefore delayed for a year its final action on just
how and when the decision would have to be complied with.
When the final action did come on May 31, 1955, the matter of
carrying out the decision “with all deliberate speed” was put into
the hands of the federal district courts, thereby assuring that local
conditions would be considered in the move toward integration.
There was little doubt, then, that the matter of desegregation
would be treated in different ways in different places, and that it
would demand continued public attention during the vears to
come.

One final question that should be raised in connection with this
problem of the “commonness™ of the public schools, concerns the
influence of informal neighborhood groupings on public educa-
tion. What happens, for example, when a neighborhood becomes
populated primarily by Negroes, or Polish Catholics, or German
Jews. or businessmen who earn over $10,000 a year? How “com-
mon” is the public school in that neighborhood? Even if every
last child in the neighborhood attends the public school, how
much contact with other groups will be achieved?

The question is one that has given much concern to citizens and
educators, particularly in big cities where such neighborhoods are
often vumerous and large. Probably the most promising solutions
that have been suggested involve the increase of opportunities for
contact within the school system if these opportunities are not
present within individual schools. In other words, if individual
schoals are largely hamogeneous (attended by children of similar
hackgrounds), emphasis can be placed on athletic programs,
musical programs, debating events, and other educational activi-
ties which bring large numbers of children from different schools
together under the supervision of the school system. In this way,
many of the values of common schooling can be preserved in
communities where the benefits of intergroup contact are today
more valuable than ever.

4. Building the best possible school program. As we have seen
at many points in this book, one question on which Americans
biave always argued is what the schools should teach. Because of
uew world responsihilities which the United States has assamed,
the period since World War 11 has been one of very sharp con-
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troversy in this area. Many books and articles have appeared on
the subject. Some are written by people who know a great deal
about the public schools; others are written by people who haven't
been in a public school for twenty years. Some have the good of
the schools at heart; others don’t. Some have only praise for the
schools; others have only blame. And of course there are the
middle-of-the-road books and articles which have some praise and
some blame to offer.

Some authors have roundly criticized the public schools for
trying to do too much. They argue that the main business of the
school is to train the mind, and that the other things schools do
are unimportant. Many of the people who take this point of view
think that activities like woodworking classes, driver education
classes, guidance clinics, and extra-curricular activities are “fads
and frills” which simply waste money from the school budget
which should be spent for more important things. You will re-
member that in Chapter Three this is the point of view which
Mrs. Bryce argued before the Maplewood Women's C
who take this point of view usually argue for a
fundamentals.”

lub. People
return to the

Parents visit a classroom to get first hand information about the
school’s curriculum and activities.

Board of Education, City of New York
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Other authors criticize the public schools for not having gone
far enough in providing a sound program for alf the children who
attend. These anthors want more extra-curricular activities, more
guidance clinics, more music, painting, cooking and woodworking
classes—more of the very things other people are calling “fads
and Irills.”

One special area which has excited a great deal of citizen in-
terest since 1945 is the problem of religion in the public school
program. Most Americans agree that the public schools, serving
children of all religious faiths, are no place for the teaching of
sectarian religious doctrines, Yet, many Americans think that
there should he some religious emphases in the public school pro-
gram. Some think it should be done by having the schools teach
ahout religion but not teach any one body of doctrine. Others
think it should be done by dismissing those children who desire
religious instruction early one day a week so that they can go to
their places of worship to obtain the instvaction. This is called the
“released time” plan, and is very much like the one which the
comuiittee of senators discussed in Chapter Three. Finally, some
citizens think that the public schools ought to continue to teach
ethical values as they always have, but not religion. Religion, they
maintain, is not the provinee of the public school.

We saw in Chapter Three, and again in Chapter Seven, how
manyv people and groups in Maplewood are interested in the
school program. Every American community where people want
the best for their children has this interest. What the schools
uctually do teach grows out of decisions which are constantly he-
g made by citizens and educators working together. And few
decisions today arc as important to the nation’s future as are those
ahout what shall be included in the program of the public schools.

