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PREFATORY NOTE 

This report deals with a reference which was given to the 
Committee in 1933. Its recommendations are far-reacbing, 
and their acceptance would involve substantial changes, not 
only in the public system of education in this country, but 
also in the administrative arrangements which govern it. 
To defer publication until the Board have reached a decision 
on the many issues raised would involve a delay in its pre
sentation to the public which would be unacceptable to the 
educational world, and which the Board themselves would 
regard as undesirable. ' • 

It will be understood therefore that in publishing the 
report forthwith, the Board must not be regarded as committed 
to acceptance of its conclusions and recommendations. But 
whatever decisions may ultimately be reached on these 
matters, it is abundantly clear that the report deals in a 
most comprehensive manner with a difficult and complex 
subject, and in commending it to the careful cousideration of 
all those who, as teachers, administrators or members of the 
general public, are interested in the educational system, the 
·Board desire to acknowledge their great indebtedness to the 
Chairman and members of the Committee for their labours. 

M. G. HOLHES. 

171hNwnnbel',l938, 
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We began our consideration of the present Reference in 
October, 1933 after we had completed our Report on Infant 
and Nursery Schools. 

The Full Committee sat on 74 days between October, 1933, 
and September, 1938, and exanrined 150 witnesses. In 
addition Sub-Committees appointed to consider various 
aspects of the reference from the Board sat on 36 days and 
examined 22 witnesses. The names of these witnesses are 
given in Appendix I.A. 

In March, 1935, the Consultative Committee appointed a 
Curriculum Sub-Committee to explore thoroughly the content, 
significance, and interrelation of the various subjects and 
activities of the traditional curriculum for Grammar Schools. 
This Sub-Committee, which consisted of 12 members of the 
full Committee, with the Master of Corpus as Chairman and 

• Dr. R. F. Young as Secretary, was vested with power, subject 
to the approval of the President of the Board of Education, 
to CO:Opt members from outside.(') In this way, it was 
fortunate enough to secure the services of Mr. John Bell, 
High Master of St. Paul's School and now Head Master of 
Cheltenham College, Miss I. Ill. Drummond, Head Mistress of 
the North London Collegiate School, Professor Sir Percy Nunn 
and Mr. J. Clement Platt, Head Master of Chadderton Grammar 
School, who placed at its disposal their wide knowledge and 
sound judgment in the preparation of Chapters IV, and VI 
of the Report dealing with the curriculum for Grammar 
Schools. To Sir Percy Nunn we are specially indebted for a 
valuable memorandum on the principles of the curriculum, 
which was of great use in the preparation of Chapter IV. This 
Curriculum Sub-Committee sat on 25 days between .March, 
1935 and June, 1938. 

In February, 1936, the Committee appointed a Drafting 
Sub-Committee consisting of seven of its members, with the 
.Master of Corpus as Chairman and Dr. R. F. Young as 
Secretary. This Drafting Sub-Committee met on 28 occasions 
between March, 1936 and October, 1938. 

We take this opportunity of thanking our witnesses for 
the valuable evidence which they put before us, and also those 
other organisations and persons (whose names will be found 
in Appendix I.B.) who were good enough to furnish us with 
memoranda, statistics and other data bearing on our Inquiry. 

('l UDder Clau• 5 f•;i) of tbe Onler in Council of 2ll july, 19:!0, 
ncoaot\tutu>C tbe Coasultat>w Commi-

• 
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We desire to thank Professor H. A. H~. Professor 
Winifred Cullis, and Professor ·Cyril Burt, who furnished us 
with memoranda on the physical and the mental development 
of boys and girls between the ages of eleven and sixteen, 
which form the basis of Chapter III of our Report. We are 
further indebted to Professor Burt for his memorandum on 
the history of the faculty psychology, written at the request 
of the Secretary, which is printed as Appendix IV. 

We desire to thank Professor I. L. Kandel for his memorandum 
on the secondary school curriculum, printed as Appendix III ; 
Professor H. R. Hamley for his memorandum on the cognitive 
aspects of transfer of training, printed as Appendix V ; and 
Professor F. Clarke for his memorandum on some influences 
affecting secondary curricula in the ll.ominions, printed as 
Appendix VI. 

We desire also to express our thanks to the Secretary of the 
Committee, Dr. R. F. Young, and to Mr. R. J. Telling and 
Mr.· W. H. 'Newell who in succession acted as Assistant 
Secretary. We owe much to their unremitting efiorts, to their 
efficiency and to their patience. : 

To Dr. Young we owe a further and a very special debt. In 
almost every chapter our Report has gained much froni his 
wide knowledge of educational history and systems. This is 
necessarily the case to a special degree in the Historical · 
Chapter, and we wish to place· ,on record that this important 
chapter is almost entirely his work. 

We cannot end without recording our sense of the 1-
which the Committee hlls 'Sustained during the preparation of . 
this Report. Sir Henry Hadow, who had been Chairman of 
the Committee since its reconstitution after the War in 1920, 
resigned in January, 1934, oWing to failing health. He had 
taken a leading part in the preparation of six Reports prepared 
by the Committee between 1920 and 1933. It is difficult to 
find words to express adequately the deep debt of the Committee 
to this distinguished scholar who presided with such distinction 
over their deliberations for fourteen years. In December, 1934, 
Miss E. R. Conway died and in June, 1937, Sir Edwyn 
Hoskyns. Miss Conway had been a member of this Committee 
since 1920, and had taken a prominent part in the preparation 
of several of our Reports, particularly those on The Primary 
School {1931) and on Infant and Nursery Schools {1933). 
Sir Edwyn Hoskyns was very specially interested in the 
problems concerned with the teaching of Scripture, and the 
ideas and constructive suggestions incorporated in Chapter V 
of the present report are largely•.iue to him. 
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INTRODUCTION 

The general purpose of this Introduction is to indicate 
briefly the nature of our principal recommendations, the inter
relations of these recommendations, and some of the most 
important considerations which we have had in mind. We 
believe that a preliminary sketch of this character will be of 
assistance to those who read our Report. For convenience of 
reference the Introduction is divided into six sections. In 
section I we explain the relationship of the present Report 
to our Report on The Educatioff of the Adokscenl {1926), and 
the nomenclature we employ in describing secondary schools. 
We also deal with recent proposals to establish multilateral 
schools, which raise questions antecedent to any consideration 
of grammar school education. In Section II we deal with the 
problems of the grammar school curriculum. In Section III 
we deal with vocational and quasi-vocational schools, and our 
recommendation that there should be a new type of secondary 
school, to be called Technical High Schools. In Section IV 
we discuss the interrelation of secondary schools and especially 
of Grammar Schools and Modern Schools ; the allocation of 
children between these schools ; and the extent of the 
provision which ought to be made for grammar school education. 
In Section V we continue this discussion in its special bearing 
on the later transfer of pupils, and on the necessity for parity 
of status among secondary schools ; and we indicate a number 
of important administrative recommendations which are 
involved in our proposals. In Section VI we make some ob
servations about " Education for Citizenship " which were 
of too general a character to fit easily into the Report itself. 

I. Tit. r~ of l1ois ReporliD the Report 011 Tit. EducatimJ of 
the AdoksMd {1926): N~•: M..Uil4/eral Scloool$ 

TIIis Report is the third of a series in which we develop the 
theme of our Report on Tit. EllMCIAtiOII oftM AdolesceW {1926). 
In that Report we visualised the education of the boy or girl as 
a continuous process, but conceived it as developing through 
two successive periods to which we gave the names of 
" primary " and " secondary " ; and we laid down the broad 
lines for a new advance in \}le general scope of our national 
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system of education. In onr Reports on TIN Primary ScAool 
(1931) and on lnftml 11114 Ntwsery Schools (1933), we dealt with 
the special problems and opportunities of seH-contained 
schools for children in the primary period of education which 
ends at the age of 11+. We now return to the education of 
boys and girls in the secondary period which begins at that age. 

In onr Report on TIN Etluutim< of the .A.tlolest:elfl, we re
commended that education after the age of 11 should be 
known by the general name of sectmtlaly etluutilm, and that 
the two types of school which are mainly concerned with this 
secondary stage should be designated • Grammar Schools • 
and • Modem Schools •. • Grammar Sc.hools • we described 
as schools of the more academic type which are at present 
conducted under the Board of Education Regvlalimv for 
Se&Oiftlary Schools. In this category we include also those 
schools which are recognised by the Board of Education as 
efficient Secondary Schools (Board of Education, List 60, 
Part 1). We gave the name of • Modem Schools • to what are 
called • Senior Schools •• This term is. at present used by the 
Board of Education to designate both • non~ective Central 
Schools • and also • selecti"!' Central Schools •. Both these types 
of school are at present conducted under the Cotle of IagtJatiotss 
for Ptlblie EleMentary Schools. In the present Report we adhere 
whenever possible('} to the terminology employed in onr. 
Report on TIN Etlfi&IIJUm of the .A.tlolest:elfl, and for the reasons 
stated in that Report we nrge its general adoption.(') • 

In addition to Grammar Schools and Modem Schools, 
there are other schools of a vocational or quasi-vocational · 
type in which adolescent pl}pils are educated, and which 
onr former Report (p. 79) recognised as giving post-primary 
educaqon. That Report, however, left the position of these 
schools in the system of secondary education to be settled 
in the light of a wider experience than was then available. 
Nor did that Report deal explicitly with the particular 
problems which arise in Grammar Schools, including that 
of the curriculum suitable for the many pupils in these schools 
who leave about the age of 16. It is to these two questions. 
the organisation and interrelation of schools, other than those 
administered under the Elementary Code, which provide 

(') Chapte< D is aa ez<eptioa. The I<8Sl>l1 is tmplaiDed in a DOle 
prefixed to tbat chaptw Oil p. rrl. 

P) cf. Tu E4•••""" of 1M A.llohs""' (1926}. pp. 93-& 
0 
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education for pupils beyond the age of 11 +. and the framework 
and content of the education given in these schools up to the 
age of 16, that our reference has directed our attention. It 
will be noted that it specifically excludes Modern Schools 
from our consideration. We have, however, found it im
possible to discuss the problems with which we are imme
diately concerned without some reference to post-primary 
schools which are at present administered under the Elemen
tary Code. Reform in any type of school inevitably raises 
problems in relation to every other type of school which 
affords an alternative education to that in question. The 
better adapted any school becomes to deal with particular 
types of pupils, the more important it becomes that in fact 
the school should be dealing with such pupils and not with 
children admitted for reasons other than the kind of education 
which it provides. 

We shall deal later in this Introduction and more fully in the 
Report-itself (Chapter IX) with the conclusions which appear 
to us to follow from these considerations. We refer to them 
here in order to guard against an initial misunderstanding. 
We are of opinion that the schools which are directly covered 
by our reference should retain a special character and must 
retain a special importance. It does not follow that they 
should enjoy specially favourable conditions : on the contrary, 
we consider that the existence of different conditions, except 
in s0 far as they are justified by differences of curriculum, 
is open to grave objection. 

Before reaching the conclusion that these schools must 
remain a separate type of school, we considered carefully 
the possibility of multilamal sc/wols.(') The special charac
teristics of this type of school are the provision of a good 
general education for two or three years for all pupils over 
11 + in a given area, and the organisation of four or five 
'streams', so that the pupils at the age of 13 or 14 years 
may follow courses that are suited to their individual needs 
and capacity. There would be a common core in these several 
courses, but they would differ in the time and emphasis given 

( 1) We uoe the term • multilatenol • to describe a school which, by 
means of aeparate • streams,' would provide for all types of socondary 
education, with the exc..optioo of that provided by junior Teclmical 
Schools in oo far as th- depend on th01r asoociatioa with a Tochnigl 
Collese and the equipmeot there available. 

• 
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to certain groups of subjects. There would. for example, 
be a literary and linguistic cour&e ; a mathematical and 
scientific course ; and other courses in which the pupils 
would devote more time to subjects leading on to technological 
studies, to commercial studies or to practical or artistic pursuits. 
In this way the ordinary grammar school courses would, 
it is maintained, be fully provided for, and separate Grammar 
Schools would not be necessary. The policy of substituting 
such multilateral schools for Grammar Schools, for Modem 
(Senior) Schools, and, to some extent, for Junior Technical 
Schools, has recently been advocated and has received con
siderable support. It is a policy which is very attractive : 
it would secure in the first place the close association, to their 
mutual advantage, of pupils of more varied ability, and with 
more varied interests and objectives, than are normally found 
in a school of any one type. Further, pupils could be trans
ferred from an academic to a less academic curricnlum without 
change of school. But in spite of these advantages we bave 
reluctantly decided tbat we could not advocate as a general 
policy the substitution of such multilateral schools for 
separate schools of the existing types. 

The reasons which ~hed with us in favour of the existing 
system are as follows :-

(i) In order to secure a satisfactory number of pupils 
in each • stream '·in a multilateral school, the size 
of the school would bave to be very considerable, 
say 800 or possibly larger, and we believe tbat the 
majority of pupils gain more from being in small~ 
schools. 

(ii) There is general agreement tbat ·much of what is 
most valuable in the grammar school tradition 
depends on the existence of a Sixth Form. But a 
Sixth Form can only play its traditional part in the 
life of a school if it contains a reasonably high 
proportion of the pupils in the school. This could 
scan:ely be the case if only half the pupils, or 
probably less, were on the grammar school • side • 
and were with comparatively few exceptions the 
only recruits for a Sixth Form. It is in general 
difficult enough to secure adequate Sixth Forms 
in ordinary Grammar Schools as a result of the 
large proportion of pupils who leave before or 
about the age of 16. 
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(iii) Even where geographical and other conditions admit 
of relatively large schools there is much to be said 
for their being wholly of the grammar school type. 
This is so, in view of the importance of having 
large Sixth Forms which render economically 
possible a considerable variety of Sixth Form 
courses. 

(iv)We attach· great importance to the steady evolution 
of the curriculum and methods of teaching in Modem 
Schools, and equal importance to carrying further 
certain reforms in the curriculum of Grammar 
Schools with which this Report will be concerned. 
We believe that it would be very difficult, if multi
lateral schools became common, even in certain 
areas, to find Heads who would be as competent 
to control and inspire both developments as to 
control and inspire ontJ or otheY ; and we cannot 
accept the view that the inlluence of Heads of 
' sides ' can be a complete substitute for the 
influence of a Head Master or Head Mistress. There 
is, moreover, the risk that if a ' Grammar ' and 
' Modern ' curriculum existed in the same school 
the former might, as a result of its long established 
prestige, exert an excessive inlluence on the latter. 
We are therefore of opinion that it is in general 
best for Grammar Schools and Modern Schools 
to exist and develop independently. 

(v) The special value of Junior Technical Schools depends 
in our opinion on their contact with the staff and 
the equipment of a Technical College. In conse
quence special • courses ' in multilateral schools 
would not be a satisfactory substitute for Junior 
Technical Schools. This view would probably 
be accepted by the majority even of those who 
would wish to substitute multilateral schools for 
Grammar and Modem Schools. 

Any general policy of establishing multilateral schools 
would now be very expensive, and it would be justified, more 
especially in view of the • Hadow reorganisation •, only if it 
were clear that a substantial balance of advantage would 
result. For the reasons given above we do not think this 
would be the case, and we cannot therefore recommend the 
general creation of multilateral schools, even as the goal of a 
long range policy. 
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We- are, however, of opuuon that some measure of 
experiment with multilateral schools may be desirable, 
especially in new areas ; and also that there is one set of 
circwnstances in which multilateral schools ought almost 
certainly to be provided. These circumstances arise in 
districts where the Grammar School is too small either to 
give an adequate school life or to combine reasonable economy 
with the provision of an adequate staff. Some experiments 
have already been made, and others have been contemplated. 
It is important that administrative and other difficulties 
which stand in their way should be removed without delay. 
What modifications would be necessary in existing regulations 
is discussed in Chapter IX. 

II. Problems of tlte Grammar Sc/wol Curricfllum 

The development of the grammar school curriculum is 
traced in Chapter I of our Report. A careful study of the 
present position has led us to the belief that the existing 
arrangements for the whole-time edu~tion of boys and girls 
above the age of 11+ in England and Wales have ceased to 
correspond with the actu~ structure of modern society and 
with the economic facts of the situation. The grammar 
school curriculum is still largely planned in the interest of 
pupils who intend to proc!!ed to a University, although. 
85 per cent. of the pupils de not remain at school beyond 
the age of 16. The Grammar School must obviously safeguard 
the interests of those pupils who are going on to a Sixth Form 
and perhaps to a Uruveisity, but it must also safeguard the 
interests of those who leave about the age of 16. In their 
case, courses of study whose essential value is that they are a 
foundation for further study at a later age are clearly unsuit
able, and efforts are already being made to improve the position 
in this respect. 

An obvious example of such an attempt is afforded by the 
provision of courses (and papers in the School Certificate) in 
General Science as alternatives to courses in particular sciences. 
These courses in General Science aim at relating science to 
everyday life and explaining its general principles and laws 
in a more popular manner than is possible in the early stages 
of a systematic study of any particular science. It appears 
probable that in those parts of the syllabus which deal with 
the older subjects in the curriculum (i.e., Physics and Chemistry) 
• General Science ' has even now_ not moved far enough away 
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from the syllabuses of the particular sciences ; and they should 
include popular accounts of relatively advanced work. 

In the interests of the large numbers of pupils who will 
leave school at, or shortly after, the age of 16, we regard it as 
one among a number of essential conditions that the courses of 
instruction up to that age should be in some sense complete 
in themselves, i.e., should not consist to any considerable 
extent in courses which have their main value only if formal 
education in the subjects in question is carried further. Nor 
do we consider that this need or should prejudice the interests 
of those pupils who continue an academic education at school 
or elsewhere and go ultimately to a University. It is important 
that in the last year, possibly in the last two years, before the 
School Certificate is taken, such pupils should have had instruc
tion in the subject or subjects in which they will later speciaHse, 
of such a character as to lay the necessary foundations for 
their Sixth Form work ; and in our Report we indicate how 
in our judgment this can be secured. In subjects other than 
those in which these pupils later specialise, their needs are, 
however, very similar to the needs of those who leave at 16. 

, They also, save to a very limited extent, will not be pursuing 
the formal study of these other subjects. What is needed is, 
here also, such a treatment of subjects as will give some 
knowledge of their content, and arouse interest. 

Further, the governing principle adopted in our Reports 
on Tlwl Primtn;~ School and on l1tjatll arul Nursery 
Schools is in our opinion equally applicable here, whether 
pupils leave school at 16 or remain after that age. The prime 
duty of the secondary school is to provide for the needs of 
children who are entering and passing through the stage of 
adolescence ; and it is useless, if not harmful, to try to inculcate 
ideas, however valuable they may be at a later stage of growth, 
which have at the time no bearing on a child's natural activities 
of mind and body, and do nothing to guide his experience. 
A further consideration appears to us to be of great importance. 
The traditional grammar school curriculum is still coloured 
by obsolete doctrines of the faculties and of formal training; 
and the endeavour to teach a wide range of subjects to the 
same high level to all pupils has led to the overcrowding of 
the time-table. We are convinced that this burden must be 
lightened, and that from the age of 13+, or as soon as special 
interests or aptitudes become e\ident, a pupil should con
centrate on a smaller range of subjects, so long as these 
include Englisb. a language. and Science or Mathematics. 

~ 
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With these reservations, we see no reason to recommend 
any revolutionary change in the subjects and activities for 
which a Grammar School must offer facilities. Where we 
believe change is necessary to meet the conditions of modern 
life is in the emphasis to be laid on particular subjects and 
above all in the content of these subjects. We recognise that 
a curriculum, even for pupils up to the age of 16, gains greatly 
from being centred round some main core or branch of study. 
This used to be provided by the study of the Classics. We 
share the opinion that in modern conditions it should be 
secured in and through wbat are often described as the English 
subjects. By these we mean careful training in comprehension 
of what is read and in the expression of ideas both orally and 
in writing; History; Geography (which is however closely 
related also to the scientific subjects) ; English llterature; 
and Scripture. One of the gravest criticisms alike of Public 
School and of Grammar School education turns on failure to 
do all which might be done to educate the powers of compre
hension and composition. Both appear to us to require 
markedly greater attention, and in regard to the latter it 
appears to us that there is much to be iearnt from the methods 
of teaching employed in ~ranee. 

We welcome, and would wish to see extended, the tendency 
to pay greater attention than in the past to recent history.
We recognise the importance of knowledge of tbe classio 
periods of British history, and of some knowledge also of the 
histories of Greece and Rome. Without such knowledge it 
is impossible to und~tand our own institutions, or to appre
ciate our own literature.' But the importance of recent history, 
is enhanced for pupils under 16, since at that age the theoretical 
discussion of economic questions is difficult and inadvisable, 
and since the direct discussion of current political questions 
is often open to considerable objection. Recent political 
and economic history affords in consequence the best intro
duction to an interest in politics. Such history supplies 
necessary information, and, of even greater importance, can 
be so taught as to induce a balanced attitude which recognises 
different points of view and sees the good on each side. 

In regard to the study of English literature we are recom
mending that set books should not be prepared for examina
tion. We believe that the form of study which these involve 
does real harm to the growth of an interest in literature which 
ought rather specially to characterise a grammar school 
education. 
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In regard to Scripture we make in Chapter V certain 
recommendations which we regard as of great importance. 

Apart from the English subjects, we desire to see the study 
in all Grammar Schools of at least one foreign language ; but 
we recommend that the efforts of those pupils with relatively 
little linguistic ability should be concentrated on acquiring a 
capacity to read rather than to write the language in question. 
Of Science we have already spoken. We recommend that 
substantially less time than at present should be given to 
Mathematics, but we recommend that it should be taught to 
all, and so far as possible in such a way as to lead to the 
recognition that mathematics constitutes one of the main 
achievements of the human mind. We attach great importance 
to the further development of the tendency to give more time 
and attention to physical education, to the artistic subjects 
and to handicrafts. 

• Two further recommendations remain to be mentioned at 
this stage. We are anxious that in country Grammar Schools 
11. rural background and colour should be given to the teaching, 
especially in General Science. In the main body of country 
schools, we have primarily in view not vocational training for 
agriculture, but rather the restoration of what used to be more 
widespread characteristics of English life than they are today, 
appreciation and understanding of the countryside. On the 
other hand, we hope that local authorities will seriously 
undertake the provision, in a certain number of country 
Grammar Schools, of courses with a definite 'agricultural 
bias' which would afford from about the age of 15 a preliminary 
vocational training. 

In urban schools also, when it is possible to give satisfactorily 
a preliminary training of direct vocational value, we consider 
that a limited number of periods might with advantage be 
devoted to such training in the last year at school even in the 
case of those leaving at the age of 16. We have in mind three 
considerations : first, of course. the practical advantage to the 
pupil; secondly, the argument afforded for retaining the pupil 
at school during the year in question ; and, lastly, the gain 
from work which the pupil himself recognises as possessing 
value for the ne.xt stage of his life, since such work serves to 
hold and to stimulate his interest, and is likely to react 
favourably on all his work. 

Before leaving the important question of the curriculum of 
Grammar Schools, certain fu(ther remarks should be made. 



We recognise that our recommendations follow' lines which 
have already been widely suggested and along which experi• 
ments have already been made with marked success.. we· 
should indeed have made them with far greater hesitation had 
this not been so. On the other hand - believe it to be of 
vital importance to the future of education in this country, 
that reform along the lines - have indicated should be 
concerted, general, and far more radical than hitherto. We 
have in mind particularly the contrast be~ oonrses 
primarily designed to lay the foundation for further study and 
those which are suitable when further academic study is in 
fact improbable, the relief of the curriculum foe the individual 
pupil, and the teaching of English composition. Secondly, -
recogoise that to carry out these proposals is impracticable 
without further and drastic reform of the School Certificate 
E""mination. We believe that the changes which - recom
mend in Olapter vn present no insuperable difliculties ; in 
the main, they are changes which are already widely advocated 
On tlie other hand, - are of opinion that the existence of an 
examination taken at about the saiii!l age as at present is 
desirable, as stimulating and testing the wack alike of the 
schools and of individual pupils. 

lll. Voealitmal MUl ~ ~; T«<lflical Big& 
SciJools 

We tum now to those schools, other than Grammar Sch<iois, 
which are directly cowted by the terms of our reference, i.e., 
• Junior Technical Schools •. We think it necessary, however, · 
to draw an important distiBction. There are schools (e.g., 
schools of printing, dressfflaking. Iaunchywork. waiting) 
which prepare for single and definite vocations and to which. 
as - think, it is desirable to restrict the term fiOCIIliorul 
schools. There are other schools (e.g., many Junior Technical 
Schools, Junior Commercial Schools and Junior Att Depart
ments) each of which can prepare foe a considerable variety of 
vocations. Both classes of schools are doing valuable and 
important wack, and provide, in almost every case, not only 
for technical instruction bot for the continuation of general 
education. With regard to technical instmction - do not 
think that- can usefully oc properly make any reuunwenda
tions. With regard to tOO general education which is provided 
we desire to recommend here again that ample time should be 
given to English, along the !ip.es already indicated, and to 



recent history. In certain cases it appears important also 
that pupils should have opportunities for learning a modem 
language. 

The suggestion has been made by the three professional 
associations principally concerned (The Association of Tech
nical Institutions, and the Associations of Principals and of 
Assistants in such Institutions) that at least in certain of these 
schools recruitment should take place at 11+, i.e., at the same 
age as recruitment for Grammar Schools. After very full 
consideration we have reached definite conclusions on this 
issue. We consider that vocational schools, in the narrow 
sense, ought not to recruit before the age of 13 and with the 
raising of the ' school leaving age' we consider 14 to be 
preferable. We do not consider that pupils ought to make at 
at an earlier age a decision which goes far to commit them to 
a specific vocation. Secondly, although these schools provide 
jor a continuance of general education, this is necessarily not 
the primary interest of those responsible for such a school and 
still less of the pupils. We consider that a general education 
ought to be the primary concern until, at the most, two years 
before the normal age for leaving school. In the case of Junior 
Art Departments the first of these considerations does not 
apply in the same degree, in view of the general educational 
value of an art training. On the other hand as much art 
training as is necessary or desirable before the age of 13, if not 
befqre 14, can be given both in Grammar Schools and in 
Modem (Senior) Schools. Further, in all but the most 
exceptional cases the range and proportion of a pupil's special 
aptitudes are not so clear before say 131 as to justify transfer 
to a Junior Art Department. 

After careful consideration of the evidence, we have reached 
the conclusion, however, that those Junior Technical Schools 
which are based on the engineering and building industries, 
demand different treatment. They appear to us to be capable 
of developing, and indeed in a large degree already to have 
developed, a form of secondary education which ought to be 
regarded as an alternative to that of a Grammar School. 
We have accordingly decided to recommend the conversion 
of a number of these schools into Technical High Schools in 
every respect equal in status to Grammar Schools. These 
schools should provide a five-year course, from the age of 11 +. 
on the basis of the general selective examination at that age ; 
admission being determined {among those pupils who reach 
tho necessary standard in t.l>e examination) in accordance 
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with the wishes of the parents, with the accommodation I 
available, with the suitability of the boy as determined on the 
report of the Head of the primary school,'9.11d on the result of, 
an interview with the Head of the Technical High School. 1 

We recognise that in the majority of cases such boys are : 
likely to enter the engineering or building industries ; but our : 
tecommendation is based not only on the variety of openings 
these industries afford but also, and very largely, on the view 
that the education in question will best develop the abilities of 
pupils with certain interests and with the necessary aptitudes, 
and will be, in consequence, the best education for them, even 
if they do not eventually enter these industries. The 
engineering and other subjects, which will be studied in the 
last three years of the course, involve an intellectual discipline, 
which, though severe, is within the capacity of pupils between 
the ages of 13 and 16, and includes and depends on the appre
hension and application of a variety of related principles. 

So far as the evidence at present goes we are not convinced that 
the courses of study in Junior Commercial Schools and Home 
Training Schools have developed a similar discipline. Further, 
it is difficult to see how they could do so. Economics provides 
a body of principle5'which relate the problems of commerce; 
but Economics, carried sufficiently far to fulfil this purpose, 
is in our judgment beyond the grasp of pupils under the age 
of 16. The special courses iB Home Training SchoolS are also; ' 
and inevitably, lacking in any coherent range of underlying 
theory. The chemistry of cookery, for example, is far too 
complicated for tbe. pp.rpose. In consequence we do nQt 
recommend that Junior Commercial Schools and Home· 
Training Schools 'should be converted into Technical High 
Schools. We consider tbat a thild who desites to receive either 
type of training but who has the necessary ability to profit 
from a grammar school education, should go first to a Grammar 
School and should ouly proceed to a Technical Institution at 
the age of 16 or in exceptional cases at about 14. We wish 
to add that, though we consider that the teaching, in Grammar 
Schools, of Commercial Subjects and Domestic Science might 
usefully be extended, especially by means of Sixth Form 
courses, we are clear tbat in a considerable number of cases 
transfer may be desirable at 16 to a suitable Technical Institu
tion. We believe, however, tbat, while close relations should 
·be established between Grammar Schools and Technical High 
Schools, so that opportunity for transfer may be afiorded to 
those pupils whose later development makes it clear that they 



will be better suited by an alternative form of secondary 
education, such considerations do not apply to the transfer of 
pupils from Grammar Schools to vocational schools before 
sitting for the School Certificate. We think that the latter 
type of transfer should be exceptional. 

Two further points should be mentioned in order to make 
clear our proposals in regard to Technical High Schools. We 
feel that it will be desirable to introduce some form of school 
leaving certificate for pupils in Technical High Schools, not 
only as evidence of their status, but also as providing a record 
of attainment. At the same time we have been impressed by 
the conviction of all witnesses representing Junior Technical 
Schools that their freedom from external examinations has 
been a vital factor in their success. In consequence we would 
not seek to impose any system of external examinations on 
Technical High Schools, and recommend that a form of 
.c::hool leaving certificate be established which shall be 
awarded on the result of internal examinations conducted by 
each "technical High School under conditions of assessment 
approved by the Board of Education, who would endorse the 
certificates. 