3. Maintaining the freedom for teachers to teach. Another
problern which demands continuing attention from the American
people is the problem of freedom for teachers, commonly called
academic freedom, The tradition of academic freedom is a long
one, and one that has been closely associated with freedom of
specch and of the press. Demacratic societies support academic
Frecdom hecanse they think they will henefit from giving com-
petent teachers the freedom to explore in the world of ideas and
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to share the results of their explorations with their students. Like
all freedoms, academic freedom carries with it a responsibility,
that of trying to be fair to all sides of controversial questions,

Now academic freedom sounds like a good thing to most peo-
ple. If we give our scientists this freedom, they produce results of
great benefit to mankind. Our artists, given such freedom, pro-
duce great art. But now and then, when a teacher of history, or
economics, or literature goes exploving with his students in the
world of ideas, they may come to certain conclusions which may
be unpopular with certain groups in the community. This raises
the question: How do we balance the right of the people to con-
trol their schools with the need for careful, fearless thinking on
important social issues?

The problem is a difficult one. We saw in Chapter Three how
different organizations in Maplewood want their special points of
view taught in the schools. Labor unions want a labor viewpoint
taught and businessmen’s groups want a business view taught.
Some people say, let all of these important viewpoints he pre-
sented and then let the students choose for themsclves. Others
say, let’s keep all such controversial issues out of the schools. The
schools should be interested only in facts. Still other people argue
that if we keep out everything on which citizens disagree. nothing
worth-while will be left, and schools will he dry-as-boves places
to be.

Most Americans believe that only if teachers are free to deal
with ideas will our nation stay free. Most Americans also helieve
that young people should have the opportunity to hear many
points of view in school and to learn to judge issues for them-
selves. Yet, sometimes, when a conflict over frecdom of teaching
arises in a community and the “chips are down,” citizens forget
these principles and try to get the school hoard hastily to “fire”
the teacher in question without a hearing. It is then that com-
munities need the steady hands, the elear minds, and the resolute
support of citizens informed ahout schools and about the values of
academic freedom.

Obviously the five problems we have discussed here do not ex-
haust the list of educational problems today facing the American
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National Citizens Commission for the Public Schools

Citizens meet on all levels—local, state, and national—to discuss edu-
cational problems and their solutions.

people. But they are examples of how great are some of the prob-
lems connected with the public schools. In different communities
and at different times, different educational problems will call for
the greatest attention. What is important is that Americans be
awake to these problems and realize that only when there is ex-
tensive citizen concern with the great issues of public education
do these issues get resolved in ways beneficial to the nation as a
whole.

The Public and

the Public Schools

The public schools are the public’s schools. This fact should be
kept in mind; it is the most important principle there is in making
decisions for the future of public education. The public schools
have always helonged ultimately to the American people, and it is
the American people who have assigned to the public schools
their most important tasks. In doing this job, the American people
have always consulted with educational leaders. Just as the Ma-
plewood school board consults with Dr. Benson hefore making
important decisions, so have the American people generally
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worked with their educational leaders on matters of educational
policy. Yet, it is the people, through their state legislatures, schaol
boards, and other agencics, who have ultimately made the deci-
sions about the directions in which the public schools will
move.

This fact places tremendous responsibilities on Mr. Average
Citizen. He is constantly being asked to make up his mind on
important educational matters. Should the federal government
appropriate money for schools? Should a hond issue be approved
to obtain money for a new junior high school? Should the tax-
payers pay for a psychologist in the schools? Should religious in-
struction be given on school time? Should the taxpayers pay for
driver education? For instruction in typing? For student trips to
the state capital? For cooking eqmpmeut:‘ For school lunches?
Should this candidate or that candidate be elected to the school
board? These and thousands of similar questions are presented to
American citizens each year in commmunities thmuglumt the na-
tion. They are questions which grow naturallv out of the great
problems discussed above. We have seen how some of these ques-
tions are handled in Maplewood; and Maplewood’s experience is
repeated from Maine to California.