Secondly, we realise that there would probably be some boys 
in these Technical High Schools who would desire to defer 
their entry into industry till an age later than that of 16. Such 
boys could either remain in these schools or proceed, as at 
present, either to a higher technical course, which may in 
many instances be provided within the Technical College in 
or near which the Technical High School may be housed, or 
to a University or University College. We have decided to 
recommend that the upper age limit in the Technical High 
Schools should in general be 16+. We reached this conclusion 
only after cousiderahle deliberation. The immensely im
portant part played by Sixth Forms in Grammar Schools 
pointed in another direction. On the other hand we became 
convinced that in Technical High Schools boys will be matured, 
as they have been in Junior Technical Schools, not so much 
(although even here this is a substantial factor) through 
self-government in the school, as through being taught by 
men who are normally teaching adults and whose methods 
of teaching and control have, in consequence, a special 
character, and more generally through forming part of an 
institution which is largely concerned with adults. We reached 
the view that, while different, the process was no less effective, 
and in consequence we do not consider that a higher age limit 
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than 16 is necessary or, in general, desirable. We are, 
howevet, disposed to think that a few of these schools may in 
course of time develop the equivalent to a • Sixth Form ', 
which would contain the boys referred to at the beginning of 
this paragraph. 

Whilst we do not recommend that every Junior Technical 
School should as a matter of course be converted into a 
Technical High School, we do consider that a generous 
provision of such Technical High Schools should be made, by 
the conversion of existing schools and the establishment of new 
schools. The special educational value and character of 
these schools depend, however, on their employment of the 
teaching staff, and their use of, the engineering plant 
and equipment, of a Technical College ; and, since such 
colleges cannot be provided in all types of area, we fully 
recognise that in a number of areas provision ought to be 
made in Grammar Schools, by means of • engineering sides ', 
for the pupils who in other conditions might go to Technical 
High Schools. We consider the making of such provision in 
these circumstances to be a matter· of great importance, 
but we consider also that success will depend both on 
adequate equipment and ·on employing teachers who have 
had a training in engineering which has included actual. . 
practical experience. 

IV.-IIIlerrdatiotJ of secotJdary schools of dijfere..t types, 
p~ly Gf.amm~U Schools atld Modern Schools:. 
the allocation of chilflren betllleen these schools : the 
extent of the prooision .Jor gram,_ school educajioft 

There remains the whole range of questions concerning the 
relation of education in schools of the grammar school type, 
and in the proposed Technical H'tgh Schools, with that in 
other schools. A conventional phrase describes the function 
of Grammar Schools as training children to work ' with their 
heads rather than with their hands '. That phrase indicates 
a real distinction, but it does not do so with any accuracy. 
It is open to the obvious criticism that it is essential to many 
vocations, and is desirable in all, that work with the hands 
should involve the use, and the conscious use, of intelligence. 
The phrase may be restated more aptly by contrasting work 
with the hands with work with tongue and pen. The Grammar 
Schools afford in general (although not for every child) the 
best training for professions which involve work with tongue 
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and pen; and, so far as they can be differentiated from other 
schools by reference to the vocational training they afford, 
they are differentiated by this as well as by the related fact 
that they prepare for the Universities. Nor is it improper, as 
is sometimes supposed, to differentiate the Grammar Schools 
by the vocational training which they give. From the first 
they were designed to give the preliminary training necessary 
for those who were to enter the learned professions. It was 
by a later development that the training which was given for 
this purpose, and more especially the training in the Classics, 
came to be regarded as having an independent and inherent 
value as a ' general liberal education '. But conditions have 
changed, and the vocational training given in Grammar Schools 
is now best secured by a greater concern than in the past with 
other subjects and especially with the English subjects. This 
change of emphasis is also necessary in changed conditions in 
order that they may better afford a 'liberal education ', this 
phrase being taken to mean such an education as will enable 
men and women to understand the world in which they live 
and to contrib•1te to the understanding of its problems. The 
history of Greece and Rome and the conceptions which they 
gave to the world retain immense importance for the proper 
understanding of the modem world ; but, save as these 
conceptions have been interpreted in the thought of later 
times or are embodied in existing institutions, they are less 
widely relevant than, for example, recent history, English 
literature, and some appreciation of the significance of modem 
science. Further, capacity to use and to understand accurately 
both English and, so far as possible, modem languages has 
become both the key to the most relevant literature and the 
most vital factor in the exchange of ideas. 

The situation has changed radically in another respect. 
Democracy is now challenged, and the duty of citizenship in a 
democracy renders it essential that all should be taught to 
understand and to think to the best of their ability. It is 
likely to remain true that in general those pupils who are most 
capable of being taught to think in abstract terms will best be 
taught to do so by a curriculum of a more academic and 
scientific character than is provided in Modem Schools. It is 
net.'Urdingly important that these children should receive a 
grammar school or a technical high school education. But it 
is equally important to give a modem school education to 
those children, including a fair proportion of children of 
marked ability, who will best pi'Ilfit from that type of education. 
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We are thus brought to the fundamental problems of the 
proper allocation of children as between schools of difierent 
types. 

We have deliberately made no attempt to discuss in -this 
Report the selective examination at the age of 11 + for 
Grammar_ (Secondary) Schools. That topic was dealt with at 
considerable length in Chapter VII of our Report on The 
Eilucatilm of the AtWescent (1926) and in Chapter X of our 
Repi>rt on The Primary School (1931). Moreover, a Com
mittee of Inspectors is at present considering various aspects 
of the examination, and it appeared to us that no useful 
purpose would be served, and that the preparation of the 
present Report would inevitably be del~yed, if we tried to 
cover the same gronnd. ' 

We desire, however, to make two observations on the 
bearing of our present Report on this examination. We 
believe that the examination is capable of selecting in ll high 
proportion of cases those pupils who quite certainly have so 
much intelligence and intelligence o.f such a character that 
without doubt they ought to receive a secondary education 
of the grammar school type, and also those pupils who quite 
certainly would not benefit from such an education ; and we 
believe that the examination will be so improved in the light 
of experience and as a result of the report of the Committee 
of Inspectors, as to increase the accuracy with which these 
two classes are delimited. We are recommending that choice 1 

for grammar school places as between pupils who fall into ; 
neither of these claSses should be by selection rather tbaq . 
by their relative place in an order determined by the examina
tion. We make this recommendation, as we explain, primarily 
for the reason that with these pupils the question as to which · 
will benefit most from and contribute most to a Grammar 
School will very often depend on qualities which no written 
examination can test ; but we make our recommendation the 
more readily since, even in regard to examinable capacities, 
an examination, however devised, is far less trustworthy as a 
means of placing in order of merit a middle group than in 
determining whether particular candidates are definitely 
above or are definitely below such a group. 

Secondly, we desire to emphasise that no method of . 
choice, whether by examination or by selection, can work 
satisfactorily if there is not an adequate supply of grammar 
school places ; and we are clear that the supply is not adequate 
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until there are enough places to secure a grammar schooi 
education for those pupils who, all things considered, wil 
benefit more from such a course than from other forms ol 
secondary education. 

Our recommendations regarding the amount of provision 
of grammar school education are based on this assumption. 
After an examination of the progress made in the building of 
new Grammar Schools and the enlargement of old ones during 
the past 30 years, we sought to arrive at a working standard 
by which local authorities might measure their provision, 
always with regard to what they judged to be the particular 
needs of their areas. The standard we have adopted is 
an annual admission of 15 per cent. of the ' secondary school 
age-group', i.e., the age-group ' 10 to 11 years', in the public 
elementary schools of the area. The number of children 
annually admitted from other than public elementary schools 
fo; whom additional provision is required, is equivalent 
on the average to a further 3 per cent. of the same age-group. 
The necessity for some such standard was borne in upon us 
by the fact that the existing percentage varies in England 

·from 4·2 to 26·4.(') So striking a disparity as was revealed 
by a ratio of 1 : 6 in the scale of provision did not appear 
to us to correspond with any conceivable differences in the 
abilities and interests of the children, in the character and 
traditions of the areas, in industrial conditions, or exc:'lr--~ 
the uses which had been made of Grammat · 'Xhools. In 
mentioning this standard, however, we have •-ealised that it 
might require considerable modification id some areas in 
order to conform to the governing princirJe to which we 
have already referred. 

'l.-Tttii<Sfa> of pupils Ill 1/w ag~ of 13+ Pllrily of sJaJus 
IIIMIIg UCOfltl.uy scJwols : tullfliiJislralilh 1«DDIImenda/iom 

All our witnesses insisted that a scl~ve examination at 
the early age of 11 + should not be a drSJYe factor in deter
IJlining a child's career. Not only i•there _need for some 
means of correcting initial errors in.~ dassi.lication of the 
children, but some means also of !e:'lding for those pupils 
whose later development makes it;ear that an alternative 
form of secondary education woul<?" bet~er fo~ them. We 
l:'ealived convincing evidence as to ~ous cm:umstances 
which may arise to render a ch":"Y tru. ool_desirable at a 
later age than ll +- We consid "'eelttal that there 

I') Ia w .... - 17•7 toss f""f'ODl 
(&a!O) 
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We are thus brought to the fundamental problems of the 
proper allocation of children as between schools of different 
types. 

We have deliberately made no attempt to discuss in ·this 1 
Report the selective examination at the age of 11 + for 
Grammar (Secondary) Schools. That topic was dealt with at 
considerable length in Chapter VII of our Report on The 
Education of the Adolescent (1926) and in Chapter X of our , 
Rep(>rt on The Primary School (1931). Moreover, a Com
mittee of Inspectors is at present considering various aspects 
of the examination, and it appeared to us that no useful 
purpose would be served, and that the preparation of the 
present Report would inevitably be del~yed, if we tried to 
cover the same ground. · 

We desire, however, to make two observations on the 
bearing of our present Report on this examination. We 
believe that the examination is capable of selecting in a high 
proportion of cases those pupils who quite certainly have so 
much intelligence and intelligence of such a character that 
without doubt they ought to receive a secondary education 
of the grammar school type, and also those pupils who quite 
certainly would not benefit from such an education ; and we 
believe that the examination will be so improved in the light 
of experience and as a result of the report of the Committee . 
. of Inspectors, as to increase the accuracy with which these 
two classeS are delimited. We are recommending that clloice 
for grammar school places as between pupils who fall into 
neither of these claSseS should be by selection rather than_ 
by their relative place in an "Order determined by the ewmina
tion. We make this recommendation, as we explain, primarily 
for the reason that with these pupils the question as to which • 
will benefit most from and contribute most to a Grammar 
School will very often depend on qualities which no written 
examination can test ; but we make our recommendation the 
more readily since, even in regard to examinable capacities, 
an examination, however devised, is far less trustworthy as a 
means of placing in order of merit a middle group than in 
determining whether particular candidates are definitely 
above or are definitely below such a group. 

Secondly, we desire to emphasise that no method of 
choice, wlulther by examination or by selection, can work 
satisfactorily if there i.s not an adequate supply of grammar 
5chool places : and we are cleu that the supply is not adequate 
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until there are enough places to secure a grammar schoo 
education for those pupils who, all things considered, wil 
benefit more from such a course than from other forms o 
secondary education. 

Our recommendations regarding the amount of provisiOI 
of grammar school education are based on this assumption 
After an examination of the progress made in the building o 
new Grammar Schools and the enlargement of old ones durin! 
the past 30 years, we sought to arrive at a working standarc 
by which local authorities might measure their provision 
always with regard to what they judged to be the particula1 
needs of their areas. The standard we have adopted i! 
an annual admission of 15 per cent. of the ' secondary schoo: 
age-group', i.e., the age-group ! 10 to 11 years', in the public 
elementary schools of the area. The number of childre~ 
annually admitted from other than public elementary school! 
for whom additional provision is required, is equivalen1 
on the average to a further 3 per cent. of the same age-group. 
The necessity for some such standard was borne in upon us 
by the fact that the existing percentage varies in England 
from 4•2 to 26·4.(') So striking a disparity as was revealed 
by a ratio of 1 : 6 in the scale of provision did not appear 
to us to correspond with any conceivable differences in the 
abilities and interests of the children, in the character and 
traditions of the areas, in industrial conditions, or eys~;I 
the uses which had been made of Grammar ,F::.Cli'ools I 
mentioning this standard, however, we have lteaJised that .~ 
might require considerable modification irt some areas .1' 

order to conform to the governing principle to which ~ 
have already referred. 

V.-Transfer of pupils allM ag6 of 13+ Parity of sta/us 
1JntOng serondary schools : administrati recomlllendalions 
All our witnesses insisted that a sel :ve eXllmination at 

the early age of 11 + should not be a SJve factor in deter 
rpining a child's career. Not only · tl•ere .need for som -
means of correcting initial errors i .e dassification of th: 
children, but some means also of ding for thase pupils 
whose later development makes · e~ that an alternative 
form of secondary education wo t.ter foe them. We 
received convincing evidence as to Vllrlous circumstances 
which may arise to render a ch~ t ool. desirable at a 
later age than 11 +· We conSJd ';-tial that there 

(') lD Waloolrom l7•7 toSS porp~~t 
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should be a regular review of the distribution of pupils as 
between different schools, preferably at about the age of 13. 
We do not recommend for tbis purpose a further examination ; 
we do recommend the requirement of returns from the heads 
of schools as to which pupils might, in their opinion, be bette1 
placed in other types of school; and we desire to see definite 
administrative machinery created for tbis purpose. 

An educational principle which we advocate on general 
grounds has an important bearing on the later transfer of 
pupils between those types of school which have an age range 
starting at 11 +, namely, that the courses of study in ~ 
schools between the ages of 11 and 13 should not differ till 
any marked extent. While we recognise that not all the 
pupils in a Modern School should study a foreign language, we 
consider that whenever possible a foreign language should be 
included in the curriculum of pupils who show academic 
ability, both because these pupils are most likely to gain 
educationally from this provision, and because it is in regard 
to them that the question of transfer is most likely to arise. 

It is important that the question of transfer should be 
determined simply by educational considerations. It is even 
more important that the original preference of parents as 
between a Grammar School and a Modern School should, be 
determined ~y such considerations. We recognise that in 

..ell~ '-+i~ soc!tl conditions vocations are determined ·not orily 
exr:.»eQI "'" ' t b famil · · t d tradi · d b ptitude IJ\5 u Y Y crrcurns ances an tion; an 
. Y :'a uen~ · ·wme pupils may be destined to work ' with 'f ~d pen • even when such natural aptitudes as ~ey 
~ngu point else ;there. 1'! certain cases, and while existiiig 

':~ conditions · remain, this may supply an argument in rCl ur of that cur riculum and those methods which in general 
:~ repare for l'!rk of the type in question, even in· cases 
w~er: a modern sch ool educati?n W_?uld be oth~~ desil;able. 
Again, for pupils vho combme mtelle~ ability WitJ;t a 

tical and especi lly a strong mecharucal bent, a Technical 
~h School will o ten provide a better alternative to J. 

g ar school edu~on than will a Modern School. But 
~convince<! that a;. number of pupils who enter Grammar 
~ools would have their intellectual interests and powers 

f thought better devel• ped by the education provided by 
~odern Schools. Mor tO'", by no means ~ who succeed in· 
commerce or indust · ?f the t~ ~hich ben~ts at all 

b · usly from . tuc and SClentific education ; and 
0~ ~00 . 
't · very prob· c1 anJi such men would have gamed 1 1S weare e 
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more from the curriculum of a Modern School, especially 
if, as might well have been the case, they were more attracted 
by such a curriculum and more industrious in pursuing it. 
On the one hand Grammar Schools are not really likely to 
supply so well the form of education which Modern Schools 
exist to supply and develop. On the other hand, the interests 
and energies of Grammar Schools ought not to be engaged, 
and their vacancies ought not to be occupied, in attempting 
to educate pupils who are not suited to the education which 
they exist to provide. 

At present parents are influenced in their preference between 
Grammar and Modern Schools not only by educational, 
including vocational, considerations, but by the greater 
prestige of Grammar Schools. · These schools have an ancient 
and great tradition. They retain a considerable proportion of 
their pupils to 17 or 18 years of age. Even more important is 
the fact that, since most other aptitudes are more often 
associated with academic ability than with its absence, the 
average general intelligence of the pupils in Grammar Schools 
is likely to be higher than that of the pupils in Modern Schools. 
Intelligence of this sort is not, however, the only or the most 
important tiling in life nor is it regarded as such by most 
persons; and, other things being equal, it should not be an 
insuperable task to persuade parents to prefer for their children 
another form of education if in fact they were likely to gain 
more from this. 

Unfortunately, in present circumstances other things are 
not equal. Grammar Schools and Modem Schools are ad
ministered under different Codes and often by different 
Authorities. They have different salary scales, and the 
required conditions of building and equipment and size of 
classes show differences which are not merely such as are 
involved in differences of curriculum. These differences, taken 
as a whole, are such as to give the impression that the Grammar 
School is necessarily better than the Modern School. 

For these reasons, we consider it of great importance that 
everything possible should be done to secure parity of status 
for Grammar Schools, Teclmical High Schools, and Modern 
Schools. This means in effect that the muUilateral id&:&. 
although it may not be e>."Jlressed by means of multilateral 
schools(1), must be inherent in any truly national system of 

( 1) Soopp. ~and pp. 291-4 • 
• •• 



secondary education. Consequently, in Cbapter IX. we bave 
re-aflinned, and revised in the light of later experience. 
certain administrative principles which were implicit in our 
earlier Report on 1M Etlt«::lliall of 1M .d.tlolesunrl (1926). We 
:recommend that the thRe types of school mentioned above 
should be amdncted under a new Code of Regulations for 
Secondary Schools, and we have examined certain admini
sbative oonsequew:es of this proposal.(') We m ••llll!fflld the 
adoption of similar standards for the size of cia , and for the 
planning and a ••amt of school brnldings, save in so far as 
differences of cnrricnlmn justify difl'erent requirements. We 
IPmgnise also the desiiability of a uniform minimum leaving
age for all secondary schools. Another measure which we 
consider of vital concern to the attainment of parity of schools 
is the framing of Establishments of Teaching Posts. in order 
that a teacher's remuneration sball not be so dependent as it 
is at present upon the particnlar type of school in which he is 
working : we hope to see posts on the ' higher • scale of salary, 
the present ' secondary ' scale, available in all schools, 
although not in the same p10p01 tion. · 

We attach great im~ to all these recommendations. 
We believe that no satisfactOIY solntion can be seemed for the 
educational problems of the country until they are carried ont. 
How quickly this conld be dqne is not for us to say •. We f..ii 
bound, however, to make clear that in our judgment such" 
reforms as we have indicated, and any legislation necessary to 
secure these, are essential to the fotnre well-being of education, 
and we recommend tliaf action shonld be taken with the least 
possible delay. 

It will be noticed that so far we have said nothing about one 
great difference between Grammar Schools and Modem Schools, 
namely, the fact that fees are chaJged in the fonner bot not in 
the latter. We hold that the amditions which apply to 
Modern Schools shonld be extended to Grammar Schools and 
Technical High Schools as soon as the national finances pennit. 
But, provided there is an adequate supply of Special Places 
and a generous scale for remission of fees, we do not consider 
that this difference is as important in its effect on parity of 
status as might have been expected. Meanwhile we consider 
that, for an independent reason, the special place system 

(') Tbeso have - jndqdrd oae 111atter wbich is of vital impootaDal 
in both amtral ODd local administratioa, vi&.. tbe t. 1 • ate iar 
clilfenm types of ~ scbooL It is es.eatiaJ. in oar opiDioa. that 
iDspectic>a .-Jcl be !OJfljcjentiy _.-.- to - tbe -
deodo,....- of tbe clilrelat typos.e 
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requires reform. Where the cost of education in a school is 
being reduced for all parents by substantial grants from public 
funds, it is obviously desirable that the children whose 
parents are thus assisted should be the children who will most 
benefit from the schooling in question. We therefore 
recommend that the system known as ' 100 per cent. Special 
Places ' should be generally adopted in regard to such schools. 
We are conscious, however, that if this were done otherwise 
than gradually, or without certain further provisions, notably 
as to the method of selection, or even if this policy was 
adopted immediately or without further consideration in 
regard to certain classes of schools, the result might well be to 
level down rather than, as we wish, to level up the reputation 
of schools. In consequence, in Chapter IX we recommend the 
adoption of the ' 100 per cent. special place' system; but we 
do so subject to the adoption of certain other recommendations 
designed to afford safeguards against this danger.(1) 

VI. Education for Cit '-ship 
In speaking of the importance of recent history we have 

already referred to ' education for citizenship '. When we 
said at the beginning of this Introduction that we proposed 
to deal briefly with the problem which it presents we bad 
in mind more than this. The importance of the problem has 
been emphasised in recent years from many quarters. It is 
scarcely possible to exaggerate that importance, and it is 
not too much to say that all teaching should contribute to this 
end. On the extent to which the youth of this country can 
be fitted to fulfil later their duties, and to take advantage 
of their opportunities, as citizens of a democratic State may 
well turn the whole future of democracy, and that not only 
in this island. It is impossible to deal here with all the problems 
involved in supplying suitable training, the more so since 
we are here primarily concerned with those who leave school 
at 16, and since few things are more certain than that study 
of the issues involved in national and international politics 
must in the main come at a later age and be continued through
out life. On the other hand we believe that valuable founda
tions for this can be laid before the age of 16. 

We do not underestimate the value of imparting to pupils, 
even those under 16, information about national and inter
national affairs and, not least. about local government. We 

(') We ralise that the exteDsioD. of the special place system raises the 
question of u - of the~ of mainteo&Dce alloW&Ilces. 



recognise the excellent use which bas been made by certain 
teachers of cour.;es of • civics •. But, as we indicated when 
emphasising the importance of teaching recent history, we 
believe that in geoeral this information can best be imparted 
to pupils under the age of 16 in the course of such teaching, 
and as arising from it. Further, what is most important is 
incnlcating a habit of mind. This may be done by emphasising 
the serious charactel- of the sncial and other problems which 
have to be twed, and at the same time by insisting that, 
while there is need for enthusiasm in canses which are felt 
to be vital. there is need also for study and judgment, so that 
not only the reality of political differences but the measnre 
of common ground may be folly reoognised. All this, in our 
judgment, is best secured in and through the teaching of 
history provided always that this is so given as to bring out 
the geoeral necessity of these qualities and not merely their 
desirability or value in certain circmnstanoes in the past. 

Further, History is not the only subject which can be made 
the vehicle of teaching which is valuable for this pwpose. It 
does not follow that, because people ·have learnt to apply 
logical processes in mathematics, they will think logically about 
politics, nor that, because· they have learnt to verify facts, 
and to try to check theories by facts, in the physical sciences, 
they will realise automatically the desirability of ~ 
procedure in other fields. On· the other band such • l:rlmsfers • • 
can be made at the least far more probable if in teaching. say, 
mathematics a real effort is made to bring out the signi1icai.c:e 
of logical argument anli to emphasise the desirability of such 
argument whenever possible. and if in teaching scienoe the . 
scientific method is expmmd'!'i as a method which ought to 
be employed in other fi.elds. By such means we can do some
thing to counteract the excessive influenoe of emotiooal 
interests and inln"bitious in the consideration of matters 
with which men are deeply conoemed. 

It is obvious that education for cifuensbip along these 
lines depends at every point on conscious effort by teachers 
to use their opportunities. Success will, however, inevitably 
depend even more on the unconscious influenoe of example 
than on the most skilful use of opportunities. It is not possible 
to exaggerate the debt in this c:onnexion which may be· owed 
to a teacher by boys and girls who in their last yean; at school 
have come under the influenoe of someone who is able to 
combine with clear political opinions both wide sympathies 
and the habit of dispassionate criticism of political aeeds. • 
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London County Council. ' 
Col. E. P. Le Breton, Chairman o1 the Dorset Education Committee. 
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Mr. J. B. Evans, O.B.E., J.P., Director of Education for Flintshire. 
Mr. P. D. Innes, C.B.E., D.Sc., Chief Education Officer fo~ 

Binningham. 
Mrs. E. M. Lowe, J.P., late Chairman of the London County Council 

Education Committee. ' 
Mr. E. M. Rich, Education Officer, London County Council. 
Mr. J. P. Sargent, Director of Education for Essex. 
Mr. H. M. Spink, M.C., Director of Education for Northumberland. 
Mr. T. Walling, Director of Education for Newcastle--upon-Tyne. 

(iii) Aasociatio!ll representing Members and Officials ol Local 
Education Authoriliel, 

Association of Directors and Secretaries for Education :-
Mr. C. F. Matt, late President of the Association, and Director qf 

Education for Liverpool. ' 
Mr. J. E. Smart, M.C., Ph.D., late Vice-President of the Association, 

and Director of Education for Acton. 
Sir Percy Mesdon, C.B.E., Director of Education for Lancashire. 
Mr. J. P. Sargent, Director of Education for Essex. 
Mr. J'. H. Toyne, Hon. Secretary of the Association, and Education 

Officer for Brighton. 

Association of Education Committees :-
Sir Percy Meadon, C.B.E., Director of Education for Lancashire. 
Mr. J. E. Smart, M.C., Ph.D., Director of Education for Acton. 
Mr. T. Walling, Dixector of Education for Newca.stle-upon-Tyne. 

Assoclation of Municipal Corporations :-
Councillor R. H. Hume, Chairman of the Education Committee of the 

·Association. 
Mr. T. Boyce, Director of Education for Bradford. 
Mr. P. D. Innes, C.B.E., D.Sc., Chief Education Officer for 

Birmingham. 

County Councils Association:-
Mr. E. Salter Davies, C.B.E., late Director of Education for Kent. 
Sir Percy Mt.adon, C.B.E., Director of Education for Lancashire. 
Mr. R. N. Annfelt, Secretary of Education for Devon. 

Federation of Education Committees (Wales and Monmouthshire) :-
Mr. J. B. Evans. O.B.E., J.P., Director of Education for Flintshire. 
Mr. W. E. Evans, Director of Education for Brecknockshire. 
Mr. D. T. Jones, Director of Education for Pembrokeshire. 
Mr. F. E. Reee, Director of Education for Glamorgan. 

National Association of Inspectors of Schools and Educational 
Orguiaon :--

Mr. L. Brooks, Divisional Inspector under the London County 
CounciL 

Mr. B. Ingmm. Divisional Inspector nnder the London County 
Council. 

Mr. G. H. Leelie, District Inspector under the London County Council. 
Mr. G. Lilley, Divisional Inspector under the Lond01t County Council. 

(<511111 ()0 
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frv) Organi•tiems 18Plt6df'ting !feeebf"'L 

Association of Asistant J.fistresses in Sec<mda'Y Schools >-
Miss M. S. Ownberlain. Grey Coat Hospital School, London. 
Miss F. M. Fmrest. EDfield County School for Girls, Midcllesez. 
Miss H. D. Pea18oo. Newlaud High School, ~n-upon-Hall.. 

Association of Head J.fistresses :-
Miss L M. Drummond. O.B.E., Head Mistress of the North London 

Collegiate SchooL 
Miss E. R. Gwatkin. Head Mistress of the Streatham Hill and Brixton 

High School for Girls, London. 
Miss D. E. de Zoucbe. Head Mistress of the Wolverhamplioll Girls' 

High SchooL 

Association of Principals of Teclmicat Institutes :-
Jofr. J. H. Everett, Principal of Leeds College of Technology. 
Mr. D. Humphrey, ~of Education. Regent Street Polytechnic. 

London. 

Association of Teachers in Teclmical Institutions :
Jofr. H. J. CDII. President of the Association. 
Mr. F. H. Reid. a-President of the Association. 
Mr. A. E. Evans. Bon. Secretary of the Associatio11. 
Mr. J. WICkham Kanay, Secretary of the Association. 

Association of Technical Institutions :-
Mr. R. G. Hosking. ~of J(essrs. 5. Russell aDd Soa, Eugm-,. 

Leicester; Cbairman of the Go"""""" of the Rugby College of 
Technology aDd Arts. • 

Mr. P. L Kitcbea, Principal of Rugby College of Technology and Arts. 
Alderman Wright Robin$01!. J.P., Cbairman of Governors, lli!anchBster 

Mtmic:ipal College of Technology. . 

• Headmasten( CoaferellOe ,...._ 

Mr. 5. 5. G. Leeson. Head Master of W"mchester College. late Head 
Master of Merchant Tay!OJS' SchooL 

Mr. G. C. Tomer, M.C., .Master of lllarlborough College. 

"Ibe Ipcorporated Association of Asistant lofasliem in s->nd•'Y 
Schools:-

Mr. P. E. Herrick, Sl:land School, London 
Mr. W. H. Jeokinson, Cenbal Seooodaty School for Boys, Sbe11ield 
Mr. A. J. T"""""' City of Oxford High School for Boya. 

"Ibe l'DI:mpOialed Association of Head Masters >-
Mr. F. R. H..-o. Jooes, Head .Master of Holloway School, London. 
Mr. W. J 1bamaa. late Head Master of the London County Council 

Haclmey Downs School, I -don. 
Mr. F. 5. Orme, Head Masw of Reipte Grammar 5chool, Suney. 
Mr. T. 1bamaa. D.Sc., Head Masw of Leeds Gl'&llliDal" School. 
Mr. L W. Taylor, Secretary 1D the Aaaoc:iati<m. 
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Joint Standing Committee of the Training College Association and the 
Council of Principals :-

Miss M. M. Allao, late Principal of Homerton Training College, 
Cambridge . 

.Mr. A. E. Dean, Principal of Goldsmiths' College Training Depart
ment, London . 

.Mr. E. R. Hamilton, Principal of Borough Road Training College, 
Middlesex. 

Miss C. Stewart, Principal of Lincoln Training College. 

London Association of Head Teachers of Central Schools :-
.Mr. J. H. Engledow, " The Lyulph Stanley " Boys' Central Council 

School, St. Pancras, London. 
Miss L. L. Kipps. Woolwich Girls' Central Council School, London • 
.Mr. H. Millward, The Fleet Central Council School, Hampstead, 

London. , 
.Mr. R. J. Shambrook, North Paddington Boys' Central Council 

School, London. 