What happens? In some communities, nobody cares. There are
communities in the United States where ten thousand people live
and only a few hundred take the trouble to vote in school elec-
tions. Citizens “just don't get around to it.” And often this means
that the professional stafl in the schools—the people described in
Chapter Two of this book—simply den't do their work properly
for want of funds or moral support.

In other communities, on the other hand, citizens show great
interest. Parents and other adults are concerned. Thev talk over
educational questions with their educational leaders and among
themselves. And then they vote intelligently on the conlmvvnl.ﬂ
questions presented them. In communities like this, public schools
are usua"y good schools—good to work in and good to attend.
Citizens have justifiable pride in them.

What makes the difference between communities? Obviously,
many things. Some of them you can undoubtedly think of vour-
self. But doesn't so much depend on the citizens themselves? If
they are interested, if they are informed, il they take the trouble
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to find out “what’s going on,” the public schools are fairly sure
to profit.

You and the Public Schools

What does this mean to you, or to the other members of your
high school class? It means that all of you, for your own sake as
well as for the sake of your future children, have a great personal
stake in the public schools. It means that you must begin, if you
haven't already done so, to think of the public schools as your
schools. It means vou must think of them as actually belonging to
vou and to vour neighbors. If the public schools in your com-
munity are good schools, it is to your credit. If the public schools
in your community are poor schools, it is your fault. It means that
credit or blame for the quality of your public schools can never be
passed off onto “the other fellow.” To repeat: the public schools
are your schools.

Students can take an important part in community efforts to improve
public education and its facilities.

San Diego (Calif.) City Schools
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The questions that come naturally to mind are: “What can T do
about it? How can I make sure that the public schools of my
community will be good schools?” Speaking generally, you can do
so by making sure, as a citizen, that the schools of vour community
are getting adequate financial support, that they are attracting
and holding qualified teachers and other specialized staff mem-
bers, that they are offering a rich enough program to serve all the
differing educational needs of the Jack Browns, Mary Smiths,
Jean Swensons, Joe Randolphs, Jimmy Levines, Dorothy Kellys,
and Hans Bergers in the community, and that they are good
schools to work in and good schools to attend. Speaking specifi-
cally, you can do some or all of the following things:

1. Take a personal interest in the public schools. This is some-
thing that you can begin right now. Having thought through the
problems raised in this book, you are in an excellent position to
understand some of the things your own school is trying to do
with you. All too often, students see their own education as a con-
tinuing fight between themselves and their teachers. Thev are
completely unaware of the great importance of their education to
themselves and their community. They are equally unaware of
the battles which had to be fought to secure educational oppor-
tunity for every American child, As one who is aware of these
things, you can begin to be a “school-conscious” citizen by trying
to understand what your teachers are trying to accomplish with
vou and your classmates, and by helping them to do the job as
well as possible.

Your interest in the schools, however, only begins when vou are
a student. After you have been graduated, vou should visit the
schools now and then and see for yourself what is going on in
them. It is truly amazing how much a school can chauge even in
the first five years after you have been graduated. You will find
that almost all school staff members enjoy having visits from citi-
zens in the community. (Of course it is only common courtesy to
give advance notice of your visit.) You will find that if vou stay in
touch with your schools, you will be better equipped to help make
decisions on school policy, better able to vote intelligently on
school affairs, and better able to judge the activities of your
representatives on the school board and in the legislature.

2. Join a group of your fellow citizens interested in school im-
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provement. During the past fifty or seventy-five years, Americans
have found that if they join together with other people of like
mind to get things done, things will get done more quickly. Work-
ingmen learned this when they formed unions; businessmen
learned it when they formed chambers of commerce; and veterans
Jearned it when they formed veterans’ organizations.

Citizens interested in school improvement have also learned
this fact over the vears. In many American communities, there
are one or more citizen groups dedicated to school improvement
who work closely with the educators to bring school improvement
about. Tt can be a parent association; or a school development
council, or a public education association. You will recall that in
Maplewood, there were a number of parent-teacher associations
as well as a School Improvement Association. (Interestingly
enough, the effectiveness of these groups is so well known that in
some communities groups of citizens opposed to better public
schools have actually called themselves School Improvement As-
sociations or School Development Councils.) Shortly after World
War 11, a group called the National Citizens Commission for the
Public Schools was organized with headquarters in New York
City. The National Citizens Commission is anxious to have a citi-
zen group dedicated to schoel improvement in every community
in the nation, and is willing to help citizens organize such a group
if voue now exists where they live.

3. Direct the attention of other citizen groups to school im-
provement. Do you remember in Chapter Three how the Maple-
wood Women’s Club, the Maplewood Labor Council, the Maple-
wood Chamber of Commerce, and the Maplewood Post of the
American Legion all displayved interest in school improvement?
This situation is quite common in American communities. If the
public schools are the public’s schools, then the more of these
groups that take an interest in public education, the better it is
for the schools.

Here is another place where you can do something about the
schools. You will undonbtedly be a member of one or more of
these groups after you have finished your schooling. If you can
hecome active in these groups and turn their attention to their
stuke i public education, to the problems of public education,
and to wavs in which they can work with school authorities to
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assist and improve the schools, you will be doing the groups them-
selves, the public schools, and your community a great service.

4. Work for election or appointment to a school board. One of
the most important continuing needs of the public schools is a
steady flow of dedicated, informed citizens to serve on school
boards. Board members are rarely paid for their services so that
one who gives of himself and his time to perform these services
does a great public service. You may ask yourself: “How could 1
ever get elected to a school board?” You will find that communi-
ties are constantly on the lookout for men and women willing to
serve on school boards in a public-spirited wav. If you keep in
touch with the problems of the public schools, if the citizen
groups of which you ure a member know of vour interest in and
knowledge of school affairs, if they think vou bave the best in-
terests of the school at heart, there is no reason in the world why
you should not be able to gain election to a hoard of education
and do a fine job after you are elected.

5. Become a public school teacher. As a citizen, then, vou can
contribute in these four important ways to schoot improvement.
There is, of course, one other way—the most direct of all. ‘Fhat is
to prepare yourself for teaching and actually become a teacher in
the public schools. We have seen in Chapter Two how many dif-
ferent kinds of specially trained persons are reguired for our
public schools. Tens of thousands of new teachers will be needed
during the next ten or fifteen years il the public schools are to
continue their work. There are few jobs in which young men and
women today can better combiue a life of warm, exciting, and
spiritually satisfying personal and professional associations with
some measure of financial security. Here, then, is a fifth way in
which you can contribute to improving the great work of the
public schools.

Public education is a worthy and noble enterprise.
For more than four generations, the public schools
have contributed to the freedom, the prosperity, and the happi-
ness of the American people. Whether they can continue to do so
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in the future, whether they can meet the great problems facing
them, depends very much on the continuing interest and loyal
support of you and vour fellow citizens. The whole theme of this
book has been that the public schools are gour schools, designed
to serve vou and your neighbors. What you do about them will
make all the difference in the world.
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Audio-Visual Aids

Many school systems provide audio-visual materials and information
concerning their uses through a special department, or through the
school library. State departments of education supply information as to
sources and in some instances materials also. Many museums and li-
braries, such as the American Museum of Natural History and the
Boston Public Library, have relatively inexpensive materials for sale or
loan. Various departments of the federal government, such as the De-
partment of Agriculture and the Department of Commerce, are valua-
ble sources. The teacher seeking further guidance will find the follow-
ing list of directories and other general sources useful. This is by no
means an inclusice list, but it is farirl'y permanent, representative, and
reliable.

A Directory of 2002 16MM Fibn Libraries, Visual Aids Section, Office
of Education, Washington 25, D. C. Write to U. S. Government
Printing Office.

Directory of United States Government Films, U, S, Film Service, De-
partment of Health, Education, and Welfare, Washington 25, D. C.
Write to U. S. Government Printing Office.

Educational Film Guide, H. W. Wilson Company, 950 University Ave-
nue, New York 52, N. Y. Cumulative annual catalog, with evalua-
tions of each of over 2000 films, original sources, and local dis-
tributors or libraries.