National Association of Teachers in Selective Central Schools:-
.Mr. E. H. Axton, Commercial Department, Pendower Council School, 

Newcastle-upon-Tyne. 
Miss M. A. Button, Hastings Girls' Central Council School. 
Mr. H. J. Odell, The Bea1 Modem Council School, IHord, Essex. 
Mr. F. J. Williams, Longcar Central Council Schoo~ Barnsley. 

National Union of Teachers :-
Mr. J. W. H. Brown, President of the Union. 
.Mr. W. Merrick, Chairman of the Education Committee • 
.Mr. R. Hall, Vice-Chairman of the Education Committee • 
.Mr. W. H. Spikes, Member of the Advisory Committee for Higher 

.F.ducetiou. 
Sir Frederick Mander, General Secretary . 
.Mr. A. E. Henshall. Secretary to the Education Commi-. 

National Union of Women Teachers :
Miss C. Fisher, President of the Union. 
Miss E. R Crosby, Chairman of the Education Committee of the 

Union. 
Miss H. R Walmesley, Vice-Chairman of the Education Committee, 
Miss G. I. Cottell, Member of the Education Committee. 
Miss E. E. Froud, General Secretary. 

(v) Other Orpnisatioua. 

Association for Education in Citizenship :-
Sir Ernest Simon, Chairman of the Association • 
.Mrs. E. M. Hubback, Hon. Secretary of the Association. 

The British Association for Commercial and Industrial Education,__ 
Sir Francis Goodenough, Chairman of the Association. 
Mr. R W. F"'J!WWIOl, Hou. Tta.sww of the Associatiou and formerly 

Education Officer for Messrs. Cadbury Bros., Ltd. 
Mr. H. Rostro.., Education Officer for Messrs. Tootal Broadhurst Lee 

Co., Ltd., llfanchester. 
Mr. A. Abbott. C.B.E., Hoa.. Secretary of the ABK:iation. 
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Central Welsh Boa.Id (in respect of their general examinations) :-
. Alderman the Rev. W. Saunders, Chairman of the Executive Com

mittee of the Central Welsh Boa.Id. 
Mr. D. Vaughan Johnston, Chief Inspector of the Central Welsh 

Boa.Id. 
Mr. W. H. Robinson, Inspector of the Central Welsh Board. 

Central Welsh Boa.Id (in respect of their examinations in Scripture):
Rev. Griffith Roes, 

Incorpomted Association of Preparatory Schools :-
Mr. A. E. Lynam, Head Master of Dragon School, Oxford. 
Mr. J. E. Maitland, late Head Master of Banstead Hall School, Surrey. 
Mr. D. H. Wagner, Spencer House, Parkside, Wimbledon, Surrey. 
Mr. H. C. King, Seaetary of the Association • 

• Institute of Cbristian Education :-
Rev. Cenon Tissington Tatlow, D.D., Director of the Institute. 
llfiss E. A. Phillips, Hon. Executive Officer of the Institute. 

National Institute of Industrial Psychology:-
Mr. C. S. Myem, C.B.E., M.D., Sc.D., F.R.S., Principal of the 

Institute. 
Mr. A. Macrae, M.B., late Head of the Educational Department. 

New Education Fellowship :-
Mr. F. Clarke, Professor of Education and DiJector of the Institute 

of Education, Univemity of London. 
Mr. F. C. Happold, D.S.O., Head Master of Bishop Wordsworth'• , 

School, Salisbury. . • , 
Mr. W. T. R. Rawaon, J uint Organising Director of the Fellowship. 
Mr. R. H. Tawney, D.Litt., Professor of Economic Geugmp,hy, 

Univemity of London. 
llfiss M. W"JSe, Head Mis1re!s of Tbe Cambell Council School, Barking, 
~- . 

Oxford and Cambridge· Joint Board (in respect of their examinations in 
Scripture) :-

The Very Rev. S. C. Carpenter, D.D., Dean of Exeter. 
Rev. Canon D. C. Simpson, D.D., Oriel Prof0110r of Interpretation of 

Holy Scripture, Oxford. 

Secondary School Examinations Council :
Sir. C. Norwood, D.Lit. 
Mr. F. B. Stead, C.B.E. 

Standing Joint Committee of Industrial Women's Organisations:
Mro. E. Barton, J.P. 
Miss G. Colman. 
Alderman Mrs. B. Diake. 
Mrs. Sbortt. 

Sw:zey Education Committee :-
Mr. J. Chuter Eda, M.P., J.P., late Chairman of Surrey County 

Council. 
Mr. W. R. Skeet, J.P. 
Mr. H. E. Haig-Brown, Chief Education Officer. 
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The Trades Union Congress General Council :-
Sir Arthur Pugh, C.B.E., Chairman of the Education Committee. 
Mr. Morgan Jones, M.P. 
Alderman Wright Robinson. 
Mr. J. V. C. Wray, Secretaiy to the Education Committee. 

University of Cambridge Local Examinations Syndicate :-
Canon P. H. L. Brereton, Chief Examiner in Religious Knowledge. 

Welsh Secondary Schools Association:-
Mr. J. Grey Morgans, Head Master of Swansea Intermediate and 

Technical School, Glamorgan. 
Mr. H. Rees, Head Master of Ystalyfera County School, Glamorgan. 

(vi) Individnal Witnesses. 
Mr. A. Abbott, C.B.E., late H.M. Chief Inspector of Technical 

Schools. 
Miss D. Batho, Assistant Mistress at Roedean Schooi, Brighton. 
Mr. C. Burt, D.Sc., Professor of Psychology, University College, 

London. 
Miss G. M. Bush, Assistant Mistress at Howell's Glamorgan County 

School, Cardilf. 
Mr. F. A. Cavanagh, Professor of Education, King's College, London, 
Mr. R. F. Cholmeley, C.B.E., Secretaiy to Trustees of the Kitchener 

Fund ; late Head Master of Dame Alice Owen's Boys' School, 
London. 

Miss C. Clark, Art Mistress at Mary Datchelor Girls' School, London. 
Mr. C. A. Elliott, Head Master of Eton College. 
Mr. B. A, Fletcher, late Head Master of Chippenham District County 

,School, Wiltshire. 
Mr. A. M. Gibson, Head Master of Liverpool Collegiate High SchooL 
Mr. H. A. Harris, M.D., D.Sc., Professor of Anatomy in the University 

of Cambridge. 
Mr. M. L Jacks, Director of Department of Education, Oxford 

University ; late Head Master of The Mill Hill School. 
Mr. I. L Kandel, Ph.D., Professor of Education, Teachers College, 

Columbia University, New York. 
Mr. S. S. G. Leeson, Head Master of Winchester College. 
Sir Cyril Norwood. D.Lit., President of St. John's College, Oxford; 

late Head Master of Harrow School. 
Mr. G. W. Olive, Head Master of Dauntsey's School, West La>ingtOn. 

Wiltshire. 
Mr. J. L Paton, late High Master of Manchester Gramnar School; 

late President of Memori&l University College, St. John's, New
foundland. 

The IUght Hon. The Lord Eustace Percy, P.C., .lector of King's 
College, Nowcestle-upon-Tyne; late President of the Board of 
Education. 

Mr. C. W. Valentine, D.Phil., Proi.....r of EducGoo in the University 
of Binningham. 

Mr. P. C. Vellacott, Head Master of Harro- ScbooL 
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(B) LIST OF ORGANISATIONS AND PERSONS WHO SENT 
MEMORANDA, STATISTICS AND OTHER DATA FOR 

THE USE OF THE COMMITTEE 

Miss M. F. Adams, Head 1\fistress of Queen Mary High School, 
Liverpool. . 

The Ad-asing Association. 
The Advisory Council for Technical Education in South Wal"" and 

M"onmouthsbire. 
Mr. R. M. Allardyce, O.B.E., J.P., LL.D., Director of Education for 

Glasgow. 
Miss E. M. Almond, Head 1\fistress of the Clergy Daughtem' School, 

Bristol. 
Annual Meeting of tho Part m Education Authorities of England 

and Wales. 
Mr. A. B. Axchor, Head Master of Oldemhaw School for Boys, 

Wallaoey. 
Mr. R. L. Archer, Professor of Education, University College of 

North Wales, Bangor. 
Miss C. M. Arscott, Ph.D., Head 1\fistress of Whalley Range Municipal 

High School, Manchester. 
Tho Art Teachers' Guild. 
Tho Associated Equipment Co., Ltd., SoutJWI. Middl...,._ 
Association of Convent Schools. 
Associatinn of Head Mistresses of Recognised Private Schools. 
Association o1 Tea.chenl of Domestic Subjects. 
Association of Women Science Teachers. 
The Auctioneers' and Estate Agents' Institute of tho United • 

Kingdom. . 
Monsieur E. Ancira, Prof.....,. of English Literature at tho University 

of Lillo. . 
Mr. G. H. Austin, Ph.D., Principal of Leeds College of Commerce. 
Miss E. M. Backett. • • 
Rev. J. H. Builoy, D.D., Head Master of tho Royal Grammar School, 

Lancaster. 
Mr. S. T. Baker, Head Master qf tho Municipal Secondary School, 

Wolverhampton. 
Mr. P. B. Ballard, D.Litt., late Divisional Inspector under tho LC.C. 

Education Committee. 
Rev. H. Balmforth, Head Master of St. Edmund's School, Cantorbary. 
Miss E. M. Bancroft, late Head 1\fistress of tho County High School, 

Chelmsford. 
Mr. Eluest Barker, Litt.D., LL.D., Professor of Political Science, 

Camb!ldgo University. 
Sir Ross ~ker, K.C.I.E., C.B., President and Chairman of tho 

Royal Society of Teachers. 
Mr. H. C. ~ D.Lit., Professor of Education, Reading 

University ; late Head Master of Gillingham County School, Kent. 
Mr. R. H. Barro~H.M. Stall Iuspec1x>r for Classics. 
Miss W. M. , Head 1\fistress of Barr's Hill Secondary School, 

Coventry. 
Mr. F. C. Bartlett. TJ>.e Psychological Laboratory, Cambridge. 
Mr. J. E. Barton, Head\_ Master of Bristol Grammar School. 
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.Mr. E. P. Bates, Principal of Kingston-upon-Hull Municipal 
Technical College . 

.Mr. C. W. Baty, Head Master of King's School, Chester. 
Miss E. Bea.mes • 
.Mr. C. G. Beardwell, late Principal of Worsley Technical School, 

Walkden, Manchester • 
.Mr. A. H. Bennett, Assistant Master at King's School, Chester. 
Major R. Stemdale Bennett, Music and Choir Master at Uppiogham 

SchooL 
.Mr. L. B. Benoy, Principal of the Municipal College, Portsmouth. 
Rev. K. J. F. Bickersteth, M.C., Head Master of Felsted School • 
.Mr. R. H. Binks, Art Master at West Staoley (Alderman Wood) 

Secondary School, County Durham . 
.Mr. C. Bircheoough, Chief Inspector of Education, Kent Education 

Conuoittee • 
.Mr. A. R. Boeree, Principal of Plymouth and Devonport Technical 

College. , 
.Mr. A. N. Bonaparte-Wyee, C.B.E., Permanent Secretary, Ministry of 

Education, Northern Ireland. 
Miss M. M. Bone, Head Mistress of Y eovil High School. 
Messrs. Boots Pore Drug Co., Ltd., Nottingham . 
.Mr. H. W. Brand . 
.Mr. Cloudesley Brereton, D.&.L., late Divisional Inspector under 

the L.C.C. Education Conuoittee. 
.Mr. M. I. Briggs, H.M. Inspector of Schools. 
Miss E. A. Bristol. 
The Bristol Aeroplane Company, Ltd. 
The British Association for Commercial and Industrial Education • 
.Mr. C. Fraser Brockington, M.D., Deputy Medical Officer of Health 

for Warwickshire . 
.Mr. W. S. Brooks, Head Mester of Adams' Grammar School, Newport, 

·Salop. 
Sir Percy Buck, Mus. Doc., King Edward Prof""""' of Music, Uni

versity of London, late Musical Adviser to L.C.C. 
Miss S. A. Buntall, LL.D., late Head Mistress of Manchester High 

School. 
Mr. E. B. ButliD, Head Master of Harrow Weald Connty SchooL 
Messn. Csdbury Bros., Ltd., Boumville. 
Miss H. M. Cameron, Head Mistress of Swansea Intermediate and 

Technical SchooL 
Mr. F. W. Cape, late H.M. Divisional Inspeetor of Schools. 
Miss N. Caress. Head Mistress of Wyggeston GI1Uilmar School lor 

Girls. Leicester. 
Mr. H. R. C. Carr, Head Master of Harrogate Grammar School : late 

Head Master of the Queen Elizabeth Grammar School, Penrith. 
Mr. J. F. Carr. 
Miss W. M. Cssswell, Head Mistress of Edgbaston High School, 

Birmingham. 
Mr. Joo6 Csstillejo. LL.D., Professor of Ovil Law, UDivenity of 

Madrid. 
Major L J. Castle, O.B.E., M.C., Principal of tbe Technical College, 

Bath. 
ldiso A. Cstnacb. Head Mistress of tbe Connty Seooodary School. 

Putney, London. 
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Central Conncil for School Broadcasting, B.B.C. 
The Chartered lnsura11ce Institute, London. 
The Chartered Surveyors' Institution, London. 
Mr. J. 0. Cheetham, Head Master of Cathays High School, Cardl1f. 
Mr. Otakar Chlup, D.Phil., Professor of Education at the Masaryk 

University of Bmo. Czechoslovakia. 
Mr. F. Clarke, Professor of Education and Director of the Institute 

of Education. Univenity of London. . 
Miss M. G. Clarke, Head Mistress of Manchester High School. 
The Classical Association. 
Mr. J. McGiU Clouston, late Head Master of Saltley Conncil Secondary 

School, Birmingham. 
Miss J. L. Coates, late Head Mistress of Aigburth Vale High School, 

Liverpool. 
Mr. A. B. Coles, Principal of the County Secondary School and 

Cumberland Technical College, Workiqgton. 
Mr. P. B. Coles, H.M. Inspector of Schools. 
Mr. J. Compton, Director of Education for Ealing ; late Director of 

Education for Barking. 
Miss M. S. Cooke, Head Mistress of Aberdare Connty School, Glam. 
Rev. Canon John Cooney. 
Miss M. W. Cooper, Head Mistress of Uttoxeter Girls' High School, 

Staffa. 
Co-operative Union, Manchester. 
Rev. T. Corcoran, S. J .• D.Litt .• Professor of Education. University 

College, Dublin. . 
Miss E. E. Cox, Principal of the L.C.C. Barrett Street Trade School. 
Miss N. C. Craig, Head Mistress of Christ's Hospital School, Hertford., 
Miss A. Crawley, Principal of the L.C.C. Bloomsbury Trade Schnol. 
Mr. J. H. E. Crees, Head Mastet of the Cathedral School, I'Iereford, 
Miss Winifred Cullis, C.B.E., LL.D., D.Sc., Professor of Physiology, 

University of London. · 
Mr. W. A. W. Dagger, Head Master of Raine's Schnol for Boys. 

Stepney. London. · · 
Mr. A. Dalby, H.M. Inspector of Schools. 
Mr. W. David, late Head Master of the Newhridge Secondary School, 

Mon. · 
Mr. J. Davie, Head Master of Woodhouse Secondary School, 

Finchley, Middlesex. 
Miss E. A. Davies, Head Mistress of Welshpool Connty School, Mont. 
Mr. E. Salter Davies, C.B.E., late Director of Education for Kent. 
Miss M. Davies, Head Mistress of the Connty Secondary School, 

Streatbam, London. 
Mr. P. G. Davies, Head Master of Builth Connty School, Brecon. 
Mr. R. T. Davies, Head Master of Holywell County School, Flint. 
Mr. T. E. Davies, Principal of the Mining and Technical Institute, 

Bridgend, Glam. 
The late Heer P. A. Diels, Amsterdam, Editor of P~ogWu 

Sludi .... 
Mr. R. R. Dobson., late Head Master of Pate's Grammar School, 

Cheltenham. 
Mr. T. J, Drakeley, D.Sc .. ·Ph.D., Principal of the Northern PolY" 

technic. London 
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Drapen1' Chamber of Trade of Great Britain and Ireland. 
Mr. G. Druce, D.Sc., Assistant Master at Battersea Grammar School, 

London. 
:Mr. F. E. Drury, Principal of tho L.C.C. Brixton School of Building. 
Miss M. MeL. Dunn, Head Mistress of Blackpool Collelriate School. 
Mr. G. Dyson, Mus. Doc., Director of the Royal College of Music ; 

la'be Master of Music at Winchester College. 
Mr. C. W. Edkins, LL.D., Head Master of Accrington Grammar 

School, Lanes. 
The Education Iustitute of Scotland. 
Mr. V. C. Egerton, Principal of Chiswick Polytechnic, Middlesex. 
Mr. A. T. Egginton, Head Master of Loughborough College School, 

Leics. 
Mr. E. T. England, Head Master of King Edward VI High School, 

Birmingham. 
The English Association. 
Mr. E. D. Evans, late Head Master of Holyhead County School, 

Aogl...,y. 
Mr. E. P. Evans, Head Master of Caernarvon County School. 
Mr. R. J. Evans, Head Master of Woodhouse Grammar School, 

Sheffield. 
Mr. 1:. Evans. 
Miss E. Fe!vus, late Head Mistress of Tottenham High School, 

Middlesex. 
Mr. R. W. Ferguson, Superintendent of Education for Messrs. 

Ca.dbury Bros., Ltd., Bournville. 
File Education Committee. 
Mr. j. J. Findlay, Ph.D., late Professor of Education, University of 

Manchester. 
Mr. R. R. Finney, Head Master of Milford Haven County School, 

_Pembs. 
Mr. W. S. Flack, Ph.D., Head Master of Astun Commercial School, 

Birminghsm. ' 
Miss A. Fleming, Head Mistress of Thoresby High School, Leeds. 
Mr. A. W. Fletcher, late Hood Master of Burnley Grammar School. 
Mr. A. R. Florian, Head Master of Priory County School, Shrewsbury, 

Salop. 
Mr. C. Foste:-, Woodside. Stratten-<>n-th&-Fosse, Nr. Bath. 
Mr. D. W. Franklin, Assistant Master at Solihull School, Warwick&. 
Miss E. M. Fryer, Head Mistress of Dartford County School, Kent. 
Mr. W. P. Fuller, late Head Master of St. Clement Danes Holbom 

Estate Grammar School. Hammersmith, London. 
Mr. F. B. Garner, Head Master of the Borough Polytechnic Day 

Technical School. 
Mr. H. Garratt, Principal of tho Municipal College. Smethwick, Staffs. 
Mr. H. G. Garratt, Head Master of Uandrindod Wells County School, 

Radnor. 
The Gas, Ugbt and Coke Co., London. 
Sir St. phon Gascl<-e, K.C.M.G .• D.Litt.. Librarian of the Foreign 

Office. 
Monsieur Gestinel, Inspecteur-~6ral, Ministn d'Education 

Nationale, Paris. 
The Geogtaphy Association. 
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Mlss G. Getbin-D&vies, Head Mistress of AbergaWIIlly County 
School, Mon. 

llfr. W. J. R. Gibbs, Head Master of Oultoo ffigh School, I.iveJpooL 
llfr. S. Gibson. Assistant Lilmuian, Bodleian Library, Oldoid, and 

Keeper of the Ulliversity MchiYCI. 
llfr. R. IlL Y. Gleadowe. Art Master at W'uu:bester College; - Slade 

Professor of Art, Oxford Ulliversity. 
Mlss K. Gmot, Head Mistress of Nuneatoa High School, Wanricks. 
llfr. J. Graves, St. John's CoDege, Oxford. 
llfr. J. c. Gray. • 
llfr. Thomas Geen'WOO<I, D.Phil., Editor of Tlo P/tilosop/Jw. 
The late llfr. Thomas Hacking. U..D~ Agricultnral Organi.ser, 

Leieestersbire Education Committee. 
llfr. Kart H.alul, Head Master of Gordonstoun School, Elgin, Momy

shire. 
llfr. J. H. Hallam. late Education Oflic:et; for the West Riding. 
llfr. E. R. Hamilton, Principal of the Borough Road Traiaiug College 

Isleworth. 
llfr. H. R. Hamley, Ph.D., Professor of Educatiou, Uaiwmity of 

I.oodou, and acting Director of the Institute of Education. 
llfr. N. Haas, Ph.D. 
llfr. F. E. Hansford. 
llfr. W. B. Baros, late Assistant Secrem<y, Boam of Educatiou. 
llfr. W. B. Harris, Headmaster of St. Rooaua School, West Worthing. 

Sussu. 
Messrs. Harrods, Ltd .• London. 
Sir Philip Hartog. K.B.E., C.I.E., LL.D., Director of the Interaaticmal 

Institute Examinations Enquiry. 
The De Havilland Ain:raft Co., Ltd., Hatfield, Herts. 
llfr. J. Headricb, Ph.D., Professor of Education. Caroline University 

of Prague. 
llfr. Sergius Hessen. Ph.D., Professor of Education at the Uaiwmity 

of Wusaw .. 
The Historical Association. 
Herr Ernst Hollman, Ph.D., Professor of Education at the Uaiwmity. 

of Heidelberg. · 
llfr. H. H. Holden, Director of M Education and Principal of the 

Central Scbool of Arts and Crafts, Birmingbam. 
Home and Scbool Comtcil of Great Britaio. 
Miss IlL A. Boob, Head Mistress of Bradford Girls' Grammar ScbooL 
llfr. H. E. Howard, Senior ffistory Master at Alderman Newton's 

Boys' School, Leicester. 
llfr. R. J. Howrie. 
llfr. E. Hugh, Head Master of Toaypandy Seeoadaiy ScbooL 
Hull Iron Trades Employers' Association. 
Miss A. A. HUDter, Head Mistress of the Priory Conaty Scbool for 

Girls, Shrewsbllry, Salop. 
llfr. R. IlL HuWU.s, LLD., President, Ulliversity of Chicago. 
llfr. H. E. IlL Icely, Reader in Educatiou, University of Ozfonl. 
Imperial Chemical lndustries, Ltd., London. 
Tho Iaooq>OI&tod se.:retarios Association. 
The lneoq>Oiatod Society of ADCtioaeen end Landed Propeny 

Agents. 
Independent Scbools Association. 
Iadastrial Welfale Society, 
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Mr. D. H. Ingall, D.Sc., Principal of the Borough Polytechnic. 
Miss G. A. Ingham, Head Mistress of Moira House School, Eastboume, 

Sussex. 
The Institute of Bankers. 
Institute of Chartered Accountants in England and Wales. 
The Institute of Handicraft Teachers. 
The Institute of Municipal Treasurers and Accountants. 
The Institute of Transport. 
Miss E. M. Jackson, late Head Mistress of the Central Secondary 

School, Sheffield. 
Miss G. James, Head Mistress of Haverfordwest County School, 

Pembs. 
Mr. J. E. James, Head Master of Canton High School, Cardiff. 
Miss M. Jarrett, Head Mistress of Clapham High School, London. 
Miss M. E. Jarvis, Head Mistress of Brecon County School. 
Mr. M. V. C. Jef!teys, Lecturer on Methods in History, Institute of 

Education. ' 
Rev. Canon Claude Jeukins, D.D., Regius Professor of Ecclesiastical 

History, Christ Church, Oxford. 
Mr. Ll. John, Head Master of The Dynevor Secondary School, 

Swansea. 
Mr. W. W, Johnson, Assistant Master at Gillingham County School, 

Kent. 
Miss A. G. Joues, Head Mistress of Wrexham County Schoo~ Denbigh. 
Mr. B. M. Jones, Head Master of Hawarden Council School, Flint. 
Miss D. Jones. Head Mistress of Bala County School. Merioneth. 
Mr. H. P. Jones, Head Master of Llaurwst County School, Denbigh. 
Mr. A. F. Joseph, Head Master of Waustead County High School, 

Essex. 
Mr. P. H. JoW1>tt, Principal of the Royal College of Art; late 

Principal of the L.C.C. Central School of Arts and Crafts. 
Mr. C. H. Judd, Ph.D., LL.D., Professor of Education, University of 

Chicago. 
Captain R. B. Talbot Kelly, M.C., R.I., Assistant Master at Rugby 

School. 
Mr. G. E. Kendall, O.B.E., F.R.I.B.A., Architect to the Board of 

Education. 
Sir Frederic' Kenyon, G.B.E., K.C.B., D.Litt., F.B.A. 
Mr. W. H. Kilpatrick, U..D., Ph.D., Professor of Education, 

Columbia Univarsity, New York. 
Mr. Cyril King. 
Mr.A.T.Kiugo. 
Mr. R. M. Kinsey, Head Master of Newtown County School, Moot. 
Mrs. L P. Kirk. Head Mistress of Leeds Girls' High School. 
Mrs. W. T. Kirk. Head llfislnlss of Keighley Girls' Grammar Schoo~ 

Yorks. 
Mr, P. I. Kitcheu, Principal of the Rugby Day Continuation School. 
Mr. R. Klibausky, Ph.D .. Oriel Coll•ge, Oxford. 
Mrs. D. M. Lall. King's College. Newcastle-on-Tyne. 
Mr. H. J. Lan:ombe. late Education Officer for Gloucester. 
Miss M. L Lardelli, late Head Mistress of Brigg High School, 

Lindsey, Lines. 
Mr. G. Lawton, Ph.D., Principal of Donc:aster Technical College. 
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Messm. Le-tris'a Ltd.. Livmpool. I. 
Hr. H. G. Ley, .Mus. Doc., Preceotm, Eton College. 
The Library Association. 
Hr. Emanuel ~ Ph.D., l'ra!!ue-
.Mr. 5. Lister, Head Master of Gm"""""d CoiiDty 5c:hoal fur Boys, 

Kent. • 
Hmr T. Litt, Ph.D., Prof...., of Education, Uotversity of Leipzig • 
.Mi!B K. D. B. Littlewood, Head .Mistnss of Bromley ffigb. Scbool, 

Kent. 
Sir Richard Livingstone, D.Litt., LL.D., President of Corpua Christi 

College. Oxfold • 
.Mr. J. Lloyd, Head .Master of the Rhondda Jllllio< Technical SchooL 
Hr. L P. l«kb•rt. .M.D., .Medical Offices", Welfale Department, 

.Messrs. Boots, NottiDgham. 
.Mr. C. H. Lockitt, D.Sc., late Head .Master of the Bungay Gr.ommar 

School. Su1follt. 
.Mr. E. H. Lockwood, Assistant .Master at Felsted Scbool, Essez, and 

Walden of the Felsted Bury. 
The London Association of Certified Acconntants. 
The London Cbambetc of Commen:e. 
The London Head Teachers' Association. 
London Teacllms' Association. 
Hr. G. A. N. Lowndes, .M.C., Assistant Edw:a.tion Offices", Loudon 

ConntyColmcil.. · 
.Monsieur Hippolyte Lnc, Dira:bou.t-G&l&al, Direction Gf:o6rale do 

I'Enoeignement Teclmiqne, ·Paris. 
Hr. A. G. Locas, Head Master of tho County Scbool, Presteigu. 

:Radnor. • 

.Mr. J. Lumsdea. H..M. luspector of Schools 

.Mr. Gregor .Macgregc.-, Dira:tc.- of Edacatioa. F"desbire. 
Mra D. A.. Varnangbtou. late lUI. Staff luspector for nz=,., 
.Mr. j . .Manton, late Head .Maatio< of King Edward VI Gr.ommar 

School. Asmn, Binoingb'm 
. Messm. Marb and Spencer, Ltd., LoDdoa. 

Mathematical Association. 
Hr. R. .Mayer. • 
.Medical Ollil:er.o of Schools Association. 
Profesan Dr. Frib .Medicos, Uai.....mty of Ztlrich. 
Dr. H . .Meier, Librarian of the Warbarg Institute. London. 
Messm. Thomas .Mellowdew and Co. Ltd., Oldbam. 
.Met:ropolitaD-VICimrs Eloctrical Co., Ltd., .Mancbester, 17 • 
.Midlothian Education Committee.. 
Hr. D. G • .Miller, High .Master, .Mancbester Grammar School. 
.Mr. A. F. MiiDe, .Music .Master at Berkbamsted School. 
.Mi!B E. H. C. Moberly-Bell, Head .Mistnss of Tbe Lady .Margaa-et 

School. FDJbam. I 011doa 
.Miss G. V. Moflatt. late Head llistress of the Day Technical School. 

Chatham, Kent. 
The l4odem Laogaage Association 
Hr. W. lloodie, .M.D~ Medical Director, The London Olild GaidaD<e 

Cinic.. 
.Miss G • .M.IImgaD. Head Mistn!so of the Col.- Girls' School. BristoL 
Hr. J. Morga~~, Head Masle&- of Ill-. County Scboo1. 
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.Miss A. R. Morison, Head Mistress of the Francis Holland School 
Westminster. 

Mr. A. M. Morley, H.M. Sta111Dspector for Special Duties. 
Mr. H. Morris, Secretary for Education, Cambridgeshire. 
Messrs. Morris Motors, Ltd., Oxford. 
Mr. A. H. Mumford, M.D., Jato Medical Officer, Manchester Grammar 

School. 
Music Masters' Association. 
Music Teachers' Association. 
Mr. L. W. Myers, Head Master of the Simon Langton School for 

Boys, Canterbury. 
National Association of Head Teachers. 
National Association of Labour Teachers. 
National Association of Schoolmasters. 
Tho National Chamber of Trade. 
National Farmers' Union. 
National Federation of Class Teachers. 
National Federation of Women's Institutes. 
Tbe National Society of Art Masters. 
National Union of Agricultural Workers . 
.Miss N. Neild, Head Mistress of tho Grammar School for Girls, Bury. 
Mr. B. J. A. Neill. 
Mr. F. A. B. Newman. H.M. Staff Inspector for English. 
Mr. H. S. Newton, Chief Education Officer for Sheffield. 
Mr. J. H. Nicholson, Principal of the University College, Hull. 
Mr. F. L. Norden, late Head Master of Cockburn High School, Leeds, 
Mr. D. R. W. Oates, D.Sc., Head Master of Newport Secondary School, 

Mon. 
Tbo Rev. E. D. O'Connor, S.J., Rector of Stonyhurst College. 
Mother Mary O'Leary, Convent of the Sacred Heart, Hove, SUS!!M. 
Heer R. A. B. Oosterhuis, D.Med., Amsterdam. 
Orient Steam Navigation Co., Ltd., London. 
Mr. J. L Paton, late High Master of Manchester Grammar SchooL 
Peninaular and Oriental Steam Navigation Co., London. 
Mr W. H. Perkins, Director of Education for Warwickshire. 
Mr. A. W. Pickard-Cambridge, D.Litt., LL.D., Vi~cellor of 

Shellield University. 
Mr. L A. Poore. 
Mr. G. J. R. Potter, Head Master of the High Pavement School, 

Nottingham. 
Rev. Mother Provincial, Convent of tho Holy Child Jesus, Mayfield, 

SUS!IOlt. 
Mr. s. R. Pullingor. 
Mr. J. W. Rams bottom, Director of tho City of I.Dndon College. 
Mr. R. A. Raven, Vice-Principal at Goldsmiths' College Training 

Department, London. 
Messrs Rockitt and Sons, Ltd., Hull. 
Mr. T. Rood, M.B.E., Principal of tho L.C.C. Shoreditch Technical 

Institute. 
Mr. C. L Reynolds. Head Master of Nottingham High SchooL 
Mr. D. G. Reynolds, Head Master of Festiniog County SchooL 

Meric>neth. 
Mr. E. Reynolds, Head Master of Watford Grammar SchooL Herta. 
Miss K. M. Reynolds, Head Mistress of tho Park Secondary School, 

Pn>ston. 
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Mr. J. R. Richards, Head Master of Pentre Secondary School, Glam. 
Mr. C. A. Ricbanlson, H.M. InspeciDr of Training Colleges. 
Miss E. L. Ritx:bie, Head Mistreos of the George DixGa Co11DCil 

SecondaJy School fur GUts, BirmiDgbam. 
Mr. C. E. RobiDsoD, Assistant Master at Winchester· College. 
Mr. P. H. RobiusoD, Head Master of Tenison's School, London. 
Messrs. A. V. Roe and Co., Ltd., Manchester, 10. 
Mr. C. A. RoDald, H.M. Sta1f Inspector for Modem I..angaages. 
Mr. Frank Roscoe, late Secretary of the Royal Society of Teacben. 
Mr. J. F. S. Ross, M.C., Ph.D., Principal of the WJ83D and District 

Mining and Technical College. 
Moosieur D. Roustan, lnspectenr-Gen~ Ministere d'ltducation 

Nationale, Paris. 
Miss M. C. Rowland, Music Mistress, School of St. Mary and St. Amle, 

Abbots Bromley, Staffs. 
Messrs. Rowntree and Co., Ltd., York. . 
Royal Institute of British Architects. 
Sir E. John R,...U, D.Se., Director of the Rotbamstecl Esperimental 

Station, Halpendeo, Harts. 
Mr. J. B. Russell, late H.M. InspeciDr of Schools. 
Sir 1lficbae1 Sadler, K.C.S.I~ c.B., Litt.D., LL.D., late Master of 

Univetsity College, Oxford. 
Miss H. Sandem, Otganiser of Women's Technical Classes, L.C.C. 
Miss E. H. Sandford, Head Mistreos of Beverley High Scbool, Yorks. 
Miss L. E. Savill, Head Mistreos of Christ's Hospital High School, 

Lincoln. • . 
Dr. F. Sox1, Director of the Warburg Institnte, London. 
School Medical Officers Group of the Society of Scbool Medical 

Offioen. 
Dr. Paol Scbrecker, lnstitnt d'Hlstoiie des Sciences et des T<icbniqoes 

de l'Univetsitj! de Paris. • 
Science Masters Association. 
M.....,.. Selfridge and Co., Ltd., Londnn. 
Messrs. Sbort BrothelS· (Rocbester and Bedford) Ltd., Roclu!oter,-

Kent. 
Mr. J. 0. Sibree, Prilic;pal of Wimbledon Technical College. Surrey. 
Miss E. Singer, Assistant Mistress at Bradford Girls' Gmmmar Scbool. 
Mr. E. P. Smitb, late Head Master of Warwick ScbooL 
Mr. E. Sbarwood Smitb, late Head Master of Newbury Grammar 

School. 
Mr. H. Smith, Head Master of Nether Edge SecondaJy School, 

Sheffield. 
Mr. W. 0. Lester Smitb, Director of Education fur Manchester. 
The Society of British Aircraft Conotroctors Ltd., London. 
Mr. D. C. Somervell, Assistant Master at Tonbridge ,School, K011t. 
Dr. F. SpiSek. Ministerstvo 5kolstv;, Prague. . 
Miss M. W. Stansfield. 
Mr. ·H. G. Stead, Pb.D., Director of Education fur Olester:field. 
Mr. J. H. Steelo. 
Herr H. Stettbacbor Ph.D., Professor of Education at the Univetsity 

of Znricb. 
Mr. D. C. G. Stileman, Head Master of Bnrfoni Grammar School, 

OxoD. 
Stilling Education Committee. 
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Miss E. Strudwick, High Mistress of St. Paul's Girls' School, 
Hammersmith. 

Sir Henry Stuart-Jones. D.Litt., F.B.A. 
Mr. J. E. Sullivan, late Head Master of the Junior Technical School, 

A bersychan, Mon. 
Miss Mona Swann. 
Mr. L. E. Tanner, M.V.O., Keeper of the Muniment& and Library, 
. Westminster Abbey. 
Mr. R. H. Tawney, D.Litt., Professor of Economic History, 

University of London. 
Sister Teresa, Congregation of the Sisters of Notre Dame. 
Rev. T. C. Teape-Fugard, Assistaot Master at King's School, Chester. 
Mr. Terry Thomas, Ph.D., Head Master of Leeds Grammar School. 
Mr. A. R. Thompson, Head Master of Solihull School, Warwicks. 
Mr. G. Thompson, Head Master of tbe Junior Day Technical School, 

Toxteth Technical Institute, Liverpool. 
Mr. G. K. Thomson, Head Master of Rawlins Grammar School, 

Quomdon, Leica. 
Mr. Godfrey H. Thomson, D.Sc., Ph.D., Professor of Education, 

University of Edinburgh. 
Messt11, John E. Thoruycrnft and Co., Ltd., Basingstoke, Hants. 
Mr. G. L. Thorp, Head Master of tbe City of Norwich School. 
Mr. L. L. Thurlstone, Ph.D., Professor of Psychology, University of 

Chicago. 
Mr. John L. Tildsley, Ph.D., Board of Education, New York. 
Miss B. A. Tonkin, Head Mistress of Bedford Modern School for 

Girls. 
Mr. W. G. Torrance. 
The Right Hon. The Lord Trent of Nottingham. 
Miss E. Turner, Head Mistress of tbe County Secondary School, 

Sydenham, London. 
Mr. A. E. Twentyman, late Librarian of tbe Board of Education. 
Mr J. Uher. Ph.D., Professor of Education, Comenius University 

of Bratislava. 
Mr. R. C. Unmack. late Head Master of Doncaster Grammar School. 
Mr. W. E. t,Jrwick, late H.M. Inspector of Schools. 
The late Mr. W. W. Vaughan, M.V.O., D.Litt. 
Miss E. M. VeriDi, late Head Mistress of Ely High School, Cambs. 
Dr. Quido Vetter, Professor ol tbe History of Mathematics, Caroline 

University of Prague. 
Mr. L. F. Wallis, Head Master of Willesden County Scbooi,Middleeu. 
Mr. A. St. G. Walsh, Assistaot Master at King's School, Chester. 
lllr. H. L. Watkinson, Head Master of lllexborough Secondary School. 

Yorks. 
Mr. H. Boyes Watson. Director of Education for Southendo()Jl-Sea. 
Mr. A. F. Watts, H.M. Inspt'ctor ol Schools. 
Dr. R. Weaver, Board of Education. 
I'd ....... Josiah Wedgwood and Sons, Ltd., Stoke-em-Trent. 
West Lothian Education Committee. 
Mr. A. H. Whipple, Director of Education for Nottingham. 
Miss F. E. Whitaker, Head Misbess of Blyth Secondary School. 

Norwich. 
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Jfr. E. c. While, Head-of The Gat..way School. J:.eic:es-. -
lfr. S. W. WbitJeboas1>. Head lfastet- of W".gaa G1am1!1ar Sc:booL 
Jfr. C. J. R. Whitmore. ILll.. Staft Iuspectuc for Sci.Dce. 
Miss J. Whyte. Head Mistress of the Collllty Scbool for Girl!~. 

Ketteriog. Nortllants. 
The Very Reven:od A. T.P. Williams, D.D .• Dean of Christ:Chmdl. 

Oxford. 
Jfr. U. Williams. Head Master of Gwelldnleth Valley 5emnd•'}' 

School. eam.a.:-. 
Jfr. R. Williams,. Head - of Hanow CoiiDty Scbool for Boys. 
Jfr. H. IlL Wilsoa. Seeretary to the Shropshire Edac:atioo Commi-; 

- Seuetaa) to the East Soffolk Edac:atioo Committee. 
Jfr. S. E. WilsiJI>,. lafe Head Master of :a..m---T...,t Grammar 

Sc:booL 
Jfr. G. S. Wood. Head llasler of Brampton County 5emndary School. 

C.mibedaDd. 
Rev. J. IlL Woodloclr. S.J .• Head Masta- of St. FraDcis Xavier's 

Coiie&e. u-pooL 
lfessr.L F. W. Woul-lh aDd Co.. Ltd.. Iandnp 
The WOI'kers' Educatjoqpl "ssociatiou.. 
Jfr. E. Wym~-Williams, late ILll.. Iaspector of Schook 
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APPENDIX II 

NOTE BY TI!E SECRETARY ON TI!E DEVELOPMENT OF: 
TI!E CONCEPTION OF GENERAL LIBERAL EDUCATION 

The Greek sophists of the fifth century before Christ professed to 
teach most of those arts (lec.luu") which in later times were included 
in the regular oourse of education (mkyklios paideia). It seems 
probable that Hippias of Elis (about 425 B.C.) should be regarded as 
the founder of the system of education based on the liberal arts. So 
far as can be ascertained from ancient sources, be professed to teach 
all the standard subjects-rhetoric, dialectic, astronomy, geometry, 
arithmetic, grammar and music.(') 

The distinction between liberal and illiberal education nnderlay all 
Greek thinking(') on educational values. This could readily be illus
trated by quotatione from Plato (427-347 B.C.) and !socrates (436-338 
B.C.). It is perhaps most clearly and explicitly stated in the foUowing 
passege from Aristotle's Politics:-" It is therefore evident that we 
shall have to teach our children such useful knowledge as is indis
peneablo for them, but it is equally clear that all useful knowledge is 
not appropriate for education. There is a distinction between liberal 
and illiberal pursuits, and it is manifest that only such knowledge as 
does not make the learner mechanical (vulgar) should form a part of 
education. By mechanical pursuits we should nnderstand all arts 
and studies that make the body. soul. or intellect of free men unservice
able for the use and exercise of virtue. This is the reason why we call 
mechanical such arts as produce an inferior oondition of body, and all 
wage-earning occupstione. They allow the mind no leisure and degnode 
it to a lower level. There areevonsomeliberal branches of knowledge,(') 
the ~uisition of which up to a certain point is not unworthy of freemen, 
but which. if studied with undue intensiveness or minuteness. are open 
to the charge of being injurious in the manner described above. The 
object with which we engage in the arts or study them. also makes a 
great difference. If it be for our owu sakes or that of our friends. or 
to produce goodness, they are not illiben.l, while a man engaged in 
these very same pursuits to please strangers would in many instances 
be regarded as !ollowing the occupstione of a slave or a serf."(') 

In later phases of Greek thought in the Alexandrian period, there 
was a growing tendency to stereotype the so called liberal arts or 
studies ('""'.U..• •-) which were regarded as oonstitoting the 
general education or regular round o( education (mkyAlios pcidoi<a) 
appropriate for freemen. namely, gTaDUil&r, music, geometry, arithmetic, 

(') Hippias of Elis, unlike most Greek thinkers, did not despise the 
110-Called illiberal arts. He made with his own bands his clothes, his 
ring, and his shoes. Cicero, Do Orotoro, Ill, 32, 127. 

(') M. Guggenh•im, Dio St.ll..., U.lib<relno Kom od6!f ~ 
W~JU. iM A-•· l'roJ<ramm der Kantonschul• Zilrich, 1893. 

W•mer J~. P.um., ~;. };'_,'V .US ,ndis<Ma M
Band I. Berlin, 1936. pp. 364--4()4. 

(') ~ opw....i. On p. 133&32 he ..... the - .. 
• liberal education • (•koo~Anios j>aiu;.). 

(') Pt>lilics, p. 1337b4-21. 
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astronomy and cert:afo. aspects of rhetoric and dialectic. This con· 
ception of the seven Iibera.! arts or branches of knowledge, which so 
profoundly inlluenced education in Western Europe and in England 
during the Middle Ages and down to the eighteenth century, is 1int 
found explicitly stated in tbe lost treatise of M. Terentius Va.rro (116 
B.C.-27 B.C.) entitled Disoiplina"'"' Libri IX, in which he discussed 
the seven libeml arts("), to which he added medicine and architecture. 
It is almost certain that Varro took the idea of the seven Iibera.! arts 
from some Hellenistic writer or writexs of the first or second century 
B.C.-possibly from Poseidonius of Apamea (135 B.C.-50 B.C.).(') 

These arts were called liberal because they were originally regarded 
as the branches of knowledge appropriate for freemen as opposed to 
those trades and skills practised for economic purposes by sla.ves or 
persons without political rights. For instance, Proclus in his Com
mentary on Euclid (1, p. 19) states that Pythagoras (about 530 B.C.) 
converted geometrical learning into a form of education suitable for 
freemen, as opposed to surveyors and business people, many of whom 
were slaves, Or at any rate did not possess full civil rights. 

Plutarch in Chapter XVII of his Lif• of MGrullus explains that 
Archimedes (287-212 B.C.) had such an exalted spirit, so profound a 
soul and such a wealth of scientific theories that, though bis disccveries 
bad gained for him a name and reputation for an understanding more 
than human, he would not consent to leave; behind him any formal 
work on mechanics. Regarding engineering and every art that 
ministers to the necessities of life as mean and vulgar, he devoted his 
strenuous efiorts ouly to those studies. the subtlety and charm of which 
were not affected by the claims of necessity.(') 

Cicero (106-43 B.C.) uses the expression free born, humane or Iibera.! ' 
arts, which in bis view consisted of. geometry, literature, poetry, natural • 
science, etbic:S and politics, and contrasts these liberal arts with tho 
mean or illibera.l arts (GI'Ies il/iblt'a/u oil sor4idas) which he describes 
as the mechanical occupations of slaves.('! (D• offiGiis I, 42.) 

Seneca (4 B.C.-& A.D.) refers to tho Iibera.! studies or Iibera.! arts. 
and to tho • primary course • in grammar given to boys to prepare 
tha ground for instruction in the Iibera.! arts. He quotes the Hellenistic 

(1) · Tho expression 'Iibera.! arts • (ekulhlrioi t.ch,.ai) is first found in 
extant Greek literature in Plutarch (5G-120 A.D.) D1 -.. SGIIilall, 
p. 122E. 

(1) Schaxui-Hosius, G..U.icfolo 4,. r6miscltm Li,.,alwr (1927) I. 567. 
:l>i.uly-Wissowa, R•ilkncyclop/Jdil, Supplement band, VI, cui. 1255-1259. 

, Marrou, Soifll A.ugu.stin 11 lajm u Ia cu/ttwo allli<J"'• pp. 215-217. 
(1) cf. Chapter XIV, §§5and6of Plutarch'sLi/• of M.....Zius,in which 

he says that tho art of mechanics had formerly been eotirely separsted 
from geometry and had for a long time been ignored by pbilosophero, 
who thought that it detracted from tho pure excellence of geometry 
to leave tbe inoorporeal things of abstract thought and descend to the 
things of sense. making use, moreover. o1 objects which required much 
mean and manual labour. For this reason, mechanics, which in 
Plutarch's time was so celebrated and admired, had formerly oome to 
be regarded as one of the military arts, and had been separeted from 
geometry. 

· (') Ovid refers to" tho mie bom arts "-
" Adde quod ingeouas didicisse fideliter artes 

Emollit mores nee sinit esse feros ,. . 
E-Pisi<JIM u Pottlo, II, 4'l'-48. 
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Stoic philosopher Poseidonius, as contrasting the arts which are common 
and low, belonging to workmen and concerned only with equipping life. 
with the liberal arts which the Greeks called the cycle of studies or the 
regular course of education " but which we Romans call the liberal 
arts." (Ad Lucilium opiskJiae nuwaJes. LXXXVIII § 23.) 

Seneca gives his general views about liberal studies at the beginniDg 
of Letter LXXXVIII as follows :-

.. You desire to know my opinion regarding liberal studies. I 
neither respect nor rank with manifestations of the good any study 
which sets out to get money. Such studies are profit-making crafts~ 
useful just so far as they train the intellect without engrossing it. We 
should linger over them only so long as the mind can do nothing more 
important. They are our elementary schooling, not our real work. 
You know why liberal studies are so called : because they a.re worthy 
of a free ma.n." 

Among the Romans grammar and rhetoric were the first of the 
liberal arts to obtain general recognition. The Romans were inclined 
to identify culture with eloquence. as the art of speaking a.nd the 
mastering of the spoken word. based on a varied and extensive knowledge 
of things. In his great work on the Eduealiotl of a" Oralor, Quintilian 
(35 A.D.-$8 A.D.) begins his course of instruction with grammar (i.e., 
Latin aad Greek gra.mmar). He then proceeds to mathematics and 
music, and concludes with rhetoric. which in his view comprise not 
only elocution and an extensive knowledge of literature, but also 
logical, or in other words dialectical, instruction. As is shown in a later 
paragraph, this view of the liberal arts was adopted by the scholars 
of the Renaissa.nce a.nd tended to displace the mediaeval view of the 
seven liberal arts, which was based on tho ideas of later Greek thinkers 
such as the Stoic philosopher, Poseidonius. In the view of the ancient 
Greek writers philosophy was the culmination of those seven eneylical 
otud(os, which stood to it in tho relation of maids to a mistrooo. Thus tho 
conception of the liberal arts originated in a society based on the slave 
system, was essentially aristocmtic, and was divorced from the practical 
illi berahrts. 

The idea of tho seven liberal arts was taken over as part of tho cultural 
heritage of tho Western Church from tho ancient world and was trans· 
mitted to tho Middle Ages largely through the writings of St. Augustine 
of Hippo (35+-430 A.D.), Martianus Capella of Carthage (about 430 
A.D.) .. nd Cassiodoru.s (490-570).(') St. Augustine wrote short treatises 
on each of the seveo liberal arts, or disciplittM-, as be himself calls 
them.(•) Capella in tho lir.st two books of his text-book entitled 
Salyrieott Libri IX allogorically describes Phoebus as p""'""'ting the 
seven liberal arts to tho bride Philology who is wedded to Men:ory. 

Cassiodorus describes the seven liberal arts in the second book of his 
little treatise entitled ltt.StiluliottU stuetdari•u• liUnt1t11"'• which was 
intended chiefty for tho monks of his foundation at Vivarium Ilea< 
Squillace. (t P. Gabriel Meier, Di,.i-frlint Ktl...., ;,. MiiUW14r. twoarticloo 
in cM:rtsbrlrU.W t1IHw ,n. Ldr-tL EnVAvwe.s.Aas:~_ tiM BMWdiktittn
Sti. t.s M.n.Ei......Wra, Studienjahr 1885-liS, pp.l-30, and Studienjahr 
IS<l6-87, pp. 1-36. 

H. I. Marrou, Slli"' A"'ff'SSi• II lfl Ji• u lfl cvllwn ~. Paris 
(1938). pp. 181-:Z75. 

(') Rtlroddlio~NS, 1.6, prin~ in P~ LAii- (ed. Migno) 
xxxn. c:o1. 591. 
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He quaintly derives the wold libMalis not bom libw, free, but ~ 
liber, a book. The seven liberal arts were thus regarded by Cassiodoru.s, 
and probably by many mediaeval writers('), as the.liteiarJ' or bookisb 
studies. Ihe seven arts are described by St. Isidore of Seville (57o-«16) 
at the begilwiDg of his encyclopaedic compilation entitled D~ 
which was widely read in the Middle Ages. The English ecclesiastic, 
Alcuin (Albinus) (735-804), the adviser of Cbarlemagne, discussed the 
liberal arts in several works, of which only the treatises intended as 
guides to the lrioium are extant. In his c;...,.....,;.,.. Alcuin sees in 
the words in Proverps IX. 1.-" Wisdom bath built herself a house, 
she hath hewn herself out seven pillars "-e. reference to the seven 
liberal arts. (P .L Cl. col. 853 B.) It is unnecessary to attempt to trace 
in detail the development of the seven arts through the Middle Ages.(') 
It is, however, broadly true to say that the mediaeval view of the 
seven arts or sciences(") with which the three philosophies, natural. 
moral and mental, were associated from the twelfth century onwards, 
had a closer connexion with the Hellenistic'· conception of the arts than 
with the ordinary Roman conception of these arts as a mere appanage 
to rhetoric the view of writem such as Cicero, Quintilian and 
Tacitus. The reason for this was that the lrivium was regarded as 
having a formal character and as aiming at training the mind rather 
than imparting knowledge.(•) For instance, John of Salisbury 
(1120-1180), Bishop of Chartres, writes-" If grammar be the key of 
all literature, aod the mother and mistress of knowledge, who will be 
bold enough to tum her away from the thresbold of philosophy l ".(') 
The mediaeval universities, which developed all over Westero Europe 
from the thirteenth century onWards, 'accepted the arts as a part of their 
course.(') The twtlo llrlislaru111, afterwards called the facnlty of 
philosophy or the faculty of arts, was the basic facnltyin the four faculties' 
( .. tli,...)-" Universitas fonda tor in artihus." The philosophical or 

(') Nolden, Eduatd. Die Stellmig der artes liberales im mittelaitet-
lichen Bildungswesen. In: A 'llli'M K -pus•. 2, Leipzig.l898. p. 67U ft. 

Par6, G. I.. R~ tlu XII• .Uclll. LAs k<>lG ot 1· .. ~ 
par G. Par6, A. Brunet, P.·Tzemblay. Paris: Ottawa. 1933. p, f¥1 ft. . 

(') In the early Middle Ages the seven arts were described as 
M 111ro4,. H:ybomK<. on account of the educational activities of the 
Irish monks in Germany and Nortl>ern Italy. 

The arts are enumerated in the mediaeval hexameter: 
" Lingua. tropus, ratio, numerus.. tonus. angulus. astra ••. 

cf. the following line from the metrical epitaph on Gilbert Crispin. 
Abbot of Westminster (died I 117) " Doctus quadrivio, nee minus in 
trilrio ". (John Flete's Hislory of WosiMi- ~bbo:y. edited by J. A. 
Robinson, p. 87.) 

(") The terms ' arts ' and ' sciences • were used almost inter
changeably in the Middle Ages and down to the end of the eighteenth 
century. See A N.,. Englislr. ~. • Science,' 3. 

cf. also the Royal Charter (dated 1693) for the esto.blisJ>ment of 
the College of William and Mary at Williamsburg. Vi.rginia. as • a 
place of universal study or perpetnal College of divinity, philaoophy, 
languages and other good arts and sciences.' 
. The text of the Charter of 1693 is printed in History of 1M Colkp 

of WiUia111 """ M"'7, Cbarleston (1674). 
(•) "Light sciences called trivials, be grammar, logylt and rhetoriclr: in 

comparison of the quadrivialsciences.'' Botoner, T..U. .. OUAp (1481). 
( 1) M~. I, 21. 

, (') The seven liberal arts were &equently zepresented in acu!pture 
and painting. Among the most famous representations are those in 
Pinturiochio's frescoes (1493) in the Appartamento J3orsia in the Vatican • 

• 
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arts faculty furnished a preparation for the superior faculties of theology, 
law and medicine. The general aim of these seven liberal arts was to 
prepare the student not primarily for earning a livelihood, but for the 
pursuit of science in the strict sense of the term (i.e., the combination 
of philosophy and theology known as schola.sticism), The arts were dis· 
posed in two groups. The first, known as the trivium, included grammar, 
rhetoric, and dialectic, in other words, the science of language, oratory 
and logic. These were known as the language studies (aries swmocinaks). 
The second group, known as the quadrivium, comprised arithmetic, 
geometry, astronomy and music, i.e. the mathematico-physical studies 
or disciplines, known as the at'tes reales vel physicae.(1) 

The important place occupied by the faculty of the liberal arts in 
mediaeval universities may still be traced in expressions such as 'Arts 
and Sciences ' : ' Bachelor of Arts ' ; ' Master of Arts. • In some 
continental universities the title " Master of the Liberal Arts " is still 
granted in connexion with the Doctorate of Philosophy. 

In practical teaching the importance of the seven liberal arts has 
steadily declined since the Renaissance, though in England and Wales the 
ancient universities of Oxford and Cambridge and the grammar schools, 
local and non-local, which were so intimately connected with them 
retained the framework of the system till the middle of the eighteenth 
century.{1) In practice, the scholars of the Renaissance regarded 
the technique of style {eloquentia) in Latin or in the vernacular, and the 
misceUaneous learning required for understanding the classical authors 
{nudit&o), as the main object of collegiate education. This tendency 
may be clearly observed in the original statutes of Harvard College 
founded by the Puritan settlers at Cambridge in Massacbusetts in 
1636. In their main outlines the courses of study prescribed at Harvard 
were modelled on those of Cambridge University. Thus, in practice, 
grammar and rhetoric came to be the principal elements _of the pre
purut,ory studies in the grammar schools('), while the sciences of the 
guadn"ttium were incorporated in the m.iscelia.neous learning (erudilio) 
associated with rhetoric. In the higher scbools in Roman Catholic 
countries philosophy remained as the intermediate stage between 
philological studies and professional studies, but in the Protestant 
States of Europe philosophy was usually transferred to the university 
as a faculty subject. The Jesuit schools bad the following gradation 

Pl The terms .'rivi~m~ and Q'UIIdriviut~t first came into general use in the 
ninth century. P. Rajna. L• deJWminarioNTrivitmt•QSUid..tvi~m~ in Sltuli 
,..dinAii, (1928) I., pp. IG-35. The term quadrioi•"' in this sense first 
occurs in extant Latm literature in Boetbius (480-S25 A.D.), J.utilvlio 
Aritltfr .. tica I. I, printed in P.L. (ed. Migne), LXIII, col. 10790. 

(1) Slrelton, WAy Not to Court (1522) 
" A poore maister of arts • • • bad lyttel parte of the quadrivials, 

nor yet of trivials ••. 
d. M. Davies, AIMraao Brit. (1712) II, 12. 

"Edwaro Seymour was educated in trivials and partly in 
quadrivials at Oxon." 

(') N.,. E"'/lmtds Finl Frum, lk .• Lotrdora (1643), reprinted as 
Appendix D to l"A• Foulldi"'J of H.,..U Wlkc• by S. E. Morison, 
Cambridge, Mass. (19."15), p. 433 :-

•• R..US, eflll Proupr. tMI """ olmrwd iro 1M Colkdt•· When 
any Schollar is ablo to understand Tolly, or such like c:Jassicall 
Latino Author -par.. and mn.ko and speake true Latino in 
Verse ud Prose, ..,. Ill .,;...., M-: And decline perfectly the 
P&mdigm's of Nounes and Verbes in tho Greek tougue : Let 
him lben and not before be capable of odmissioo into the Colledge. • 
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of studies >---grammar, dlelmic:, philooophy (iDcludiag ~ and dia
lectic)~ "!be miscellaneous learning (.....wiD) was tbe germ of that 
encyclopaedic leamiDg which was regarded with such respect in the 
£oeul:<euth ccatmy. J. A. CoJDCDius (159Z-1670), the best: 1mown 
exponent of this tendency, S>ught in his J-l.HtpMonoo (1631) and 
Orbis Pidws (1658) to make the • small encyclopaedia • the basis of the 
earliest grammatical iDstnlctiou. He speaks with contempt of -
seven tiber.U arts a lmowledge of which is demanded from a doctor 
of philosophy.(') 

In most of the g>ammac schools. local and oon-b:a). in Fngland and 
Walesthemainsubjectofscbool' business • from the sixteenth century 
onwards was in practice Latin liteiatme based on an intensive -dy of 

Latin -· Thus, the - had, in e1fect, been rednoed to 
grammar and dletoric, logic haviog dropped out or having been relegated 
to the a<ademic comse at the UDi,.;t;y.(") Nevertheless, though the 
system of the arts was, in effect, disintegiated and was a mere shadow 
of its former self. the ""J!iessio.l 'liber.Ueducation, • which had origiDally 
meant a training in the liberal or :&ee arts. SUI wived to describe an 
education based on the classical languages. 

A liber.U education was regarded as the appropriate prepar.rtion for 
the • liber.U • J!iOfessioDs. 