Educators’ Guide to Free Films, Educators Progress Service, Randolph,
Wisconsin. Annotated lists of films and slide Blms for free distri-
bution.

Filmstrip Guide, H, W. Wilson Company, 950 University Avenue, New
York 532, N. Y. Gives information similar to above relative to film-
strips.

1001 Blue Book of Non-Theatrical Filis, Educational Screen, Chicago,
Minois. Inclndes list of films and distributors, Annual compila-
tion.

Sources of Visual Aids for Instruction in Schools, U. S. Office of Edu-
cation, Department of Health, Education, and Welfare, Washing-
ton 25. D. C. Souwrces of filns, filmstrips, lantern slides, charts,
pictures, posters, maps, globes, exhibits, specimens.

Dare. Encar, Audio-Visual Methods in Teaching. The Dryden Press,
New York, NU Y., 1948, An excellent guide to the use and evalua-
tion of ull audjo-visnal aids. An extensive list of sources of teach-
ing materials is included.
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Other sources of current information:

Department of Visual Instruction, National Education Association,
1201 Sixteenth Street, N. W., Washington 6, D. C.

Educational Film Library Association, 45 Rockefeller Plaza, New
York 20, N. Y.

We have listed below some specific titles of appropriate films and
their sources. Since such a list of sources changes so often, it is sug-
gested that teachers interested in obtaining the latest flms on a given
subject consult one of the above directories.

Accent on Learning (28 min., Ohio State University, Columbus 10,
Ohio)
Designed to show the varfety of teaching techniques used in a
good school program.
And So They Live (24 min.,, New York University Film Library, 26
Washington Place, New York 3, N. Y.)
Tells about education for community improvement in the rural
South.
Fight for Better Schools (22 min., March of Time, McGraw-Hill Book
Co., Text-Filin Department, 330 West 42 Street, New York 18, N Y.)
Describes a two-year campaign by citizens of Arlington, Virginia,
for better schools.
Freedom to Learn (17 min., National Edueation Association. 1201
16 Street, N.W., Washington 6, D. C.)

Describes the experience of one community in dealing with the
problem of teaching controversial issues in the public schaol.
From Sociable Six lo Noisy Nine (22 min., McGraw-Hill Book Co..

Text-Film Department, 330 West 42 Street, New York 18, N. Y.)
Deals with typical behavior of children hetween the ages of six
and nine.

Harace Mann (17 min,, Encyclopaedia Britannica Films, Tnc., Wilmette,

Iilinois )

Traces the life and work of the “Father of American Public Edn-
cation.”

The School {19 min., Castle Film Division, United World Films, Ine..

Russ Building, San Francisco 4, California)

Reviews a day in a typical smult-town elementary school from the
time the juanitor arrives in the morning to the close of the evening
P T.A. meeting.
School Board in Action (27 min.. Edueational Film Library Associa-
tion, 345 E. 46 Street, New York 17, N. Y,
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Deals with the matter of public control of public education

through duly elected or appointed school boards,

The School-Childs Community (16 min., Wayne University, Audio-
Visual Materials Consultation Bureau, 5272 Second Boulevard, De-
troit 1, Michigan )

Treats technigues of teaching in a modern elementuary school.
Scheol in Centerville (20 min., National Education Association. 1201
16 Street, N.W., Washington 6, D. C.)

Portrays a good school in a rural community.

Schoolhouse in the Red (45 min., Encyclopaedia Britannica Films,
Inc.. Wilmette. Ilinois )

Deals with the problem of rural school district reorganization from

the viewpoint of the farmer and his family.

Skippy and the Three R’s (29 min., National Education Association.
1201 16 Street, N.\V., Washington 6. D. C.)

Portrays the experience of an average boy during his first year in

the public schools.

Who Will Teach Your Child? {23 min., McGraw-Hill Bock Co., Text-
Film Department, 330 West 42 Street, New York 18, N. Y.)

Treats the problem of attracting gifted young people into teaching,
Wilson Dam School (20 min., Tennessee Valley Authority, Film Serv-
ices. Knoxville, Tennessee )

Dramatizes a typical day at a good modern clementary school.
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