In the latter half of the 18th century ...,.,.,U factms combined to give 
a new or at any rate an enhanced value to classi.cal education as a social 
label Among these factms were the revival of interest iD G.eek studies 
in the UDivezsities and Pnblic Schools about 1765 ; the convention that 
a I!"Dtleman sbould be able to quote Vu:gil and Hmace; the art of 
cu1tmed conversation, which · iD-wd some lmowledge of classical 
liteiatore ; the cult of antiquarianism and an:haeology ; the prestige 
of Westminster and Eton among the governing class. The expo:essioil 
• liberal education • was used bJt. a sncc-ssion of writem ..,. meaning. 

primarily an education based cbielly on the classics('). e.g. Vicesimus 
Knoz. LiiMrlll E.,__ (1789);&s..,. oraLibmll E411CGlioa(1867) edited 
by the Rev. F. W. Famu: (afterwuds Dean of Canterbury). In most 
iDstaDces, bowever, no attempt was made to define the precise m~ 
of the upiessioD • h"beral. educatioo.' save for the assumption that it 
was to be based oo the classics. · In the Dioeteenth century, bowever, 
largely owing to the iolluence o:><erted by Matthew Arnold on the 
Schools Ioquiry Commjssjon (1864-QI}, for which he -=' io 1866 
special zeport:s oo the systems of secondary eduuation io Fmnce, 
Germany, Italy and the Canton of Ziirich, an e1fort: was made to ewlve 
a mote RaSOBed. con-cept of a 'liberal education • based on the neo
bnm•nistic cooceptioo of I!"Deral coltme (Ailg.,...;,.. Bildtnoc') which 
had c!omin•ted the Prussian gymoasia sioce the time of WJ!helm von 
Humboldt (1809) and which a1S> had a wide ""'gue io France owing to 
the iollueoce of Victor Coosio (179Z-1867), Villem•in (1790-1865) and 
VICtor Doray (1811-1894). It is a.a:ordiogly necessary for oar purpose 

(') a- Di4aaoe (1657) :JC<Z, z. 
(') cf. Pepys' DiMy UDder date 4 February, 166a-63 ,__ 

". • • from lum to Pani's Scbool it being Apposition Day there. 
I heanl S>me of their ..,....... ... lllld they were jost as ocboolboys 
used to be, of 1M - libmll ....._ : but I think not so good 
as ours were in our time •• a 

(") cf. Jooeph Priestley (1733-1804) : A C..U of Libmll Fiw=.
for Cillil- Adiw Lifo (1765). 

Priestley used the upeuioA "liber.U education "io a wider seuse. 
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to give a very brief account of the evolution of this conception of higher 
education based on general culture in Prussia, and of the parallel 
development in France down to 1866. 

The idea of general liberal education in the form in which Matthew 
Arnold gave it a wide currency in England in 1866, derives from the 
celebrated Karl Wilhelm von Humboldt (1767-1835), who wa.s head of 
the newly created Prussia.n Bureau of Educa.tion(l) at Berlin from 1808 to 
1810. In the sphere of secondary education Humboldt defined the aim 
which continued to be accepted in Prussia for the next hundred years. 

Von Humboldt, who was himself a distinguished scholar, was a 
convinced supporter of the neo-humanist movement, which had been 
gathering force in German educational circles since about 1755, largely 
owing to the induence of Winckelma.nn (1717-1768) and Lessing (1729-
1781). He believed that the highest example of human development wa.s 
to be found in ancient Greece. Inspiration and guidance might 
accordingly be drawn from a study of that wonderful period of human 
development, which harmonized With the new national movement in 
Germany in seeking to release the potentialities of the individual in 
the interests of a self-goveming community of fellow citizens. M all
round education on humanistic lines was now to replace the old narrow 
training in Latin grammar, Latin speaking and religious instruction. 
Real ins-ight into the spirit of the Greek and Roman civilisations and the 
assimilation of their great literary masterpieces in form and content, 
were to furnish solid foundations for a new nationalism expressing the 
living spirit and genius of the German people. 

Von Humboldt's basic idea was to make a synthesis between the 
human.i ty of the old world and the ideals of the modem world. His zeal 
for classical culture did not however lead him to ignore the value of 
modem studies and so the purpose of the secondary school (gymnasium 
was defined by him to be the promotion of comprehensive general 
culture (Allgm&ft,.. Bildt~ng). A revised scheme for the secondary 
schoOl course was drawn up under von Humboldt's guidance. The 
length of the course wa.s ten years and the subjects to which the greater 
part of the time wa.s allotted were Latin, Greek, German and Mathe
matics. Religious Instruction, Natural Sciences, History, Geography, 
Drawing and Writing occupied the remainder of the time. Hebrew and 
F'r<nch and other modem languages were optional. The general purpose 
of higher or secondary education was envisaged as the harmonious 
de~lopment of all the faculties with the comprehensive formal cultiva
tion of intelligence, a. mastery of languages. a considerable attainment 
in Mathematics, and some knowledge of Science and History. 

This higher education wa.s designed for a limited number nf boys whn 
~re preparing for university studies leading to the learned professions 
and from whoso ranks were to he recruited the higher officials of the 
Prussian Stat•.(') 

The liberal pha.se in Prussian higher education did not la.st for long. 
and the enlightened id~a.s of von. Humboldt and his collaborator 
Sueveru were considerably modified by a succession of reactionary 
Ministers and permant.·nt offidals betl\•een 1819 and 1856. The general 
subjKts of instruction in all Prussian tyatJI&I.SUa when Matthew Amold 
visit<'d them in 1866, 'W'ere-La.ngu~ via., German. Latin and Greek: 

(') This n•wly established Education Department was organised at 
that time (11108) as a bnulcll of the Ministry nf the Interior at Berlin. 

(') F. Paulsen, Gori1rl! .. U$ t.w.m. U-. II, 281-299. 
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Beligion ; Mathematics with Physics and Natmal History; Writing ; 
Drawmg and Singiug.(') . 

Matthew Arnold was also much iDJiuenced in the development of his 
ccmcept;on of general liberal education by the ideals UDderlymg the 
.State seamdary schools in FraJM:e (lycbs and IXIIUg .. ), which he visit<d 
in 1866. The cmriculum of these schools in their main outlines embodied 
the read:ioD agaiDst the modern and scientific cmriculum of the i<olos 
-Ilks established by the Directory in 1795 aDd abolished ODder the 
Consulate in 1802.(") The system established by Napoleon UDder the 
Consulate and t;he Fust Empire thus tep:eseuted in the maiD a reversion 
to the tiadition of the coneges kept by the various teaching Oidem and 
Congregatious·in the eighteenth century. Classics and literary -dies 
occupied the principal pbu:e in the cmriculum tbougb a considerable 
amo1111.tof time was also assigned to Mathematics and various branches of 
Science. UDder the liberal mooan:hy of Louis Philippe (1830-1848) and 
during the SecoDd Empire repeat<d attempts w= made to break down 
the donuganc:e of the <lassies aod to secure more time for the study of 
the Sciences and of Modem I.anguages. It was uged that France required 
more industrialists and eugiDeers, wbo might be prepared by a scientific 
course, and fewer joamalists and la"'J"'S, produced by a training that 
was mainly literary. Accoxdingly, on 30 August, 1852, a decree was 
issued estaNisbing a common course of studies in the lyc:ks for three 
yeam. IoRowed by a bifurcation(") into two comses, one of which was 
literary and the other scientific, with a nlimber of subjects (LatiD, 
French, History, Geography. Modem JaoiP'ai!"S) common to both. 
The literary course led np to the INiaalowW is le#ros aDd. to the 
Faculties of Lettenl au.d Law at the Univenity; the adeuti.6C 
course led np to the INiaalowbd u ..u-.s and to the Faculti!B 
of Medicine aDd Sciences aDd to special schools or to c:qmme!Cial, 
and industrial C'.areeiS. This e.xpe:riip.ent was DOt a success. The scientific 
course was J:eg&rded as a metbod of escaping from LatiD, and the teaqing 
of Modem Langnages la.tgely failed through a sbortage of suitable 
teachem. Acconlingly, in 1863, H. Victor Dtuuy, the Hillister of 
Education. snpp1 ed the"sy!>temof bifurcation and in 1865 established 
a· special course (~ ~ intended for managers aDd fore
men of industrial aDd comme!Cial ondertakiDgs and for minor ollicials. 
This COUISO, planned as a tluee or fbur yeus' continuation of elementary 
education. was to exclude the Classics aDd to comprise French, Modem 
Languages. Mathematics and Science, Geography, History, DrawiDg. 
SuneyiDg and Book-keeping. 

The passages in Jfattbew Amold's Report on seamdary education 
in France, Germany, Italy aDd Switaerland (1866) ontlining his own 
views OD general liberal education rDD as follows :-

" The ideal of a genenlliberal training is, to carry us to a knowledge 
of ounelves aDd the 'IIIOI!d. We are caRed to this knowledge by special 
aptitudes which ..., born wip. us ; the grand thing in -cbing is to 
.baw faith that some aptitudes of this kind everyone bas. This one's 
special aptitudes are for knowing men-the -dy of the bumanities ; 
that one's special aptitudes ...., for knowing the ""'rld-tbe study of 

(") F. Paulsen, op. AI. II,. 3llh'ISI ; 445-542. 
{W) F. Vaal. Trois Sikla 4•Hisloin U 1• E•uipnrd S r Mm, 

Paris, 1936, pp. 71-128: pp. 1~18. 
G. Compayre, Hisloin Criliqw .US Do.lrl ... t1o I' £1111..a .. ,. .F,_ 

tUpwis M s.;.;,_ Su.M, Paris, 1879, U, 859-373. 
(") F. Val, op. <iL pp. 20&418; pp. 21~1. 
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nature. The circle of knowledge comprehends both, and we shoulcJ 
all have some notion, at any rate, of the whole circle of knowledge .... 
He whose aptitudes carry him to the study of nature should ha.ve some 
notion of the humanities ; he whose aptitudes carry him to the 
humanities should ha.ve some notion of the phenomena. and laws of 
nature. Evidently, therefore, the beginnings of a liberal culture 
should be the same for both. The mother tongue, the elements of 
Latin and of the chief modem languages, the elements of history, of 
arithmetic and geometry, of geography, and of the knowledge of 
nature, should be the same for all boys at this stage. So far, therefore, 
there is no reason for a division of schools. But then comes a hiju1'txJo. 
lion, according to the boy's aptitudes and aims. Either the study of the 
humanities or the study of nature is henceforth to be the predominating 
part of his instruction." (Schools Inquiry Commission, VI, 599.) 

" The secondary school has essentially for its object a general liberal 
culture; whether this culture is .chietly reached through the group 
of aptitudes which carry us to the humanities, or through the group 
of aptitudes which carry us to the world of nature. It is a mistake to 
make the secondary schocl & direct professional schocl, though a boy's 
aims in life and his future profession will naturally determine, in the 
absence of an overpowering bent, the group of aptitudes he will seek 
to develpp. It is the function of the special school to give a professional 
direction to what a boy has learnt at the secondary school. at the same· 
time that it makes his knowledge. as far a.s possible, systemati<>
develops it into science. it is the function of the University to de'\--elop· 
into science the knowledge & boy brings with him from the secondary 
school. at the same time that it directs him towards the profession in 
which his knowledge may most naturally be exercised. Thus, in the 
University, the idea of science is primary. that of the profession 
secondary ; in the special school, the idea of the profession is 
primary, that of science, secondary." (ibid, VI, 601). 

If 'these passages from Matthew Arnold be carefully studied in the 
light of the brief account given above of developments in the French 
and Prussian systems of secondary education at this period (1866), it 
will be seen that Arnold endeavoured to make our traditional insular 
conception of • liberal education • more precise by describing it as 
' general liberal culture'.(') He took the expression • general 
culture ' from Humboldt's AUg.....;,.. Bild""f. Again, Amold 
bonowed the ida of the bifurcation of humane and scientific studies, 
respectively, from tho decree issued by the French Millistry of Public 
lllStruction on 30 August, 1852.(') !twill be noted that no explicit refer
ence is made either to physical education or to the aesthetic subjects. 
The fact is that at the time when Matthew Arnold adumbrated this 
conception of general liberal education, largely on the biWs of existing 
&r1'aJl8"Ments in secondary schools in France aa<1 Prussia,. the whole 

(') No reference is made hero to T. H. Huxley's famous definition 
of a liberally educated man. or to tho description of liberal education 
g\V'OD by Cardinal Newman in his Utoi..,!ily Ed"""ioa (1852), sinoo 
they relate to liberal education at the oniwnity stage. It is probable, 
however, that these a.nd similar descriptions of general academic culture 
oxercixd .,me iD.dueDQ:I on tho devclopmcut of the Qlll.CC})ti.Oil of libcnt.l 
education at the grammar achool otago. 

( 1) ln Russi& bofw:cation between the classical and realistic courses 
within tho ....,..dary ocbool system had been introduced as early &s 
18:19, but it is improbable tbat Alatthew Arnold mow &boot educatioaal 

l
developmonta in tbat ..,ontry. 

t•t•n P 
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idea of a general liberal culture for a limited l/i14 of future professional 
men and higher officials wa.s beginning to disintegrate, partly owing 
to cbanges in the structure of society, partly to the develcpment of 
the sciences, partly to the vast increase in knowledge about literary 
subjects, and partly to the demand of modern industry and commm:e 
for l«:hnieims and specialists. It will be noted that there is bardly 
any recognition of tho desirability or indeed of the need of some 
infiltration of quasi-technical or quasi-vocational work at some stage 
of the course in a general liberal education. In the latter part of tho 
uineteenth century. public opinion ca.me more and more to recognise 
the claims of technical education and, as is shown in Cbapter I of 
this Report, the best educational opinion in &gland and Wales during 
the last two decades of the century was reluctant to draw any rigid 
line of division between Secondary education and Tecbnical education. 
AD excellent statement of this new point of view is to be found in the 
passage from the Report of the Royal Q»nmission on Secondary 
Education (1895) quoted in §31 of Cbapter I. In point of fact, a series 
of great thinkers in &gland and on tho Continent bad long before 
that period recognised that the antithesis between a liberal education 
and a technical or quasi-vocational education was UJ11'e3l and mis
leading. There can be no adequate tecbnical education which is net 
.in some sense liberal. and no liberal education which is not. from some 
aspects, techoical. 

Fo< instance, in the seventeenth century G. W. Leibniz (1646-1716), 
who was net ouly a distingoished humanist, historian and diplomat, 
but also a great mathemati~ and man of science, criticised the 
1:mditional training given in the higher schools and Universities of 
Weste~ Europe in the most scathing manner, protesting especially 

· the use of Latin and the survival of tho scholastic tradition in 
"tho Uni "ties. Leibniz urged that the teaching of youth should be, 
-centred ot so much upon poetry, logic and scholastic philosophy as 
upon r6 : • history, mathematics, geography. vwa j>Aysil;a, tnM.alitJ 
tM ciutlia SJ. ia ; instruction in t'aalia should be pursued in collections 
of rarities, o study of ma.a in anatomical theatres, chemistry in tho 
apothecary's shop, botany in botanical gardens, zoology in zoologicsl 
gardans. Th pupil should constantly move in the """"""' ..-.tU Ill 
..ms, recoivin living knowledge .and impressions".(') 

(') A. Foucher de Careil. o ...... os .U l.iti/nJU (Paris, 1875) VII. 52 ; 
Leiboi&ens en ilbor die Erziehnng eines Prinzen, printed in 
G. W. BOhmer, M«ifllltifl filr das Kinlwllr«AA, Band I, Gottingen. 
(1787), pp. 188-1 • 

cf. Francis (1561-1626) : T1110 Boolr& of 1M .. u • .........,., of 
~ttg (1605) • 

" But this i that which will indeed dignify and ezalt kncwledge, 
if contomplati and action may be more nearly and atraitly 
conjoined and "ted together than they have been; a conjunCtion 
like unto thet f tho two highest planets, Satum, tho planet of 
rest and con plation, and Jupiter, tho planet of civil society 

and action." ~· kl.) " In general. thoro will bardly be any main proiicience in the 
clisclosi.ng of n , ezcept there be aome allowance for upenses 
about ezperim ts; whether they be ezperiments appertaining 
to Vulcanus Daedalus. furnace or engine, or any other kind; 
and thoreloro aec:retaries and spials of princes and ststos bring 
in bills for in elligence, so you must allow tho spials and intelli
gencers of n.,.tme to bring in their bills, or else you sball be ill 
advertised.(' . (Book U.) 
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There is an instructive passage on the difference between liberal 
and technical education in a valuable work by the Rev. Henry Latham 
(1821-1902), Master of Trinity HaJl, Cambridge, entitled Tho Ac#tm 
of Examilttllitms (1877), PP• 5-7:-

•• It will be of service to :6.x precisely the meanings in which the 
terms Liberal and Technical Education will be used. These two phrases 
are commonly employed so loosely as to be useless where precision is 
required. I propose to use them in a rigorous sense: premising that 
most Liberal Educations aro so far Technical that they enable a man 
to do something which he could not do before, and most Technical 
Educations are Liberal ones also in so far as they really improve the 
man by disciplining bis attention and forcing him to care and accuracy; 
moreover, it has a good moral effect on a youth to feel that he has 
acquired a mastery over matter, or the power of doing something 
which is of service to other people • 

.. AD education is liberal so fa.r as it concerns itself with the good 
and the cultivation of the pupil; valuing any accomplishment it may 
give him, for the new perceptions it opens out, for the new powers it 
confers, or for any other good it may do the man, and not regarding 
the work produced : Liberal Education would like to make a man 
an artist, that he may have a delightful occupation, and acquire an 
eye fop besuty aod for truth ; she would like him to paint well because 
this would shew the possession of such an eye and many other qualities 
as well. but she would not care much about the pictures themselves; 
ahe would not care a bit whether his pictures were valuable or not. 

•• AD education so far &S it is technical is careful not for the workman 
but for the work : Technical Education wants to get good pictures, and 
ahe only values any qualities of an artist so far' as they conduce to this 
end. She aims at moulding the man into a perfect instrument for a 
particular purpose." 

Professor A. N. Whitehead in bis volume uf esaays entitled Tho Ai,.. 
of Edut41iott""" 01/Jor Essoys (1929), p. 74, writes:-

.. The antithesis between a technical and a liberal education is 
fallacious. There can be no adequate technical education which is not 
liberal, and no liberal education which is not technical : that is, no 
education which does not impart both technique and intellectual vision. 
ln simpler laoguage, education should turn out the pupil with something 
he knows well and something he can do well. This intimate union of 
practice and theory aids both. Tbo intellect does not work best in a 
vacuum. The stimulation of creative impulse requires, especially in the 
case of a child, the quick transition to practice. Geometry and mechanics, 
followed by workshop practice, gain that reality without which math.,. 
matics is verbiage. 

•• There are three main methods whicharerequired in a oatio.Da.l system 
of educ:ation. namely. the literary cWTiculum. the scientific curriculum. 
the techlli<:&l curriculum. But each uf these curricula should include the 
other two. What 1 mean is that every form of education should give 
tho pupil a technique, a scienoe, loll assortment of general id-, and 
&esthetic apprcc.iation. and that each oJ these sides of his tn.ioing should 
be illuminated by the others. Lock uf time, even lor the most f.a.voured 
pupil. makM it impossible to develop fully each curriculum. Always 
there must be a dominant emphasis.. The most diroct aesthetic tninmg 
natw.lly faUs in tho technical curriculum in ~ c:ucs ...- the 

•• 
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training is that requisite for some art or artistic craft. Bat it is of high 
importance in both a literary and a scientific education... In another 
passage, on pages 84--85 of the same b>ok, Professor Whitehead writes :-

" No human being can attain to anything hat fragmentary knowledge 
and a fragmentary uaining of his capacities. There are, however, 
three main roads along which we can proceed 'With good hope of 
advancing towalds the best halance of intellect and character: these are 
the way of literary culture, the way of scientific culture, the way of 
teclmical culture. No one of these methods can be exclusively followed 
'W:ithont grave loss of intellectual activity and of character. Bat a mere 
mechanical mixture of the three cun:icula will produce bad results in the 
shape of scraps of information never interconnected or utilised. We have 
already noted as one of the stnmg points of the traditional literary 
culture that all its parts are co-ordinated. The problem of education is 
m retain the dominant emphasis, whether literary, scientific, or teclmical; 
and without loss of co-ordination to infuse into each way of education 
something of the other two. •• • 

Prof.,.,.,. John Dewey gives an admirable statement rega.rding the 
misleading &lltithesis between culture and utility in the following 
passage of his work entitled DIIJIUJI#t>ey Gfld Edii<Giitno (1922), page 305:-

" Of the segregations of educational values discussed in the last 
chapter, that between culture and utility is prohably the most funde.
mental. While the distinction is often thought to be intrinsic and 
absolute, it is really historical and social. Itorigmated, so far as conscious 
formulation is concerned, in Greece, and was based upon the fact that 
the truly human life was lived .only by a few who subsisted upon the 
results of the labour of others. This fact a1fected the psychological 
doctrine of the relation of intelligence and desire, theory and practice, 

"It was embodied in a political. theory of a permanent division of 
human beings into those capable ol a life of reason and hence having 
their own ends, and those capable only of desire and work, and need,ing 
to have their ends provided by others. The twc distinctions, psycho
logical and political, ~ted into educational terms, e11ected a 
division between a liberal education. having to do with the self-sullicing" 
life of leisure devoted to knowing for its own sake, and a useful, practical 
training for mechanical occupations, devoid of intellectual and aesthetic 
content. While the present situation is radically diverse in theory and 
much changed in fact, the factors of the older historic situation still 
persist sufficiently to maintain the educational distinction, along with 
compromises which often reduce the efficacy of the educational measures. 
The problem of education in a democratic society is to do away with the 
6ualism and to construct a course of studies which makes thought a 
guide of hee practice for all and which makes leisure a reward of accept
ing responsbillity for service. rather than a state of exemption from it ... 
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MEMORANDUM ON THE SECONDARY SCHOOL CURRICULUM 
BY Dr. I. L. KANDEL, M.A., MANCHESTER, Ph.D., 
COLUMBIA, Litt.D., MELBOURNE, PROFESSOR . OF 
EDUCATION, TEACHERS COLLEGE, COLUMBIA UNI
VERSITY, NEW YORK 

The most outstanding problem with which educators and statesmen 
are confronted today virtually throughout the whole world is that of 
the education of the adolescent. Just as one hundred years ago the 
leading countries of the world began to recognise the importance of 
providing universal compulsory elementary education, so today the 
chief concern is to organise satisfactory systems of post-primary 
education. While there is more, or less general agreement about the 
function and content of the elementary school, which is detennined. 
in large part by the age and interests of the pupils, no such agreement 
can be found either on the form of organisation or on the content and 
purposes of education beyond the elementary level. Nor can the 
difficulties be eliminated or even mioimised by the demand for a 
commOn primary school and for secondary education for all. The 
difficulties with which the educational world is confronted are due to 
a great variety of causes. Except the United States most countries 
in the nineteenth century developed dual systems of education-the 
olementary for the masses and the secondary for the group selected 
on the basis either of wealth or of intellectual ability. As the elementary 
school established itself and as national needs, especially on the indus
trial and commercial side, developed, the elementary branch of education 
iW,lf expanded upwards and specialised vocational schools were pro
vided, and both types paralleled and to some extent overlapped the 
traditional systems of secondary education. At the same time secon
dary education itself felt the impact of the changes which proceeded 
during the nineteenth century and after a period of unrest the curricula 
were expanded to include, in addition to the traditional classics aDd 
mathematics, modern languages and sciences but without disturbing 
the aims of general cultural education and preparation for higher 
institutions of learning. 

A new period was ushered in during and after the \Var. Nations 
began to evaluate and to compare their educational systems and to 
estimate them in terms of their contribution to national welfare as a 
whole. It was reco~ that elementary education alone provided 
inadequate opportunities for the development of the poteutialities of 
the individual and insufficient preparation for living in the complex 
civilisation. of the twentieth century. From another point of view it 
began to be recognised that the dual systems of educational organisati.oD 
which bad bee.n inherited from the nineteenth century involved the 
sacrifice of 1~ numbers of pupils of ability, of pupils capable of 
profiting from further education which the existing systems did not 
provide adequa~. Out of tbill unrest. which, unbke th~ uruest of 
the last two decades of the nino-..th century, ...., uot c:oacemed 
primarily with matters of curriculum iD tbe 9eCOD.dary school but with 
the orpnisation of education on a nation.al hlsi$. there resulted the 
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movemeut :for the miliied educatiollal systems.-e EitoMitsschlo ill 
Germany, the koltl ~ ill Fiance, and oemudary educatioll :for all 
in Euglancl. Fmm these three couutries the movement spread rapidly 
to others until it has today become world-wide. 

Of the geeeral program implied in this movement two items appear 
to have gaiDed acxeptaDce already. The Jin;1: is the geeeral reooguitiou 
of the ueed of a 'Xlll!mou foandatioll :for all up to the threshold of 
adolescence, that is, up to the age of eleven or twelve. The secoud is 
the unification of the administration of all types of educatioll uuder 
oue authoritY ; thus ill Italy and Fr.mce the Ministries of Public 
Jnstroctiou have become Natiollal Ministries of Educatioll to administer 
and supervise both general and vocatioual educatioll ill their v.lrious 
branches, in the Uuited States the Federal Bureau :for Vocatioual 
Educatioll has been made a division of the Uuited States Office of 
Educatiou ; in Germany this unificatioll has only recently been 
adopted in the Third Reid, while ill Euglaud it bad already been 
anticipated when the Board of Education was established in 1899. 

The adoption of a 'Xlll!mOD :foundatioll :for the large majority of 
children and the unificatiou of administratioll of all types of education 
have only revealed the dilliculties involved in the whole questioll of 
post-primary education. To demand aerondary educatioll :for all in 
the interests of equalisatiou of educational opportunities is one thing ; 
to devise methods by which the indi'vidual pupil may recem. the kind 
of educatioll from which he can best profit is anoth..... Only two aspects 
of the problem are clear; first. under present emuomic c:onditiom and 
the prospects of technological dewlopments in the futore adolesoeets 
will become iD.creasi.Dgly UDemployable. which meaDS that aoc:iety mast 
extend its educatiollal gwmliaDship over them ; and, second, if the • 
function of education is the prepaqt.tioll of c:itizens.--illtelligent to the 
world around them, conscious of their duties and responsible, equipped 
:for the work which they are best titted to undertalrr. and trained to tpe 
-t of their abilities and interests to enjoy the cultmal and spiritual 
things of lif.,...._ eJtteusioq o! educatioll be'Xlll!es inevitable. Lea"ring 
on one side those who are not likely to profit at all from such an · 
ezteesioll-iUid with educatiollal programs and teachers of vision the 
number is probably far smaller than is usually aopposed-it is no more 
unreasonable to e:q>ect a gradual .;........non of educatioll for all up to 
the age of eighteen than it was a hundred yean ago when an exbewoioD. 
to fourteen was regarded as impr.octicable and undesirable.. Without 
attempting any prophecy as to the time when such an ea:l1!ii5iwl may 
take place, the fact at P""""'t and in most COUDtries is that an immediate 
el<teusiouofcompulsoryeducatiollis n"" ry, if the world is to be saved 
from the dangers which meuace it from alknring honles of unemployed. 
=supervised yeuth to enter adnlt life oompletely unequipped, un
trained, and illitemte as ci1:i-. 

If this geeeral thesis is sound, and an annlysis of coaditioDs ill most 
countries wenld prove it to be soand, the problem with which educatom 
and statesmen are cxmfrunted is not that of providing -·ry ed• 
cation for all. hut rather to discever varieties of types of educatioa :for 
the ado-.: groupe from which each individual is - -ble of 
profiting. In other words the problem is 01111 of the clistribatioD and 
differentiation of facilities and opportunities for edacatioa. Tbe 
problem is 110t oimplitied even in ouch a country u the United Slateo. 
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where the single or comprehensive high school, organised end-on with 
the elementary school, has attempted to meet the needs of all the 
adolescent population and to provide curricula and courses suited to 
the capacities of each individual pupil. Simplification of administratioD 
has in the U~ted States not provided a solution. It is beginoiug at 
last to be admitted that the single school may cater to the average but 
it does justice neither to the bright nor to the dull pupils, and that the 
attempt to provide general cultural and vocational courses side by side 
in the same institution tends to militate against the success of both. A 
glance at the leading journal for secondary education, School Review, 
reveals an increase in the number of articles which have appeared 
advocating or describing methods of selection or grouping of pupils 
according to abilities and interests within the same school. More 
recently Dr. John L. Tildsley, Acting Head of the High School Division 
in the educational system of New York City, has urged in his Annual 
Report to the Superintendent of Schools the organisation within the 
existing high schools of " honors "' schools for gifted pupils and special 
provisions for those pupils who show no likelihood of success in 
academic subjects.(l) In the extensive discussions which ha.ve taken 
place in France during the past ten years on the organi.sa.tion of the 
IcoN uniq.u nothing is more striking than the repeated suggestion that 
a pel'!llanent commission for selection and guidance (Commission. 
Pnman1nt1 dl S•lecliott el Orientation) be established in the National 
Ministry of Education. Nor is the idea entirely novel, for although 
it was not at the time intended to meet the present situation, no moro 
pertinent definition of the purpose of administration has ever been 
formulated than that of Sir Graham Balfour. •• The puipOse of admini· 
atratioa," wrote Sir Graham in his lecture on EducationtJl.A. dministt'ation.. 
"is to enable the right pupils to receive the right education from the 
right teachers, at a cost within the means of the State, under conditions 
which will enable the pupils best to profit by their uaining." 

1.1.de Monzie, formerly Minister of Education,in discussing the problem 
confronting France in the provision of post~primary education. only 
atated the same idea. in difierent terms when he said that it involves 
free tuition (l"aluiU), selection (sll..tion), and distribution (rarionalis• 
li011) ; ho might have added to this guidance (ori.,.lalion) a.s the 
necessary corollary of selection and distribution.('} 

Tho discowry of the " right education '" for the .. right pupils .. is 
today one of the most crucial tasks with which the admiDistratoT is 
confronted. It is difficult enough in the American high school which 
ia open to all pupils on equal terms ; it is far more difficult iD those 
systems in which various types of education are ofiered not in the same 
but in different schools and in which fees aro cha.rged in some but not 
in othen. The problem is as acute in Germany where fees are charged 
in most post·primary schools and tho provision for free plaoes is slight, 
as in France whore fees in tho secondary schools proper have -
abolished : it is as serious in Italy where fees in the post~primary 

(') See Tildsley, John L, TIN Mo....,;~ w ...... of tiN .tl-.o 
s...,~~<~my S<Mo~ (Cambridge, Mass., 1936). 

{') By an arrlll nf A\'ril 22, 1937, and mbooquent circn1ars tlassos 
ol'...-..lio11 have - 111troduoed in a number nf French lyUu and 
coiUt" by way nf experiment to advise paronts and puplla in the choice 
nf suitable oecondary school co~ 
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schools are 1!0JJ!inal as in the W Slafes where the high schaols ano 
free : aDd it is the subject of iDquiry ia the Scaoomaviaa COCUibiiiS. 
To sohe tbis problem of distributial1 wuald be a sqffi - tly difficn!t 
task evea if it were limited merely to tbe discovery of technical devits 
for evaluatiDg illdividual ability and promise; it bemmes in• -.... 
wbea tbe oompleDties of social and tr.utitioaal """""" ...- be ta1rm. 
iDto aaomd:.. 

Seamd•ry educatioa as it is geuerally uw:eived in the popular miDd 
has come to be reganled as the educ:atiml of the privileged '-· as -
education for status. It is looked upm as a prep;uatioa for what ano 
called the -white collar- or "black mat" jobs aJJd ......... ueatly a 
a metbod of release from JDaDJJal oa:upatioDs. This popular attitude 
is mauifested - in the AmericaD high school in which, altbongh 
opportunities for academic. semi-academic and ,. ,. WJal t:raioing aRJ 

provided, the a<ademic ......,.,. seem to be preren.d by the majority 
of parents aJJd pupils, despite the fad tbat manual oa:upatioos eujoy 
a higber status thaD in kss demoaatic C01!JJtries. Tbe abolition of 
fees in the secondary schools of Fr.mce bas R'SOited in au iou d 
eamlmel!t of more thaD 60,000 pupils in kss thaD - ye;us. In 
Germany the Rduction in the opportmJiti<s for employment in the 
wage-earning oa:upatioos in the :reus folknring the War resulted in 
oven:rmnling both in the ..._..ry scbools aJJd in the 1llliw:lsitieo. All 
analogous situatioo -Is itself in the SnOOina:riau anmtries. 
Tbat tbis amditiOII has JJDt been escaped in England is indicated by tbe 
fad that some •• Cll!lltial " schaols have departed from their original 
aims and ""' ~ their pupils for tbe - -·ry scbools 
enmiiJ•ti<m Tbe pu:fened pJaa: eojoJod bytbe tr.utitioaal_..._,•ry 
school in social esteem aJJd in tbe UHUpetitiuJl for employmeut ft:lldem, 
the task of liDding tbe right educatiol! for tbe right pupils I!IOie difficn!t 
thaD is n:alised by tiJo9e wbo pin•tbeir faith in tbe duelopbeuts of 
acieatific tests of ability. Tbe difficn!ty is sliD farther - in 

- - syslaus in - S!liJJe papils ..... en- -- .. -- speci21 .. places as tbe n:sult of a CllilllpCiilive ezaminatjrm while 
others are admitted, and DOt always - tbe same slaD!I.uds, as tee- _ 
paJ=L F'raDoe. for eD!Dple. Ollly diswoeted UJ!J1:be< problem -
abe !might by aboljsbing fees in ..;.......ary schools to a.saer1: tbe right 
of the state to eD:Iade the .,. •al s from the advantages of ....,._,ary 
educatiol! at pab6c: e•1 ; tbe ....-ritirs .........,._,are at pnsent 

struggling with tbe problem of derising suitable motbods of ... '-
Ooly tbe totalitarial! - at ..., ""'beue aJJd tiJo9e <Oalltrlrs which 
haw: a sublime faith iD. the magic of .. scitutific tests .. at the othel' 
seem to be teadytoembark,.. a potiey of" haman engineering- wbidl 
- haman JJature aJJd a:rtainsocial 1""1" ' - aJJd-; 
tbe Natiaoal Socialist authorities in Germany, by aesbicting admjssiog 
to tbe -ties, have ineviJably de&ded laage 111!1Dbels from tbe 
existing ..._..ry schools without. -e-. ha'Oing gn.. thought to 
fl:e - of pnrriding - typm of schaols for tbe popils so dioetliod ; 
in tbe United Stabs, oo tbe otbea haJJd. it .......ms to be 110e11 wbetbea 
faith iD tbe wily developed 11!0- for C!Jiiper.dift: ~ aJJd 
CU!D1!1ame ROmi canis as bases for piclaaJal will be "''16 ""'t!y stnmg 
to OWdbXGO tbe popular and d__.,.tjc ........... for equality of 

opportuuity. In both casos it - to be .,._ - •• folly 
Plato's the!>ryjof social aJJd ed'M'Jticwpl -njsatimJ will be 'll'indii<a!ed 
in tbe twen~ -1-
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And yet, although one may shrink from the extravagances suggested 
by the term .. human engineering, •• the provision of the right education 
for the right pupils does imply some sort of control over the destinies 
of the pupils. Up to the present. however. this control is in most 
systems of public education exercised by means of an examination. 
supplemented in some .cases by a scrutiny of school records and teache~ 
reports, or by both. In other words, the educational and later career 
of a large majority of the pupils (the minority whose parents can afford 
to pay fees is not so much afiected at this stage) is made dependent upon 
a single examination taken at the close of the period of primary educa
tion ; the fate of all who are admitted to the secondary school is decided 
four years later. It is not necessary here to discuss the cases of late 
developers, the IGI'd-arrivl.s, or the provisions made for them in some 
systems. The important question is whether the one examination is 
an adequate test when so much is at stake 110t only for individual pupils 
but for society as a whole. That there is some unrest on the subject 
is obvious ; it is only necessary tQ refer to Professor C. W. Valentine's 
study of Tlu Reliability of Examinations (London, 1932) which, although 
it deals on!y with the technical aspects of examinations, carries certain 
very definite social implications. Examinations, particularly as a 
method of selection, have for the last eight years been the subject of 
intensi\·e investigations by special committees in England, Scotland, 
France and Germany.(') For the present all that can he" said is that 
while the selective ex.aminations serve as a method for ranking pupils 
they are under suspicion on two grounds,-first. that they are not 
reliable. and secondly·, that on the whole they are not adequately valid 
indices of the aptitudes of pupils. A pupil who ranks high in arithmetic 
and English (and perhaps. general information) does not necessarily 
and invariably show promise of success in what are regarded as the 
basic oocondary school subjects (foreign languages, mathematics, and 
sciences). 

Such in general are some of the questiODS which arise at the outset 
in a consideration of the organisation and interrelation of schools which 
pro"ide education for pupils beyond the age of 11 plus. They cannot 
be settled by the adoption of such a slogan as •• secondary education 
for all." On the other hand, considerable progress cau. be made by 
bringing the traditional secondary schools within the general purview 
of the problem of the education of the adolescent. From the social 
and national points of view it would also be advantageous to include 
within the general scheme those post-primary schools which are at 
present administered under the Elementary Code. This was in fact the 
ICheme recommended in the Report on T/u EdiiCJiliott of 1M A tlolesurtl 

(') Sir Michael Sadler is chainnan of the English committee, whose 
in"""'igatioo is hei.Dg conducted by Sir Pbilip Hartog; the Committee 
bas airul.dy published a oomhet- ol ~omee, i.Dcludi.Dg A a£....;
of £ • ..,_, ....... (London. 1935). The German eomauttee bas rec:ently 
published SDme of the ftSillts of its investigatioo. in ScJui.Jna..sl&56, 
Krill• "" Erf<Jit• by Otto Bohertag (Berlin. 1934). The croation of 
the commit~ was the I'HU.It of an internatioaal conference on 
examinahoos held at Eastbourne in 1931 under the aospius of the 
Caro..gle Corporation and ~gie Foundation of New York and of 
the luteroauooal lnstttute. Toacben Colkge, Columbia UDi~ty. 
(See C.,.j..._ oa ~ N..,. York, 1931 ; Coaf- M 
£.....,;-. New York, 1936: ll!ld Kandel, l.L.. E.n.t--. C114 
T.._ s-..... ill .... U-s.-., !'-York, 19:r7.) 

p• 



420 APPENDIX m 
(see page 173 f.). Only in this way can the problem of tho education 
of the adqlescent or of post-primary education be viewed as a whole, 
if by this is meant such a selection and distribution of education as 
will enable each pupil to receive that education for which he ia best 
fitted. Should a scheme of this kind be adopted, it muat inevitably 
bring in its train the problem of devisiDg more satisfactory methods 
of distributing pupils into the di11erent types of school than those which 
are immecliately available. For those countries which bave ouly 
recently undertaken the task of breaking down the traditional dual 
systems of education and developing a unified, articulated system in 
their place as much as in tho United States with its single high school 
catering in the same institution to tho highly di11erentiated Deeds and 
eapacities of all adolescents this is tho crucial problem to be solved in 
the immediate futuro. Since the problem is now, it must be oolved 
by no:w ~othods, less open to criticism than the bazard of a siDglo 
examm ation. 

The selection or preferably the distribution' of pupils, &iDee the majority 
of tho adolescent or post-primary group is being considered, is inti
mately connected with the next problem, the organisation of curricula 
and courses suitable for the di11erentiated abilities and capacities of the 
pupils. This problem may be considered from a variety of points of 
view-the nature of individual differences, the duration of the courses 
to be taken, the probable destination of the pupils, and tho culture in 
which they live. But over and above all these is tho fact common to 
the membera of all groupe that they are to be citizeos. Aocordingly 
the :first principle laid down as a result of the conference in 1916 between 
the Council for Humanistic StUdies and the Joint Board of Scientific 
Studies, although intended at the time for secondary schools only, 
will apply equally to all phases of post-primary education in tho earlyo 
stages. Tho principle was stated.as follows:-

The lirat object in education is the training of human beings in· mind 
.and character, as. citizeos of a free country; and any tecbDical training 
of boys and girls for a particular profession, occupation or work must 
be consistent with this prillciple. 

The same principle, although applied to a more or less specialised type 
of ecbooL is emphasised in Board ,of Education Ed,..Aiiottol Pampiu.l, 
No. 83 (1930), issued by the Board of Education, Loudon, in tho state
ment that:-

Tho training given in the Junior Technical Schools ought to be, and 
in actual practice is a truly cultUial education. 

Obviously for the age group under consideration, boys and girls 
between the ages of 11 plus and 15 or 16, vocational training or prepars· 
tion for a particular occupation is undesirable and under present 
conditions of juveoilo employment probably unwise. The character 
of vocational training, its organisation and duration, whether it should 
be given wholly in schools or wholly in the trades concemed or under 
a scheme of partnership of both is. therefore. not a que9tion which 
need be considered here. The couraos provided in post-primary schools 
should, then, be general and liberal in character, aiming to give the 
individual an understanding and appreciation of himself and bis world 
and laying the foandationa for the lifo of a citioon through physical, 
moral, aesthetic, IIDd intellectual training. Of the numaroua definitions 



APPENDIX m 421 
of educational aims none is more applicable to all times and conditions 
than that of Vittorino da Feltre :-

Not every one is called upon to be a lawyer, a physician, a philosopher, 
to live in the public eye, nor bas -every one outstanding gifts of natural 
capacity. but all of us are created for the life of social duty, all are 
responsible for the personal infiuencc which goes forth from us. 

The general aim of all post-primary schools should be the same, but 
beyond this tho work of each type of school should be determined by 
tho difierences in the " gifts of natural capacity" among the pupils. 
Up to a certain point the basic subjects which go to make up a general 
education should be tho same for all types, but to grant this is not to 
admit that either the content or the methods of instruction should 
be the same. Indeed, the primary object of distributing pupils 
according to ability and probable length of schooling would otherwise 
be defeated. The adoption of a common core of subjects is desirable 
not merely in the interests of the common general aim of education 
but in ord.,r to make possible the transfer of late developers to the type 
of school best adapted to their abilities. It is for this reason, for 
example, that pupils who bold national scholarships in France may be 
transferred from the dcoUs fwimairiS suphUuru to lycks or collAges 
or vice versa as their capacities are revealed. 

The curricula of post~primary schools other than secondary have been 
10 fully and so ably discussed in the Report on Tho Ed"""""" of 1M 
Adoluum, and those for senior schools are being developed with such 
insight into tho needs of tho pupils concemed in tho published courses 
which have come to my attention that it is unnecessary to deal with 
them hero. It is pertiuont, however, before dealing with the curricula 
of secondary schools to consider some of the principles underlying the 
new curricula of the senior and central schools. In the fimt place 
traditional preconceptiou about the curricula appear to have been 
disq<r<led. Secondly, they have been adapted more closely in accordance 
with tho needs and abilities of tho pupils and the local circulll9tances 
i.a which they live, Thirdly, the work of the schools concerned is not 
for the present dominated by the exigencies of external examinations, 
a fact which makes poasiblo greater fiezibility and elasticity than would 
otherwise be poasiblo. This was equally true of tho central schools in 
the early years of their development and until, for reasons which were 
not primarily detenni.Ded by educational considerations, they undertook 
in some cases to depart from their original purpose and to prepare 
pupils for the first secondary school examination. It may in time be 
poasiblo out of this experiment to develop methods of establishing 
standards without resorting to the practice of external examinatiODS. 
Tho essential feature of tho new curricula is that they repre9ent an 
attempt to put into practice a new interpn~tation of a liberal education. 
It is, in fact, not an exaggeration to say that tho most significant 
statement in tho Report on TAo EdiiCOiiort of 1M .tdolosutol (1926) ia 
the new definition. of a humane or liberal education. 

A humane or libenll education, says tho Rt(>orl, Ia not one given 
throngh books alone, but one which brmgs children into contact with 
the larger interests of mankind. It should be tho aim of scbools of tbe 
last three types (i.e. oelecti..., c:tmtral ocbools. non-aelectiw central 
ocbools, and oenior classes, et<:.) to provide such an edocatiOil by means 
of a curriculum containing largo opportunities for pndical work, and 
dooely related to living interests.(') 

rl Report on TAo E-... of 1M At!o!eX""' (1926), pp. &I and 174. , .. ~ ••• 
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The aim of the " modem •• schools, stated so admirably, seems to 
be contrasted with the aim of the secondary schools proper, which is 
literary and scientific training. There appears to lurk in the two aims 
a distinction between •• living interests ,. and .. academic ,. training. 
History has played curious tricks with the curriculum of secondary 
schools. ·The humanistic cuniculum, which became the foundation of 
secondary education during the Renaissance, was advocated because 
the curriculum of the medieval secondary school bad become formal, 
sterile, and unrelated to life : the new curriculum of Latin and G~k 
was to serve as a preparation for the " living interests ,. o1 mankind. 
Within a comparatively short time the new education had in tum 
become formal and lifeless, and by the beginning of the seventeenth 
century Bacon (and Bacon did not stand alone in his criticisms of 
contemporary education) could write:-

These four causes concurring, the admiration of ancient authors, the 
hate of the schoolmen, the exact study of languages, and the efficacy of 
preaching, did bring in an affectionate study of eloquence, and cop;,. 
of speech, which then began to llourish. This grew speedily into an 
excess : for men began to hunt more after words than matter ; and more 
after the choiceness of phrase, and the round and clean composition of 
the sentence, and the sweet falling of the clauses, and the varying and 
.illustration of their works with tropes and figures, than after the weight 
of matter, worth of subject, soundness of argument, life of invention, or 
depth of judgment. (Bacon, Adv,........., oj L"'"'i"'J, Boolj; I.) 

He deplored the lack of teaching of " histories, modem languages, 
books of policy and civil discourses, and other tho like embellishments 
unto service of state,•• or, to use another of Bacon's phxases, studies of 
u substance and pro:fi.t,." that is, an education related to .. living 
interests... The same principle govemed his advocacy of the sciences, 
for •• the true and legitimate goal Of the sciences is none other 'than this, • 
to endow human life with new disCoveries and resources." " to extend 
more widely the powers and greatness of man's estate, to secure· the 
sovereignty of man over nature," " for the finding out of the troe 
nature of all things, wbei:eby God migbt have the more glory in the 
workmanship of th~. and m~ the more fruit of them." Nearly · 
three centuries were to elapse before modem languages and sciences, 1 
history and Englisb were to find an assured and recognised place in the ' 
curricula of secondary· schools. 

In the meantime the classical studies themselves were saved from the 
sterile formalism into which they had fallen by the Neohumanistic 
revival. which consisted in relating them more nearly to ,. living 
interests'\ This movement, which originated in the German universities 
and secondary schools, strongly inlluenced Thomas Arnold's reform in 
the teaching of Latin. Greek and ancient history, and again. secured the 
pre-eminence of classical studies in the secondary schools. This claim to 
pre-eminence was further supported by the doctrine of formal discipline, 
, with the result that, if the study of classics could not be justified on their 
-own merits as humanities related to "' living interests ", an argument 
could be made for them on the ground that they trained the mind, 
'.Hence, when· modem languages, sciences and other modem subject. 
began to assert claims for inclusion in the secondary curriculum, betll 
arguments. wen> used, that they were " !J.Ving interests " and as good 
vehicles for mental tmining as the 'Classics. But the ndw 11\lbjecta fol 
.P>• fl!lke,ot protective coloration~ edapted themsel~ ~.an,orgsni· 
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sation which had become traditional in the teaching of the classics. 
and sought to prove that they could be just as " academic " as the 
established studies. and just as .. liberal " because they were not 
practica.J.. 

It was, however, rather on the theory of mental training that the 
retention of vast numbers of pupils who did not or could not complete 
courses definitely intended, among other pwposes, as a preparation for 
admission to the universities was justified. That many profited from 
the corporate life which had been developed in the secondary schools 
in the second half of the nineteenth century cannot be denied ; the 
present discussion is, however, limited to the curriculum. At the same 
time, in order to avoid the dangers of control by a government authority, 
the secondary schools had invited the universities to conduct eXternal 
examinations as a measure of evaluating their work and setting up 
standards. 

Accordingly when the system of secondary education began to be 
extended a.t the beginning of the present century and schools maintained 
at public expense were established certain very definite traditions had 
already been established-the pre-eminence of the classics, the academic 
organisation of the modem subjects in content and methods of instruc· 
tion, o.nd the theory of mental training. Thus the Board af Education 
in theiP Regulations for Secondary Schools stated that the instruction 
must be general. that is. "must give a reasonable degree of exercise 
and development of the whole of the faculties". \Vhile the aim 
coutinues to be the same, its definition in terms of a psychology now 
discarded baa been dropped. 

The development of the secondary school cmriculum has been devoted 
in the main to securing a proper balance between subjects and the 
postponement of specialisation. This was all the more necessary since 
thel>ublic Schools had brought with them a strong tradition of classical 
studies, while many of the new council schools grew ou..t of tho older 
organiecd science schools. In an eflort to promote a proper balance the 
Board "s Regulation! have laid down the following general requirements 
for the first four years of the curriculum, that, for boys and girls betwj"·' 
twelve and sixteen :-

1 
Ex~t with the previous permission of the Board, adequate provision 

must be made for instruction in the English language and litera~. at 
least one languAge other than English, geography, history, mat!'ematics, 
acience, drawing, singiog, manual instruction in the ~ of boys. 
domostic subjects in the case of girls, physical uetcises, and f'f organised 
games. ! 

So long as the number of pupils in the secondary schOols remained 
small au.d consequently highly selected, such a curriculUm may have 
been adequately adapted to their needs and abilities. 1 The last thirty 
yean. however, have witnessed in England as elscwljere a remarkable 
increase in the number of pupils attending the l;O<Ondary schools. 
A curriculum suited to a limited group of pupil$ is not necessarily 
adequate to meet tho "'·idened range of the abilities of a far larger group, 
drawD. from a wider range of social and cultu,ral backgrounds and 
aelected OD. the basis of an examination which iD. jt:self is not necessarily 
a guua.ntee of ability to pursue a curriculum wbich is narrowly defi.ued. 
Undor such circumstances then! inevitably but not deliberately results 
a Wlden.:y to adjust the pupils to the cuaiculum rather than the 
carriculum to the needs and abiliti<s of the pupils. Then> is no intention 
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of suggestiDg here that the Deeds aDd abilities of~ can be the ao1e 
criterion for the clevelopment of """"""' of iDstroction.. The Americm 
experiment of the past thirty yean may be used as a wamiDg on this 
point. The danger of pm'VidiDg a Pwca- bed in the form of a 
somewhat inelastic cuniculmn dincts atteotiou. to the oced of a monJ 

generous interprelatioD of auother of the Boud's requin!ments wlW:h 
famishes a better guide to the cuganizatioa of c:uarses thaa a sla!emeql: 

of subjects. This rec;.uil:eweut is that a _.,.dary scbool - pmv¥1e 
a pro~ comse of geaeral education of a kind aad amouut suited 
to an age r.mge at least from twehe to...,....-. 

The problem may be c:oosidered from aJIOI:hetc point of view. In 
the a.hoeoce of the type of coutrol aDd &Upei oisicm of the scbools wlUdl. 
is found in those systems of educatioa wlW:h are strougiy "omin•ted by 
ofticialregulatioDsaDd pa:r:iptioos. England hasw ted to thepractiao 
of eDema! ezamjnatious by DOD-Official epmining boards. Despite 
the !eduction in the Jl111Dher of n;amjna- liar wlUdl. ~ may be 
pteseuted. aDd despite tbe limitation in the IIUIIlher of ezamining boalds 
..,...,. with secouduy schools, the fact nomaina that the wort of 
the scbools m- be alfected by the ""!uinmleats of the edema! 
n;aminatioos. It would be foolish to deuy that some form of sl:andaJdi
saticm aDd some meaus of eomparillg the wurk of _..,ndary scbools of 
such a great variety ss Gists in FnglaDd is - ry. The questioa 
- beoeriouslyc:oosidmed whether the ....,..,at system. of -mjnatioas 
is the best that cau. be devised and whethereld:emal ezamjnat:ioos of BDY 
kind caa be deoeloped wlUdl. do uot nosult in restricting the wurt of the 
schools to be ezaminecJ. Evmlifezamjnatioa requhementswere lleZJ.Die 
as to the numher of subjects to be permitted, the question would still 
remain whether they do DOt restric::t the work of teacb.en both in the 
r.mge of CODbmt within esd> subje;ct aDd in the metbuds of~ 
whether they do not toad to puduce an emph•.;. on those aspects • 
of a cmriculum w!W:h lead - to n;amiDaticJD. It is DDt 
- ry to raise the wbole question of the leliability aDd validitY o 
markiDg, which may - '!P au entirely clill....,t method of attacl 
upm. examinations 

A liorthercomplic:atinu has beeu introduced into the Fnglish situatia11 
which :is pecaliaJ: to England Sermv'•ry Education has by tr.oditiom 
oume to be rega<ded esseutiaDy as prepuatory to the uni-ties 01 

some other form of higher education W:d:h the iDcr I ngmben 

atteudillglthe secoudary schools it is DO JoD&er u- that- a majoritJ 
of the pUpils wiD cxmtinue their studies- beyoad the lim four,...... 
of the sec:oao!,uy sc:boo1s. As has ahady beeu pmwcl in most EuropeaD 
COUDtries, _,.. is c:oosidemble danger bath to the individual aDd to 
aocietY in leol<jng upou secoud•ry education as prepuatory to higbm 
educatillu; sucit a situatiou m- iDevitably lead to au 0-"P'Jduction 
of inte1lectuals ~ the unrest -t OD their inability to lind the 
Diches ill the eal.uomic - for wlW:h they regazd them9elwes as 
fitted aDd ~· This amditioD for the -t hss uot yet -
l!ellched in England \but - is 110 - to suppose that it may DOt 
develop in time if ~ education aDd propuation lor higher 
education come to be\rega<ded as syDDDymoas. The dilliculty CIIDIIOt 
be solwd by the ........!-~· that what is 8'00<1 for a b1>eral or geaeral 
educatioa isequaDy foradmissioo to uni-ties. Inpn<:ti<e 
this assumption -. to be &ehssed aad what the unioeosities rega<d 
as essential for adm= or matrjmlptjcm aJIDIII tD be tbo *Cbpted 
deliDitioD of • - li 11 ed--

• \ 
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This is in fact what has happened in England and tho first school 
examination certificate is under certain conditions accepted as the 
equivalent of a matriculation examination, and in the public mind no 
distinction is made between them. It is this confusion of aims and 
purposes which bas led to the unrest which bas prevailed on the subject 
of exa.minstions during the past fifteen years. The resolution passed 
in 1928 by headmasters and headmistresses is only one among many 
signs of this unrest. The resolution ran as follows :-

Thst tho imposition upon the secondary schools of a school uortificate 
examination of the present type is having a very unfortunate influence 
upon the attainments, character, and opportnnitiea of at least half ol the 
pupils in those schools, who do not benefit by the course of education 
prescribed or the methods of teaching which it neuosoitates.(') 

An investigation of examination results reveals that of those who 
take the first examination, and probably not all pupils who leave school 
at sixteen do so, about two-thirds are successful. The large majority
of the pupils, probably 80 per oont .. enter commercial and industrial 
life, or, in the case of girls, rem.ain a.t home. This means that tho pupilil 
leave with a truncated cowse and a smattering of subjects selected as. 
the basis for further study and adapted to the needs of a minority. 
The interest& of a general education -d to be sacrifiood to the interests 
of preparation for further study. This does not and ought not to mean 
that a four year course of secondary education should be the end of 
education for those who leave achool ; but it does mean that a general 
education should be so organised that it develops uortain abidiDginteresta 
in the pupils. Tho question must be faood whether testa in examinable 
lmowledgu and iofurmatiou in a narrow range of subjects cau serve to 
develop such interests. With aome pupils it may, but with the large 
majority life interests must be continuous with the environment aod the 
world in which they live. Here lies tho real distinction between what 
are" called the "' academic 11 and •• living interests ''. This. indeed, bas 
been tho secular quarrel between "schools" and educational theorist&. 
This was the burden of Montaigne's jibe at the schools of his day, 
" The most great clerkes are not the most wisest mcm ". 

What are some of these abiding interests which are continuous with 
the environment and the world in which we live l Obviously a command 
of English lar.guage, clarity of expression in speech and writing, and 
appreciation and understanding of literature should be the first essential 
requirement for all. The citizen of today must have an understanding 
of IOcial, economic and political questions at home and abroad, and a 
knowledge of bow th- questions have emerged-an Important aspect 
of contemporary education which has not yet received the a~tion 
that it deserves.(') The study of history alone and certsinly the study 

(') That this noolution has not been ineffective is indicated br the 
announcement in june. 1935. by the Northern Universities joint 
Matriculation Bo&rd tbat it would in 1938 diflerentiate the lint 
oecondary school certificate from tho matriculation certificate, a 
proposal which should result in diflerentiation ol counes in the oe<Xllldary 
schools. 

(') Tho Asoociation for Education in Citiaenship.,.... established to 
stimulate national interest in the importa:Dce of instructiou ill these 
fields, all the more Important to-day if the ideals al demouacy are to 
bepr-.-1. 
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of sections of history. however desirable the development of the historical 
sense may be, cannot achieve these ends. For the general student 
history must be meaningless unless it is brought down to the present, 
nor is it of great signifi.cance for the present unless it is studied from as 
mauy points of view as possible and particula.rly as the development 
of livinc peoples. Intelligent •eading even of the newspaper demands 
today a knowledge of geography, an excellent vehicle for the study of 
the world of man and nature.- The same criterion can be applied to the 
sciences, as avenues to an understanding of the world around us and of 
the influence of scientific development on the economic and intellectual 
Ufe of modem society. For the .average pupil •. that is, for the pupil 
who leaves school at about sixteen, a general introduction to the sciences, 
which might be called the intelligent man's guide to sciences, is likely 
to be of greater permanent value than the science of the specialist. 
The same arguments would apply to the study of mathematics ; aD 

appreciation of their place in the everyday,·world and in intellectual 
life may in the long run prove more valuable for the enrichment of 
interests than intensive training in skill in manipulating mathematical 
concepts which are not likely to be nsed again once a pupil has left 
schooL Without depreciating the important changes which have already 
been made in the teaching of foreign languages, much still remains to 
be done in two directions, to develop ability to read fOreign literatures 
with enjoyment and to inculcate iD pupils the. realisation that foreign 
languages and literatures are expressions of living people and institutions,. 
whether in the present or in the past. In the case of modem languages
opportunities for travel, the development of the wireless, aod the 
interchange of foreign ftlms give new meaning to the desirability of 
training in ability to speak one or more of them, but for the majority , 
it still remains true that reading abll!ty should receive the finlt e'!'phasis. 

Probably none of the suggestions made for reform are nov~l and as 
one examines modem textbooks one becomes impressed with the 
changes which have beeu proceeding in the attitude to the traditional 
'lUbjects. But suggestive as. new textbooks may be, they do not furnish 
evidence of widespread acceptance of new ideas. The exigencies of · 
external examinations may still continue to be insunnountable obstacles 
to the main ends of a sound edua,.tion, just as they have tended to 
restrict the development of new aspects of the curriculum which 
l'epresents important interests of the iDdividual. Music and the arts 
have long been regarded as extras and as extras they have been relegated 
to the fringe of the curriculum. If. however, they have a rightful place 
among the n living interests n of today and as instrumeu:ts for the 
enrichment of life, they deserve greater attention thau has been giV81l 
to them in the past. The inc:lusion of drawing and singing does not 
satisfy the demands which should be met. What place should be 
assigned to skill in music and the arts can only be determined by the 
amount of time available and by the abilities of the pupils. But much 
more can be done than is done at present for the development of under
standing and appreciation of these important expressions of man's 
interests. It is not a question merely of tra.ining for leisure-all the 
:subjects which have been mentioned should meet this a.im-but of 
preparation to understand and enjoy the increasingly rich contribution 
.of our modern environment. If no reference has been made to the 
importance of sound health and phyBical well-being, it is becauoe ao 
.one concr.med v.-ith education in England is likely to overlook it. 
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There may still remain pupils who even with ·a reform in the content 
and methods of instruction are unable to profit by it. The problem 
has already presented itself under the present requirements for the 
achool ceriliicate examination. It is a nice question whether such 
pupils should be transferred to other types of schools at the secondary 
level, or whether other methods of approach should be made in existing 
schools through more practical subjects. The question has already been 
answered by the adoption, for example, in the West Riding, of alter
native courses, which, while they are not specifically vocational, seek 
to attain the ends of a general education by other means than books 
alone. Essentially this is a method of meeting Thring's challenge that 
" there is no dull boy", and Sir Graham Balfour's definition of the 
function of educational administration. 

The unrest with respect to examinations and the development of 
new experiments and their recognition by some examining boards point 
in the direction of greater flexibility in the organisation of the curri
culum : such flexibility, however, must be dominated by the ends of a 
humane or liberal education. But whatever subjects may be added, 
they must be justified on the basis that they are, as Sir Percy Nunn has 
eo well stated in a classic definition of general culture, differentiated 
modea of intellectual activity thought of, not statically, but dynamically, 
that is, intimately related to and significant for the environment for 
which they aim to prepare, on the one hand, and for the interests and 
abilities of the pupils on the other. Ultimately there is no particular 
merit in subjects 9""' subjects ; to accept this is to perpetuate the 
eo--called academic tradition. Subjects can have meaning only as they 
are treated as aspects of active and living human experience. Whether, 
if considered from this point of view. they can continue to be examjna ble 
in thn traditional manner, is at least an open question. It is equally 
problematical whether external exam.inations constitute a better 
me.thod of maintaining standards than sound professional preparation 
of teachers. That all teachers must be masters of the subjects which 
they teach is too obvious a requirement to be discussed, but it is not 
equally obvious that such mastery may itself lead to a certain myopia 
that prevents the teacher from seeing the relations of his special subject 
to the whole aim of education to which he along with other subject 
matter specialists should conbibute. The intrinsic value of professional 
pn!parntion can best he measured by the extent to which the prospective 
teacher nml.ises, as Sir John Adams once pointed out. that his task is 
to educate the pupil rather than to teach a subject. It is only when 
adequate standards of certification of teachers are adopted, that a 
system of school certification based on the pupils' scholastic and general 
record and the teachers' estimates can be instituted, and tho confusion 
ofpu!p0Se5 between a school certificate aud a matriculation examination 
can he avoided. 

This important aspect of secondary education need not he discusoed 
further here. It is. however, pertinent in this CODDection to refer to the 
efforts made in Germany under the republican rlgi'fW, first. to reorganise 
the curriculum from the point of view of the contribution which each 
oubject can make to the total pn>parntion of pupils for the world around 
them, and, second, to substitute for the traditional eyaminations a 
new form based upon tho pupils' nconls. the teach..,' estimates of 
ability, and ezen:isfls which seek to discover not so mueb. what the 
pupils can at a gi""" moment mnemher of their studies bat what they 
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can do with tho materials wbich they have studied. In other wonla, 
all oubjecta were aecol<ling to this scheme to dovelop living iDten:ota 
and the ultimate test of an education was to be not one of memory but 
of capacity. Even though this scheme in its full implications remained 
largely on paper, it suggests desiJablo lines of development, for it 
means that education can no longer be regarded merely as tho mastery 
of a number of subjects but as tho use of aspects of human activitieo 
to traiD iDdividuals as human beiDgs in mind and character, as citizens 
of a froo country, with an undomtanding and appreciation of tho world 
in which they live. 
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HISTORICAL NOTE ON FACULTY PSYCHOLOGY BY DR. CYRIL 
BURT, PROFESSOR OF PSYCHOLOGY, UNIVERSITY 
COLLEGE, LONDON 

" Faculty Psychology is tho attempt to explain mental phenomena 
by referring them to certain relatively independent agencies whicb are 
In truth only class concepts Invested with a fictitious reality."(') 

It waa natoral that tho efforts of the earliest students of the mind 
should be towards classifying mental prooesses and explaining their 
causes. It waa perhaps almost equally natural that each class of 
process should be attributed to a specific cause of its own and that the 
causation should be conceived after the analogy of that of bodily 
processes. Just as we have legs for walking, eyes for seeing, and a 
tongue for talking-different parts of the body for different bodily 
functious-<10 it was supposed that there might be " parts " In the 
soul with functions or duties of their own. Of the earlier speculations 
in this direction, the most famous is tho Platonic(') doctrine of the 
pipq (parts) and clvv6p01' (powers) of the soul. Similar anticipations 
are found In pre-Platonic philosophy. Thns oeveral Pythagorean 
philosopben attempted to locate different mental functions in different 
parts of tho body.(') Aristotle asserted the ultimate unity of aU 
mental function, and described the Platonic parts or divisions of the 
soul a.s activitiea of this one conscious principle.(") 

The classifications odumhrated In these earlier Greek writings 
graduaUy took shape In the distinction between, first, the Intellectual 

(') G.F. Stout, • Herbart compared with English Psychologists,' 
Min4, XIV (1889) p. I. 

(') TiM. 42A, 61C, Polil. 309C, R,P. X. 477C, SSOD, 611C. 
(') cf. Ph~. 159, 
(') It bas not, I think, been noted that aome of the latest and most 

characteri•tic doctrines of modern psychology and of modern physics find 
~markable anticipations in the writings of Plato and Aristotle. Modem 
psychology corrects the simple view of the early experimental and 
physiologic&! psychologi•ts (the followers of Weber and Fechner, 
for exam~le), and insists that in sense-perception what we perceive 
are. not 1aolated stimuli, but pattema or Gtst11l' 11 such as shape, 
movement, sin, number, and the like-characteristics which are 
perceived in common by more than one senge..organ : but aln:ady iD the 
Aristotelian doctrine o( the .. common aense .. (a misleading title) we 
find tbe same insisten-ce on the "' common ot central unifying function of 
.euse by which we perc:eive rG aou.G .tv,..,.. i.e.. number. figure. 
magnitude, movement, etc." (Roes, A.rut.nlo : Do ,s....,.. Ill aM-. 
p. 14: - ~ially AristoUe. Do A. IIi- 42-'ia, 1~). Modern 
physics, quite mdopendently of modern psychol~, baa reached IUl 

ILD&Iuguus conclusion : It insists that " what ph)'Slcs ultimately finds 
in tho atom or in any other entity"' are not i801atecl individual 
substances. but only '" structures •• or patterns.. which thus "' become 
fnr ua the oole n>&litiea," and are percei-ved u relatively consmnt or 
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or theoretical functions of the mind, and, secondly, the practical or 
moral functions of the mind, with the emotional sometimes added as 
a third division. An emphasis on the practical or moral activities 
appears in St. Augnstine(') ; but otherwise the interest chiefly centres 
in an attempt to classify what we should nowadays call the cognitive 
rather than the orectic processes. Thus Avi&elllla (d. 1037) distiuguished 
the outer senses from the inner, enumerating five of each-the inner 
senses (common-aeDSe, memory, fancy, imagination, and judgment) being 
all located in the brain. Similar classifications appear and reappear in 
the writings of the ecbolastic philosopher.! ; and it is with them that 
the doctrine of faculties takes explicit and dogmatic shape. 

Of the earlier scholastic writers, Thomas Aquinas (d. 1274) oJfered 
an analysis of the faculties which has proved· at once the clearest and 
the most inllueutial.(') His scheme is as follows: 

Intellectoal 
Sensory 

Psyche 
Knowledge Desire 
(cognition) (appetition) 

Inte1lect 
Sense 

Will 
Impulse { Cou~piscible 

Irascible. 

stable heDeath a changing inte!play of uulmown operations between 
unknown materials (Eddington; NIJIJI!J Patluvays ita St:Uttu, p. 262). 
What is this but a re-formulation in more explicit terms of Plato's 
famous doctrine of E-i-"1 and ~hu c-'forms'' and ••pattern-forms'")? 

No doubt, the originatonl of the GoslaU theory would ha"" admitted 
a continmty of doctrine, though its' .more recent advocates apj>ear to 
have forgotten it, for, both in this country and on the continent, the theory 
is. in its essence, an offshoot of the teaching of Breotano; and Breutaoo 
no doubt was greatly inlluenced by the classical and scholastic tradition 
llllrviving in the Catholic Univen!ity at wbicn he taught. But the wide 
acceptance today of the Gestalt theory in psychology, as of the analogous 
theory in quantum physics, is the outcome, not of the plausible advocacy 
of some intuitive genius. but of ~ental reseaTCb. and of rigid 
logical deduction : for example, in j>sychology as in physics, the new 
mathematical instrument is now the comprehensive algebra of • matrices • 
(poiUnos of numbers), which replaces the older algebra of isolated 
numbers, and ,.ill uo doubt be in tum replaced by the • theory of 
pups '. But what is most striking is that the two bodies of scientis
physicists, on the one hand, and psychologists. on the other-each 
largely in ignorance of what the other was dning, should have been 
fon:ed to much the same conclusion.s--couclusions which to the simple 
materialists of the 19th century would have seemed revolutionary, but 
are in fact entirely oonsiotent with the teachiug of the older idealists. 
To cli!lcuss the philosophy of education is beyond the province of an 
educational psychologist; but he ma.y at least be permitted to deprecate 
the widespread notion that modern psychology (so often wrongly 
identified in the popular mind with psychOo&llalysis or behaviourism), 
;:c !ur 'tba~ maucr mo..iCIU science, must tend to promote a materialistic 
't'iew of human life and education. It is evident that the trend of 
present-day psychology is in ezactly the opposite direction. 

(') Co•f.....,_, Bk. X, Ch. :riii 111 '"''· 
(") s- T/wol., Pt. I. Q.Wcr, Act. 2 Ill Uf· 
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Feeling (fruition) appears not as a separate fundamental :faA:ulty 
but as ' an (iocidental) act of the appetitive power.' DuDs Sootuo 
(d. 1308), on tho other hand, following Augustine, regarded Feeliog as 
something separate from and co-ordinate with Desire. (l) 

Both Aquioas and DuDs Sootus sulH:lassified the iotellectual :faA:ulties 
along much the same lines as their predecessors; and, with numerous 
minor variations, these subdivisions were preserved almost unchallenged 
to the 17th century. Thus Giordano Bruno (d. 1600) enumerates as 
separate faculties those of sensation, memory, imagination, and 
reasoning-a fourfold classification that is found surviving in books on 
education even in our own time. Bacon, it may be remembered, 
analysed the faculties of knowledge, and cla.ssi1ied the sciences, under 
similar headings. 

Against this traditional view the fust clear protest is sounded by 
Locke (d. 1704). He retains the distinction betv..·een au outer and an 
inner sense, and admits that the mind has certain • powers • which 
are native to it; but he regards these powers as merely abstract 
descriptions of the mind's way of working. There is only one agent
the person himself-and he has the • ideas • : ' ideas ' are not created 
by the faculties. They are aroused .. by way of .. sensation, memory, 
imagination, and the like ; but these names do not denote_causal entities. 
In a famous passage be lays his finger on the fallacy involved : .. We 
may as properly say that the siogiog faculty siogs, and that the dancing 
faculty dances, as that will chooses or that the understanding con· 
ceives ••.(') Nevertheless, Locke himself did not entirely succeed in 
freeing psychology from the notion of separate faculties. .. He wished 
to shift the point of view from agencies to activities : but his rejection 
of 'faculties • is followed by the adoption of •powers•, which have no 
advantage over faculties except in being less real ... {') 

In German philosophy the doctrine still lingered. and reached its most 
syStematic exposition in the writings of Christian Wolft (d. 1754). 
\\'olff sought to define and systematise the views of Leibniz and his 
followers. He argues that the activity of the mind operates in different 
directions, aod thus displays separate faculties. The faculties of 
memory, imagination. reasoning, will, and the like. are arranged by him 
in a kind of hierarchical order. and discussed in somewhat dogmatic 
tenus. but not without considerable insight into actual mental pro
cesseo.(') 

Kant (d. 1804) was interested more in forms of cognition than in 
fa.cultin of cognition. He is usually credited with .fi.nally laying down 
a clear distinction between the th.reefold aspects of mental life-knowing, 
feeling. and willing, or. as they are now called, the cognitive, the 

(') Loibuis and Hamilt<>n "'servod tho term faculty for 'active • 
experiences aod proJ'Cl"'d the term capacity for the two ' passive • 
experi~ncos of !«ling and fruition (ple&SUre and pa.io). As noted helow, 
the thredold diV1SlOil was reintroducod by Kant ; it has been 
p~.......-.1 by Ward and Stout, aod so lasted to the present day. The 
""'k of the correLational and the biological schools io psychology, 
hoW"e'~r. bas led many to R'COIIlbine • cooatioo. • (desire) and • a1fcctioD. • 
(!<!<'ling) under the single -'ristotelian bsding of ' orexis.' (') E,...• .. H- u-.,..,...,"11'. Book II. 

(') Brett, Hutory of Ps\~, Vol. II. p&S"' 260, 
(') C. F. von Wo!Jf (1679-17~).1'1,) 'o'or• E•pis;..,Leipzig. 1732. 



APPI!lfDIX IV 

alfective, and the couative aspeciB. bat still treats them as aepuate 
func:tiODS to be djscnssM in separaw treatises. On the coguitive side, 
his sharp distinctiODS of ....... intelligeDce aDd """""' aze lltnmgiy 
l""Dini'"X'I!~ of the traditional facultieo, though the episte<Dologial 
account of them is gM!a a ve.y difrelimt tum. 

The popular DDiiuu of mental faculties is probably due DDt so much 
to the """'~:";"'"' authurities on philosophy and psychology as to the 
writings of the early phreuologists. F. J. Gall (175S-1828) and J. C. 
Spurzbeim (177&-1832). At the beginning of the 19th oeutury the 
-.ly of the boaiu bad led ph,.;ologists to regard it as a single 01g311 

homogeneous throughout. The pbreDO!ogists· advocated a theory of 
strict localisation. They split up the mind into lr1 faculties. These 
were separated into two main groupo the intellectual and the declive. 
The intellectual group was 1urther subdivided into a paceptive aud 
a rellective B11bgroup, while the alfective faculties """" oubdi-rided 
into propensities aDd oentiments. Each faculty was suppoeed to 
be lodged in a separaw 01g311 of the lmlin.. This doctrlDe was based 
on no fust-hand study of cerebral anatomy or physiology, aDd was 
quickly 1!-olisb..t by ezperimental work, which showed that. ou far 
as pl'O ' can be Jocali-d. their distribution conespouds, uot to the 
.....,noo facultieo, bat to the Otg3llS of the body to wbidl the issuing 
aenes fibres ultimately go, i.e., the moscles and the aevmal -. 

On the Coutiuent,. the doctrlDe of faculties was succ:essfully attacked 
by J. F. Herbart. (177&-1841), who. in thili respect, has probably 
iull,_ B11bsequeut psychologists and educationists more than any 
other IliaD. His srgumeut is that. """"we start postulating a diflerent 
faculty for eve.y clistiuguishabl process of the mind, there can bs ..., 
eud to our list. Each fnsh writer makes a """' catalugoe, and finality . 
will .,.,_ be rescbed.. Acconling to Herbart. the ....,.tia] Pp_nlR>Ce! .... 

of the mind are due DDt to the opoD_alion of separaw faculties. bat to 
the activities of pnsentations of what Loeb wonld ba..., called ideas. 
He distiuguisbes. POt di1fereDt lr:iudo of faculty, bat different degl'ies 
of activity; and of these be IIIUDeS four, viz., (I) memory, (2) imagiua.. 

lion, (3) judgment. and (4)" uiulerstandiug. the two fmmer being of a 
lower degrm and the two latter .of a bigber degree. Nor are the 
activities to bs sbarply distiuguisbed. Each activity passeo 
gradually into auotber. Tbus " his pi<:ture of the mind is ou far new 
that it may bs said to abaodoo eotirely what is usually called the 
doctrlDe of faculties.''(') 

In this country the doctrlDe of faculties has boen liually ........u.rown 
by tbs work of the Associatirmists. Tbey ha..., soaght to - that 
all formo of cogDition can bs described as the effects of .....,..;.t;.., 
working em or combiDing aeosory elemeots, aud ha..., fartbsr indicated 
that much tbs same laws of .......;.lion oporaw in the domain of toeliug 
and of- n .. the mind is..., ~oager regazded as "made up of 
a IIUIDber of aepuate powem. each of wbi<:b c:urios ... its opera.t;m. 
with--ce to all tbs rest. and as haYing DD more oQ13Dic 
UPity than a number of sticks,_ together in a buDdle ". All 
parts of our mental life are reganled as .. having the same faDdammrtal 

-"· Tbis otaDdpoiut. partiallarly OD tbs QmtiueDt and in AIIJ"'ira, has bseD fartbsr ....,_ by tbs -...,.,.. to a:plain tbs 
pindple of ....,..;atjop as esoentially a ph}'!liological .......;.tina i.e.,. 

" Bett. H~ "'Pt; I I CJ, Val. m. p. 55. 
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as the formation of nerve paths or nerve connections between cell-groups 
within the brain. AB a result, the lines of division between different 
mental processes become somewhat blurred. We cannot distinguish 
an act of will from an aet of reasoning, for whenever we reason we are 
also exercising volition. Nor can reasoning be sharply distinguished 
from perception ; for perception can be shown to have the germs of 
implicit inference, and when we reason we nearly always perceive. 

In rejecting the doctrine of faculties as a basis for the theory of 
teaching, English educationists have probably been infiuenoed most 
of all by Sir John Adams' early book on TM H.,.borlian Psyeholcgy 
(1897). He regards the predominanos of the faculty doctrine among 
English educationists as due to the writings of Locke. "'Teachers 
suck in Locke from the introductions to their earliest school-management 
books." u Locke got rid of innate ideas ; but be could not free himself 
of innate faculties. And Herbart did for innate faculties what Locke 
had done for the innate ideas. He swept away for ever the whole 
brood."(') . 

In America the attack starts with James' vigorous polemic against 
phrenology. "Tho faculties are fully equipped persons In a particular 
attitude .•.•.. The ' faculty of language ' Involves a host of distinct 
powers (corresponding to memories, ideas, words, judgments, bearing 
of tho.oars, utterances of tho lips, etc.). An organ of the brain, to be 
the seat of such a faculty, would be a complete brain in miniature. just 
aa each faculty is a homunculus doing this or that. A science of the 
mind must reduce such complex manifestations to their elements.''(') 
Thua such arguments bring us ultimately to the point most succinctly 
expressed by Ward. "Tbore is only one faculty of the mind-<~.ttentive 
consciousness : instead of a congeries of faculties we must assume a 
single oubjoctive activity which we may call attention.''(') 

For educational practice. the most important consequence of this 
change of view bas been tho progressive discrediting of the old hypo
thesis which rested on the doctrine of faculties and by which tho 
traditional curriculum has largely been supported-tho doctrine of 
'mental discipline' or 'formal training'. If tho mind consisted essentially 
of a number of faculties, it would follow that education should 
consist essentially In tho training of thoao faculties through exorcise 
or discipline. But if the difterences between one mental process and 
another depen1 solely on tho mental contents and not on the mental 
activitice. it follows that education must deal, not with activities, but 
with contents. For example, if each memory is duo to its own specilic 
association. we can no longer speak of memory but only of memories ; 
and the learning of one sot of facts will not strengthen any 'organ of 
memory ' which can be used In the learning of another set of facts. 
Hen again Professor Adams was one of the earliest to draw the inevitable 
deduction from the new views: " In the war of competing subjects.•• 
he writes," tho msln point of popular discussion is: which is best fitted 
to cultivate tho mind-Classics, Scionos, Mathematics! Tho Horbartian 
oweops aside these ~ md raises tho preliminary question : Do 
any of them train tho mind at alii Pupils now leam poetry for tbe 

~~ 
L ... m, pp. 83, 47-8. 
Pritt<iplu of Psydtolofy, Vol I, pp. 2&-9. 
Ward, art. 'Psychology,' E~ Brila,.;,., 9th ed. wL 

XX. pp. 37 II '"f• . 
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sake of the poetry, not to train the faculty of memory : would it not 
be well if the same change of view took place with regard to other 
subjects 1"(1) 

The first to put the corollary to an experimental test was James 
bimself. Following his lead, Thorndike and his associates in an 
elaborate series of experiments dealt what is described as the death-blow 
to the doctrine of meatal faculties. These experiments(') clearly 
demonstrated that, whether the processes concerned were simple or 
complex, the effects of special training were trans:ferred to a far more 
limited .extent than previous educationists had supposed. Transference 
was found· to be exceptional rather than inevitable ; deleterious aa 
well as beueficial; and apparently the outcome of processes quite 
different from those which bad popularly been assumed. Henoe, the 
problem with which recent investigatom have been concemed is not 
so much whether transfer of t:raining occurs, but :rather under what 
conditions it occum. The general conclusion to which most of them 
haV. been led is that transfer of training may be most ellectively 
ensured when the methods or the ideals learnt during the training 
period are made clearly e<mscious and so freed of their context.(') 
The practical consequence might be summed up as follows. U the 
pupil is intelligent enough to understand the logical technique involved 
in a given subject (mathematics, for example). then we may expect a 
transfer of this technique to other subjects (e.g .. to non-mathematical 
problems), when-some would say only wqen--the teaching is so 
arranged as to make the pupil clearly conscious of the method implied 
and of the ideals pursued. If. on the other hand. either from his youth 
or from his dullness he has not su.flicient intelligence to grasp this 
abstract technique or to pursue this abstract ideal. then it inay still 
prove possible to impart the correct method as a habit, but this habit., 
being mainly unconscious, will IL""J" be coofined to the partiC'fl)ar con- • 
text in which it bas been acquired.: for such cbildren, therefore, the 
training must be incorporated ill that specific subject-matter to whicb. 
they will be required to re-apply the habits later on. . 

In making this statement. powever, one important reservation must 
be added, which was too often overlooked by the early anti-formalists.· 

(1) Loc. cil., pp. 101; 134. 
(') The fim: and most famous of these inwstigations was that carried 

out by Thorndike and Woodworth in 1901 : ' Influence of Improvement 
in One Mental Function upon the Efficiency iD. other Functions.' 
Psy<Aological Rwinl, VIII, pp. 250 <1 SIIJ. The long series of researches 
which followed this pioneer ellort will be fouud summarised in Whipple's 
chapter on • The Transfer of Training • in the TIJHftly-S.....,A Y """booA 
of lito Natioff41 SO.Wty for 1M SIWdJi of EtJ'""'iotJ (Part II, Chapter 13), 
and in the monograph by Rugg and Blair (prepared for the National 
Committee of the Mathematical Association of America on Mathematical 
Requirements) entitled TIN P......t Statws of DisciplitJMY Yalws i• 
Educllticm. 

(') ~· Ftom experiments of an exact nature and from much more 
numerous rough-and-ready unrecorded experiments which teacbe111 
are every day making, It aeema very probable that transfer can be 
greatly aided by methods of teaching : in general, the rule appealS to 
be that any teaching which makes the pupil more ~cioNS of how 
successful results are obtained is likely to assist transfer " (Godfrey 
Thomson, IIISii,.,, I..ullig.,... & Cluwa&Jn (1924), pp.l43-5: (author's 
own italics). · Cf. Nunn, Ell- : Ito D<1101 ..,.., Firsl Pri-..ipl8s 
(1930), pp. 239-242). 
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Because we learn a thing best when we attend to it, it does not 
follow that unless we attend we shall never learn. Some of the most 
complex of intellectual processes (e.g., grammatical speech) are picked 
up, o.a we say, • unconsciously •: they are acquired out of school and 
during the very earliest years by what may be termed • i~ 
learfling '. This, as is now generally admitted, cannot be explained by 
mere • association ' ; and just as faculty psychology sank into discredit 
undm the blows of the associationists, so an exclusively associationist 
psychology bas been gradually discredited by tbe work of tbe new 
' bonnie ' and ' Gestalt ' schools. The doctrine of Gestalt is too 
recent to have had much inftuence on the exposition of the current 
educational textbooks; and I have therefore been asked to discuss in 
somewhat greater detail its bearing on the problem of formal traini.og. 

The early anti-formalists, as we have seen, built up their revolutionary 
conclusions on a psychology which regarded mental processes as con
sisting essentially in the • association of ideas • or rather of • the 
linkage of brain·paths '. They viewed tbis linkage aa purely mechanical 
and physiological. One early outcome of intelligence-testing, however, 
was to demonstrate that, in the intelligent activities of school childreu, 
a purely mechanical or physiological association is by no means tho 
only process at work. The associations themselves may be coguised : 
and-what is far more important-the cognition may be implicit as 
well as explicit. Such conscious or cognised associations a.re termed 
• relations •. Thwt, one of the best of the early tests of intelligence 
involved reasoning by what the teacher calls • rule of 3 ' and what 
Aristotle called • analogy •. The child is given problems based on a 
scheme such as the following, but generally in words rather than 
numOOrs or symbols :-

. I I 
(1) "!ox 20 : 2 ." i'o x so: .......... l" 

.(ii) "ABC: BCD:: CDE: .......... l" 
Problems such as these involve something more than the mechanical 
reproduction of associations already formed : they .. involve (o) the 
perception, implicit or explicit, of a relation, and (b) tbe transfer of 
this relation to a new problem, evoking a new idea, not by association, 
but by so-called relative suggestion ".(') It will be observed that instead 
of forming the association the child is required to perceive it : and then. 
instead of rep1oducing an old idea. the transference of the perceived 
relation enables him to produce a new idea. \\"hat holds of ideas holds 
also of actions: so that all transfer of training can be reduced to this 
scheme ; but this ocheme c:annot be reduced to tbe e11ects of past 
associ11tion. 

Profussor Spearm011{') bas made tbese two' neogenetic principles ·
the • eduction of the relation • and the • eduction of the correlate • 
as be terms tbem-tbe basis of tbe whole psychology of knowledge. 
But although tbe attention of the experimental psychologist baa only 
recently boc,.11 drawn to this double principle by his eean:h fw intelligence 
tests. under various 11&111«1 it has been frequently mentioned by older 

(') Burt, • Experimental Testa of Higher Mental Pro .' J--' 
of ~ E'NIIt~. I. 1911, p. 101. cf.. il. '.Experimental 
lnwstigations of Formal Training.' Rof>orl of L.C.C. W.f- of 
T-.w.s,l913. 

('I T._ N- of 1-;,.- 6o I.V Pnrtt:ij>IA of C.C ·,;-... (1923). 
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writem. (1) Thomas Brown(') distinguished ' relative suggestion 
(i.e., the suggestion of a new idea by ' the perception of a relation ') 
from ' simple suggestion ' ; Bain called it • constructive association ' : 
Spenoer(8 ) made his double·• axiom of relations 'the basis of all thinking 
and co11Sidered it to characterise the • highest form of intelligence '. 
It was,_ however, Stout who first developed the full implications of what 
he proposes to re-name f proportional or analogical production.• 
He points out that the principle involves the final surrender of the old 
associationist doctrine as a. complete account of intellectual process ; 
and he strengthens his argument by emphasising that what is transferred 
need not be a simple relation but a relational system or (as he teJms it) 
a t thought--schema •. (1) 

Now, whereas simple relations can be clearly perceived, a complez 
system can. as a rule, only be grasped implicitly. We see the grin 
without seeing the cat.(') In the first example given above, the child 
will often formulate the relation implied by the first pair of terms : 
(' you knock off the nought ') ; but in the second example he will more 
probably continue the series on the basis of a kind of rhythm or • tune •. 
Moreover, direct experiment reveals that the explicit education of 

(1) Logicians have long recognised that "all reasouing depends on 
the properties of relations." But this view has had little influence on 
psychology, first, because it bas been traditioually assumed that " a 
relation cannot exist apart from its terms " and indeed may be reduced 
to a kind of ' adjective,• and secondly because, until recently, almost 
the sole relation considered by the logician has been the predicative 
relation. Only aince James' emyhatic pronouncements on the subject 
have psychologiml been willing to admit that, whateve:r baa been the 
correct view in logic. in conBCi.oumess the awareness of a relation may 
Certainly exist without any awareness of its terms. ' 

The first explicit discussion of the ' ednction of correlat"!' ' is to 
be found in Hume-<me of the earljeat and most thoroughgoing of all 
associationists. u Suppose,"' he says, .. a person to have become 
perfectly well acquainted with colours of all kinds except one particnlar 
shade of blue. Let all the dillerent shades of that colour except that 
single one be placed before· him, descending gradnally from the deepest 
to the lightest •••••• Now I ask whether 'tis possible for him. from his· 
own imagination, to supply this deficiency. I believe there are few 
but wiD be of opinion that ho can, •••• tho' the instance is so particular 
and singular that 'tis scarce worth our observing •• (H~m~t~ft Natw•. 
Book I. pt. ~ sect. I, p. 315). 

( 1) Philosophy of thl Humatt Mind, Lectures xxxili-xxxvii. 
(') Principlu of Psy&hology, Pt. II, chap. vi. 
(') Mind, Vol. XVI (0.5.), p. SO. AM/yho Psyeloology, Vol. II, pp. 

78 It seg. In his earlier article he speaks of 'fwoporlioMI systems' 
and of 'fwoporlioMI production '-preferring to bmrow his terms from 
writers on language rather than from writers on logic. In his later 
book be substitutes Brown•s term 'relative or relational suggestion.• 
I shonld prefer to speak of a ' m..wl schema ' (rather than of a • tlunlgltl 
schema') to emphasise the fact that it may govern adaptive thoughtless 
action as well as processes of conscious thought. Here, I fancy, lies the 
novelty: experiment reveals that • creative ualogy,' which the 
philosopher held to be eharacteristic of the original thinking of the 
genius, appean, not only in tha thought-processes of young children, but 
even in their adaptive actions. where the re-adaptation is immediately 
canied out without thought and eveu without relevant consciousness. 

(') Once again, the fact had been recognised by tho early association· 
ists who realised that its occnrrenoe offered great diflicnlties to the 
associationist theory. Their favourite instance was that of meaning: 
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relations (though simple) involves a. high degree of intelligence, wherees 
the transference of implicit schemata (though complex) may be canied 
out by young children at a very early age. A child of three who bas 
heard his father hum a song in a tenor key may reproduce tho tune in 
his own treble voice: the tune forms a pattern which ca.n be transferred 
from the original context to a context wholly new, and that without 
any special pra.ctice in the new field. A child of fonr, having hea.rd her 
mother say: •• Tell Jimmy that, if he isn't a better boy tomorrow, 
I shan't let him go to his auntie's for tea ... tells Jimmy the next day: 
" Mummy says, if you aren't a better boy today she won't let you go 
to your auntie's for tea ".(l) How long would it take a French child 
in the lye~• to learn and apply correctly all the rules for changing 
pronouns, adverbs, and verbs when converting such a sentence from 
cwatio r6cta to oratio obliqua ? • 

These familiar observations have been confirmed by numerous 
experiments both on children and on animals. Thus, we seem led 
back to a view which is as old as Plato('), namely, that the highest 
training ia often an insensible tra.in.i.ng ; or, to quote the epigram of a 
famous headmaster: .. Education is what remains when the boy has 
forgotten all be ever learnt ". It follows that, in rejecting the doctrine 
of formal training in its traditional shape. the modem educationist must 
bewa.re- of llying to the opposite extreme, and maintaining that all 
training must be specific· and explicitly conscious. If the earlier ex
perimentalists jumped too rapidly to this conclusion, it was doubtless 

and their problem wa.s to e~lain why" it is not necessary that signifi· 
cant names should, every time they are uaed, excite in the under
standing the ideas they are made to stand for, being for the most part 
used as letters are in algebra" (Berkeley, WOI'ks, Vol. I, p. 150. Cf. 
Hume, 2'r<dtiu .,. H"'""" Nlllwo, Bk. I, pt. i., sect. 7). Again it should 
be noted that the patterns may be patterns of action as well as patterns 
of i<;lea.s. A blind man who ha.s sprained his right wrist may sign his 
name for the first time with his left hand, and the style of his siguatnre 
will be much the same aa before. although he has never used the 
muscleo of the left hand for writing and has never seen what his 
signature looks like. 

(') lt wa.s apparently instances of this sort that led Stout to insist 
on the importance of the proceos both in la.nguage and in thought. 
An early discussion of the process and of its unCOD!Ici.ous character 
will be found in M. H. Paul's discussion of •• word-combination by 
analosy" (PritiCiplu of 1M Hisi""Y of La..,_., (1890), chapter V). 

(1) R<{nAblic, Book 1II, 401 D. As early as 1631 Comenius argued 
that children would loam to resd more quickly if they wen. taught 
from the very outset to read whole oentences instesd of associating 
ilola.ted letters to form iaolated words and then associating words to 
form ..,.tences. In a dictation gi~ to girls in Standa.rd VII I found 
that II out of 37 could spoll the word ' phagocyte ' correctly although 
they had certainly never heard or seen it : think of the numerous 
elabom.te rules that would be required were English orthography to be 
taught by explicitly educed relations. It may be noted that Wood· 
worth, who. as we have aeen,. was in 1901 a pioneer in desb'oying the 
old notion of formal training, writes thirty yea.rs later " the doctrine 
of Gt-stalt bas made the theory of lee.ming man uncertain than ever •• 
(Co""-P<>••Y ScADols of P~. (1931), p. 132). As I aoe it. the 
immediate problem for experimental education is to ascertaiu. for what 
pupils and for what pam of the cwriculum it ia better to teach by 
educing conscious and explicit relatiODS and for what it is better to teach 
by the orgaDisatiola of implicit and complez wholes. 
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.........._, iD their - for aoc:ia1 cases, they ropfiprd eapaiawtal 
workla!gely to tasb of a simple aDd merh•nical J.ind.. AlwaJBtber'e io 

a danger that - simplifications of - la!wmdmy may omit - io 
tbe- imporbnt ingredient in mallilie. uamely, iwoeuti.., or-
Too ofteu tbe problem bas been .........Sved. both by tbe theuietKal 

}JOJdloiogist aDd by tbe practical -· as men:ly tbe problem of 
impartiDg laJowledge or of funning habits; aDd tbe emotioDal aDd 
mma1 aspecls of tbe process, or, iD JJJORO aa:mate terms, tbe -
- tbe - aspects, ba.., been .,......,.._ 

Eveo. in the broader implicatiaas theze is DOW a clispositioa to lieel 
that.. tile .....:tioB against facalty psyd>oJogy may ba.., gone a littie 
too w. Gr.mting that tbe mind is a nnitY. and not an aggregate of 
meotal powers, it is DOt a bomogo9Jeo1!S unity, but an organisatioD.. 
Valuable c!FHu<tirms 110ted aDd peri1aps o_.-emphasiwd by the 
earlier classjfi<ations_ are now in same danger of being lost ; aDd the 
_,. JJOtioa of tbe mind as a simple JJiecb•pjsm for linkiDg up elemenbl 
by "'"""'"'tion, mada as subsa:ibem ue ~ up by tbe switchboard 
at a cenbal telepbone ettb•nge, is not o!!ly a gross a......-simplilication 
of the fads. but fails to explain the pecal.iM indmdual clliiereaces 
o'boenable beta em indmdual pnpils. It is li>und that oertain childiem 
may be peculiarly defide!lt, not in all-round intelligeooe. but in some 
specialgroupofcoguit:neoperations--e.g .. invisaalisaticm iumecbanjcal 
~iD-~iD~computation.aad 
tbe like.. Tbese peculiarities. wbich ba.., been studied statistically, 
ba"" gm,u. rise to the description of specific mental • factors •, open.ting 
o""" aDd abe"" ' geoe<al intelligeo<e '. At Wst si&ht these -
• fadms • are DOt UDiike the old-fasbjoped • facaltics •4 The chief 
diffeJ......,. are that the factors am _,;.t;c;al absbads. DOt caasal• 
entities or •JIIItmnical organs iD 1h!' br.Jin, that tbe lines of distiDctioo 

...., -- - tban --Uld that tbe e'Videl!oe for tbem n:sbJ 
em an empirical aoalysis of data """""'"" by means of e:l.l"'l · "'"""' 

tests. DOt - '"""' - spec:ulatioD.. 
Tbe P"'ct;ra' amJIIary i!rolmoas. Tbe problem of the --. 

of teac!ripg or tnining aDd of tbe - cboioe of subjects is to be 
debamiDed. not merely by a mnsiAle.ation of tbe geneml natuno of tbe 
mind as such, but by a close and- lUst-band stndy of tbe needs aad 
limitatiaas of the partial~..- individuals to be taugbt.(') 

(') In a brief lhf-1 .,. F,_, TNitoi"l!" (Report of a ~ 

--- by - Fdn<ation Section of tbe - •......;.t;- -&!llted at: llrisbJI, .11- lhf-1, 1930, p. 608) I baft endtswoared to 
- - edn<:atioaal -.mg.. of <urftDt psyc:hulogic&l -AbislmicaliiJr""Yoftbe.._ioe offlu:ulties is to belioand in O.Kiemm, 
Gn lridfr 4IJr PltydlolopJ (1912), pp. 44-70. cf. abo M. 1les9air. 
C '"+',.,.._..._1 'ec~.{l9ll).cbap.VJ."Gemaaa 
Faculty Fsyw:::brAogy tiJiknriDg Wol1f .. ; Siebeck, GesdidM ., Pq
d!olof:U; E:is!B, A'-t.lt ~ f!11i1os. Blpijfo. a.•. ·~ • 
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MEMORANDUM ON THE COGNITIVE ASPECTS OF TRANSFER 
OF TRAINING BY DR. H. R. HAMLEY, PROFESSOR OF 
EDUCATION AND ACTING DIRECTOR OF THE INSTITUTE 
OF EDUCATION, UNIVERSITY OF LONDON 

Dr. Ballard in bio book, Tho Changitlff Sclwol (1925) says: " It 
sometimes happens that one section of the educational world is tom by 
eager controversy over some apparently vital problem, while other 
sections know nothing about it. The formal training controversy is 
a case in point." I do not see any sign that the educational world is 
tom by controversy over this subject 'bH:lay, but, if I may judge from 
the letten that I am constantly receiving from teachers and administra
tors, there seems to be a widespread demand for authoritative 
information on this still unsettled question. My usual reply is to refer 
the enquirer to an excellent little report on the subject prepared for 
the British Association in 1930('), and, if further details are asked for, 
to direct him to one of the summaries of ex:peri:m.ental researches that 
have ~tly appeared.(') 

The problem of • transfer of training.' which is linked up with that 
of • formal training • or • mental discipline • bas been stated in various 
forms : Are the e1fects of mental exercise general or specific l Can 
we, by exercising a mental capacity on a particular subject. strengthen 
that capacity as a whole 1 U so, is the strength thus gained available 
for other subjects or iD other situations? Can the effects of tra.iniD.g 
be transferred from one mental function to another l (') The older 
or traditional answer to tho last of these questions was emphatically 
in tho affirmative. It was maintained that mental discipline was as 
essential to the development of the mind as physical discipline was to 
the development of the character. This belieJ bad its efiect on the 
curriculum; indeed. in large measure it determined it. Latin stood 
the test because. among other things. it improved the memory and 
cultivated tho faculty of verbal accuracy ; mathematics because it 
developed reasoning ability and science because it stimulated and 
developed the power of observation. In spite of all that bas been 
asserted, and even proved to the oontrary, such beliefs are still w.ioed 
today. In tho introduction to the Report on NtUwlll ScWJeu iw 
Edwcolioro (1918)(•), \\"0 &re told that " As an int.ellectual exercise it 
(science) disciplines our powers of mind ud quic~ and cultivates 
directly the faculty of observation." And so, indeed, it may. The 
trouble is, however, that there is no guarantee that it will. 

The main tenets of the doctrine of formal discipline have been well 
atated by Thorndike: "The common view is that the words accnracy, 

(~ British Association : R.,n 011 F....., TNi.U.,. Bristol (1930). 
( See ~erenceo below. 
(' Io this memorandum • transfer of emotion • from one aet of 

conditions to another' is not ocmsidered. Such • conditioning • ol 
emotional expnssion is a normal a<companiment of all education. 

(') N,_., s.u- ilo EdOIUlioa. Report of the Committee appointed 
by the Prime Minister; Chairman. Sir J. J. Tbomoon H.M. Staticmely 
Odice (19UI). 
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quickness. discrim.ination, memory. observation,. attention. concentra
tion, judgment, reasoning, etc., stand for some real and elementary 
abilities which are the same no matter what material they work upou. ; 
that these elomentol abiliti"" are altered by special diacipliDe to a huge 
extent ; that they rotoin those alterations when turned to other fieldo ; 
that thus in a more or less mysterious way learning to do one thing well 
will make one do bettor things that in concn>to appearance bave 
absolutely no community with it.(') 

Tho first murmur.o against the faculty doctrine seem to bave come 
from Ward and Herba.rt, but it was William James who made tho first 
attempt to tackle tho problem experimentally. James' conclusion, 
which was only mildly disturbing, bad tho ellect of stimulating others 
to like endeavour. It was not until 1901, however, that Thorndike 
and Woodworth aunounced the resnlts of tho first serious attempt to 
deal with tho problem empirically. Their conclusions. bave boon 
descxibed by Sandiford as " a veritable bomb-shell in the educational 
camp," and indeed they were, not only because they seemed to shatter, 
at a blow, an ag&-long and cherished tradition, but also because they 
led the way to a revolutio.u. in curriculum construction. The latter 
consequence of Thorndike's experimentol resnlts is seldom realised. 
Tho general inference ch;l.wn by those workers msy be given in their 
own words: '''Improvement in any single mental function need not 
improve the ability in functions commonly q.lled by tho oamo name. 
It may injure it. Improvement in any single mental function rarely 
brings about equal improvement in any other function, no matter how 
similar. for the working of every mental function-group is conditioned 
by the nature of the data in each particnlar esse." (') Others bad 
disposed of the ' faculty peychology ' by denying thet facnlties exist ;. 
Thorndike achieved the same ""!nit by taking from facn11;ies their 
real meaning. Henceforth all abilities became individual and specilic. 
Tbat being so, a now interpretation bad to be given to tho term.' a 
liberal education.' A liberal: education must provide opportunities for 
a ' liberal ' number of su"bj~. This theory, accepted in the United 
States, with less criticism than the importance of tho subject moritedo" 
was Iargely respo lo for the introduction of the ' unit ' or ' credit ' 
eystem, which dono so much to lower American educational 
standards. On basis of th.S.. experimontol findings Thomcliko 
formulated his -known theory of ' identical elements,' which bas 
pmsisted, witb im rtant modifications of interpretation, uotil tho 
present day. A · to this doctrine "a change in one mental 
function alters any other only in so far as the two functi.oDS have as 
factors identical ents. Tho chango in tho oecond function is in 
amount tbat d"r' the chango in the elements common to it and the 
first."(') Such/ a conclusion seems to be demanded as a logical 
necessity, !~?· .. If the,re is a correspondence or correlation between any 
two functi ... T' there must be a common factor subsisting between them-

Admitting tho theory of ' identical elements ' as an explanstion of the 
facts, our next qu~n. and an important one, is : what is the nature 

(1) Thomcliko, E. I,. Ed--.J ~. (1903). p. 84. 
(') Thorndike, E. L....,d Woodworth, R.S. Influenoooflmprovemont 

iD. one Mental Function upon the Eflici.ency in other Func::t:iOD& 
Psycltologietll RllfMw, (1901), p. 250. 

(') Thorndike, E. I.. Ed--.J ~. (1903), p. 80. 



APPENDIX V 441 
of this common factor or identical element 1 Is it a mental or sub
jective factor, or ia it a factor iDherent in the objective situation ? In 
other words, is it an element of mind or of material ? Again, in modem 
mathema.ti.ca.l language, we have to ask ourselves whether a condition 
which is • necessary ' is also • sufficient ' ? There is abundant evidence 
that in this case it is not. We shall retum to these points later, for 
it is in the neglect of distinction between necessary and sufficient 
conditions that so many errors of interpretation are to be found. 

The long series of researches which followed Thorndike and Wood
worth's pioneering effort have been summarised by Whipple in tho 
Twmty·S611mlh Year book of tAl N aliotJal Sociely for tAl Study of 
Educatiot~('), by Orata in bis Tklory of Identical Ell""""'('), and by 
Rugg and Vovia Blair in a monograph, prepared for tho National 
Committee on Mathematical Requirements (U.S.A.), entitled TAl 
Pmml S141su of 'Discipli"""' Yattus' ;,. Educatio11.(') The latter, 
which is a detailed summary of -all the important researches on this 
subject up to 1921, was compiled by Miss Blair on the basis of an 
earlier summary by Rugg. This appendix to tho report of the National 
Committee is very interesting, for, in addition to the summary of 
researches, it gives the answen of a number of American psychologists 
to a questionnaire on • disciplinary values in education. • The members 
of the Committee responsible for the report, among whom were aome of 
the most eminent mathematicians in the United States. were driven 
to examine tho disciplinary values of their subject as part of their 
enquiry Into tho aims of mathematical education. This admirable 
report, which is recognised in America as' the charter of the mathematics 
teacher, • has laid the foundation for mathematical education in that 
country which will stand tho test of tho mathematician and of tho 
psychologist for many years to como. Not the least valuable chapter 
in this report is thet doaliug with ' disciplinary values in education.' 
Tho balaooed statement of the results of rosoarch is, I believe, largely 
responsible for the fact that tho loading American toachora of matho
matica have strenuously resisted the suggestion of the • general educator' 
thet tho main aim of ochool mathematics should be utilitarian. As 
Bagley is oomotimos quoted as an opponent of the idea of ' transfer ' 
oomoofbisremarksmay be of interest: "In myopinio11, thepossibilitiea 
of tnulsfor are Increased by tho kind of teaching that makes tho atudont 
conscious of tho prooeduro as such, and keenly appreciative of ita value 
as a , ..... 111 procedure. Tho theory of ' identical elements ' I regard 
as sound-but it is not rich in J>oda8ogical suggestiveness. Tho theory 

('I Whipple, G. M. Tu T,_fw of Tr<li•i"f. 27th Year Book 
of the National Society lor tho Study of Educatioll, Pt. II, Ch. XIII. 
See alao Sandiford. Peter. Ed.....notJal Psyc/lolqo, pp. 279-289, which 
gi- a shorter summary of oignilicant .......-choa up to 1928. 

(') 01-ata, P. T. Tu T'-Y of ltlMtieai E-. Ohio (1928). 
Alao Trao..odor of ltaiDiDK and Educational Paoudo-Scienos, M-.n.. 
T•ack ... May, 1935. p. 265. 

In the liiet of th- worb 01-ata gives --....ce to most of tha 
rosoarchea up to 1927, and in the OOCODd he brings the list of reforenceo 
up to 1935. <'.Ju;,!• ~t Status of ' Diaciplinary Values • in Ed11cation, 
V. . -au Appeodiz to tho Report of the National Committee oa 
Mathematical Hequlremonts entitled : Tu R-r"'""c;"" of M.U... 
waatia .-. Srn••-:1 .Enc:.how. M•tbern•tical AssociatioD. of A nwwrir-e. 
(19:13). -
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of tr.msfer through • mncepb of method • and • ideals of procedure • 
fmnisbes a definite so.gg&~tioo for -ching Tbe two tbeories""' DOt 
illamsistent with cme another; a pemoa. wbo has gained an aJJder
standmg and an ~ of a procedano will DOt be limited to the 
• ideDtical elem<Dts • which come by accident : be will -..\ fnl" 
ideDtities-for places at which the procedure may be applied.'' It ia 
sbange that Orata. in his~ tbmough ODalysis of thelilaatunl 
OD this mbject, makes DO refereo<e to this report of the Natioaal 
Committee. 

As will be seeD. from an ezaminatjon of these smnmarjes investigatioDB 
into tbe mbject of fonnal discipline fall roogbly into tbree classes : 

- that deal with """'""Y and petc:qotnal. eq><rieo ...... - -
deal with Sllch meota.l activities as memory. observ.Uicm and reasoning. 
and tbooe tbat have to do with methods of teacbing and the relative 
cliscipliuary w.loes of various school Sllbjects. "Ibomdike's ea.dis 
investigations came within the fust af · these callegories, bW: his 
coDCiusinns were assqmed to be of far wide< application than ths 
resnlts warranted. and widel", I snspect. than "IbmDdike bimself inteoded.. 
Later investigations into the """" compla mental functions do not, 
by any means, support the negative conclusions tiW;""""' dmWD from 
his earlier work. ().ala has estim• .... that in OWl: eighty ...... Clellt. 
of ths ~ pnblisbed betw-. 1901 and 1927 tbem was evideDce 
af • definite • or • appreciable • tr.msfer (') ; in De8rly balf of these it 
con1d be a ted tiW; tbem was • CODSideriLb1oo tr.msfer.' Some of 
these expaiments, it is true, may be discotm""' becaaso of their faalty 
methods of pmcedure. and others becaaso of their qnestioDable atatis
tical tlechniq"""' but, wben. these less PP-ctnry studies bave -
eliminated. there still remaiDs a substantial balance in fa'110111" of fmma1. 
baiuiDg ; there is certainly ""'Y little to support ths 8 tion S> 

frequently bean!. to-<la.y that tb6 """'""- of formal tlaiDiDg is an 
• expkvJed myth. • · 

Tbe gomem1 procedure lollowod in all tbese noseattbes was ronghiy 
ths same, namely tbat of oompariDg ths im-t sbown by 
indi'riduals or groups of iodividuals wbo had - aet cel1ain edu-· 
rational tasks. Tbe statistical aDalysis of tbe resnlts was DOt dillicnlt 
becaaso it in'VOived little more than the computation of sums and 

differences. There aR, -· !mares"""" in simple atatistial and 
tbeae. ss I have abeady indicated. many in1leStigalors ......, anable to 
a'IIOid. Tbe main weakaess of these ~ has - ths lack af 
cuefaJ. planpmg. 

In most of the earJiere•p-•i•••eots. and in some of the later' ones. two 
groups of Sllbjecta """" used for p1!Jp<lSOS af comparison : one, ths 
• traiDiDg • or • e•tE•i•••mtal" group. and the other. the • c:ontrol. • group. 
It was not until it was ....used that the real problem waa not -

- af traiDiDg a£tnally ~ bW;--- it doea 
oa:ar, that the nombet af groups was increased to tluea ..- """"- Let 
ns ..,_ that - wisb to com- the eflects of a • special • type 
of tlaiDiDg with thoae of tbe accepted ""' • _ ..... tiona!' type. 
Onr problem is DOt only to detmmine -..betb<lr ths • special' type of 
traiDiDg is mono efficacious thaD the • cooventiooal. • bat also to 
cletemUne-..betb<lritisiDOieeJiec~NetbaDnotmioingataD. "~Wtelw,. 

to com- any two metbods of tn!iDiDg. - bave ID employ tbnoa 

(') ltsboaldbe- thatiD----·-· 
is uaed iD ldatioD to IDUIY di1lr:nmt pbe ., -· 
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groups of subjects : the first being the ' training group • which is given 
• special • training ; the second, the 'practice' group which is given 
the ' conventional ' training or ordinary practice; and the third, the 
• control ' groUp which is given no training at all. The omission of 
this thinl group was a serious defect in the early researches. 

Woodrow's experiment(l) on the memorisation of poetry may be 
taken as an illustration of the procedure. The. • training ' group were 
exercised in a definite technique of procedure (learning by wholes, 
attention to meaning, use Qf rhythm and grouping, use of secondary 
associations, etc.) ; the • practice • group were given memory drill 
unenlightened by any special method of procedure. The ' control • 
group were denied both enlightenment and drill. The issue was, then, 
not between memory practice and no memory practice, but between 
practice supported by rational principles, and practice not so supported. 
This emphasis on consciousness of methods and procedures is the keynote 
of all modem research on this subject. 

The results of Woodrow's experiment may be stated in his own words: 
" In the CW~e of all the end~testa except one, however, the dilierence 
in improvement between the practice and control group is small and 
statistically unreliable. The training group. on the other hand, shows 
for every end~test a decidedly greater improvement than either the 
practice or control group." We are justified in concluding from 
this experiment that little or no ' transfer • follows unintelligent memory 
drill, but that considerable ' transfer • follows the conscious application 
of principles and methods of procedure. It may be objected that 
Woodrow's results do not show transfer of training from one material 
to another so much as the direct application of the same principles to 
material of more tha.n one kind. There is point in this objection, of 
course, but it should be noted that no special effort was made during 
the course of the experiment to generalise the procedure by relating it 
directly to materials other than those which formed the subject of 
tho· experiment. 

The conscious application of a special method to the study of a 
ocbool subject is well illusbated by Miss E. P. Johnston's investigation 
into tho value of geometry as a training in logical thinking. This 
experiment, the results of which wen. published in 1924, is important, 
for the reason that it was the first attempt, so far as I know, to test the 
difference between the consciow.s use of a set of principles and a rule-of
thumb or routine application of the same principles. The problem set 
was this: Can pupils of geometry be taught more effectively when 
traiued to use consciously a technique of logical thinking, and farther
more, docs such tnLining, n1ore th&n the usual method, increase the 
pupil's ability to analyse and see relationships in other non-geometrical 
situations? Miss Johnston's conclusions were set forth in her articles 
"Aith commendable restraint : •• The data would seem to offer con~ 
elusive evidcnct', in so far as one experiment can be considered to do.,, 
that when pupils are taught to usc, consciously. a technique of logical 
thinking, they try more varied methods of attack. reject erroneous 
suggestions more readily, and without becoming discouraged maintain 
an attitude of suspended judgment until tho method baa bceo. shown 
to be conect. Furthermore,. tho results in tests of reasoning other 
thl\1\ Jll'(\mt•trical would seem to indicate that such tmining in logical 

(') Woodrow, H. The Elloct of Type of Trainins upon TnulsfereDce. 
J-' of EdwM......J ~. M-h. 1927. 
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thinking with the materials of geometry teDds to carry over these 
methods of attack and these attitudes to other problem situations not 
concerned with geometry.'" (1) In other words. a training in demon
strative geometry has disciplinary value in so far as its logical principles 
are consciously recognised and applied. This is a conclusion with 
which those who admit a mathematical bias will readily concur. 

I have quoted this passage at length because it is an admirable 
summary of the results that may he espected from teaching by an 
enlightened method. It is also an excellent .example of cautiou9 
inferenoe from data which would stand the test of more positive claims. 

It is worth noting that Miss Johnston carried out this investigation 
as part of her ordinary class work and not in preparation for a degree. 
She had one advantage in that she was able to equate her groups for 
intelligence and thus eliminate one disturbing factor. I understand, 
from a priVate source, that occasionally" she used non-geometrical 
illustrations. For example, when dealing with 'axioms,' part of· the 
Declaration of lndependel).ce was quoted. If it is axiomatic that.' all 
men are created equal • and ' are endowed by the Cnmtor with certain 
inalienable rights, • then. certain conclusions regarding the Constitution 
must follow. Such rderences to non-geometrica.l illustrations are good 
teaching method, but to some extent depreciate the value of the 
experiment. In spite of this defect the main conclusions were, I think, 
unassailable. 

On reviewing the literature on this subject one is struck by the dearth 
of well-planned and carefully q:ecuted resea.rch. We have. of course, 
Thorndike's elaborate statistical investigatiQns into the mental dis
cipline of various school subjects leading to the conclusion tba.t .. the. 
intellectual values of studies should he determined largely by tho 
special information, habits, interests, attitudes, and ideals wliich they 
demonstrably produce. The expeCtation of any large dillerence in 
general impxovement of the mind from one study rather than &notber 
seems doomed to disappointment."(') Tho problem that we a.re at 
present discussing, nam.el~ the coxditiotts under which general mental. 
training may be espected from tl!e study of any subject was not the 
real object of Thorndike's investigation. (') 

Among the ilXj>Oriments that haW. followed the general lines of those 
carried out by Woodrow and Misa Johnston the following should be 
mentioned: Meredith,(•) on the transfer from the definition of scientific 

(') J ohuston, Elsie P. Teaching Pupils the Conscious Use of Tech· 
nique of Thinking. M lll,.,.atic.s T•adlw, April, 1924. 

(') Thorndike, E. L. Mental Discipline in High School Studies. 
J......W of Educatiortal Psychology, Jan. and Feb., 1924. 

Broyler, Thorndike and Woodward. A Second Study of Discipline 
in High School Studies. J......W of EducllliOIOal Psychology, September, 
1927. 

(') Investigations of this type have their value, but so many factors 
are uncontrolled that a satisfactory interpretation of results is rendered 
almost impossible. The relative strengths of conscious and unconscious 
ideas and of interests and sentiments aroused were incapable of 
assessment. 

(4) Meredith. G. P. Consciousness of Method as a Means of Transfer 
of Training. TAo F....., of Educatiort, Feb., 1927. I regard this as 
the most significant work on the subject that bas been carried out in 
this country. · ' 
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terms to tho definition of terms in ordinary daily nse; Judd('), on the 
effect of consciously formulating guiding principles of generalisation ; 
Winch (•) on improvement in logical reasoning following practice in 
problem arithmetic ; Coxe(1), Haskell('), and Hamblen('), on transfer 
of training from Latin to English, followillg a conscious adherence to 
certain methods of instruction; Ruger(1), Oil the effect of developing 
formulae or general rules for the solution of puzzles. All of these 
investigators stress the importance of 'conscious formulation and 
application of general principles, • or ' organisation of the material of 
study,• or' the develoPment of meanings, concepts and generalisations.• 

Space does not admit a detailed discussion of these researches, but 
since the classics have often been credited with peculiar value as mental 
discipline, Hamblen's study, which was in its main essentia.ls similar 
to that of Haskell, may be outlined in a little more detail. The problem 
he set himself was to determine the extent to which the effect of the 
study of Latin upon English derivatives could be increased by the 
conscious adaptation of content and method to the attainment of this 
objective. In the strict sense some of Hamblen's results do not measure 
' transfer,' but rather the direct results of special teaching. He found, 
as one would expect, that exercise in ' derivative work ' led to a great 
improvement in the students' command of English words. He also 
found that marked improvement in this respect followed exercise in 
logical selection and tho organisation of subject matter even when 
derivative work was not given. Coxe's study related to the spelling 
of Eoglish words of Latin derivation. Ho reached the interesting 
conclusion that merely pointing out the similarities in spelling between 
Latin and their English,derivatives produced a marked gain in the 
accuracy of English spelling. 

One other study not mentioned in tho above list may be cited. 
This is the investigation made by Whelden on the effect of Latin upon 
the· quality of academic work at Yale. This research is worthy of 
notice because every precaution was taken to control selective factors 
by the use of modem statistical analysis. The author reports that 
no support was given to Latin " as an intellectual discipline serving to 
•xtend the scope of intellectual capacity in whetever field it might be 
apphed."l'l I do not think tho classicist need bs unduly disturbed 
by this pronouncement, for the author goes on to add : "' These con
clusions should be understood, of course, in terms of • Latin as taught ' 
and • Other subjects u taught,' with tho possibility remaining that 

(1) Judd, C. H. Tho Relation of Special Training and General 
Intclligsnco. Ed•l&aliortal R..UW, Vol. XXXVI., 1908. 

( 1) Winch, W. H. Tho Trsnsfor of Improvement In ReasoninR in 
School Children. BrilisA jowrtUJl of PsycM~ogy, Vol. XIII., 1923, 

(1) Coxo, W. W. Tho Intluenco of Latin on tho Spelling of English 
Words. J"""'al of Edll&aliOIIal R•SHnll, March, 1923; March, 1924, 
Monograph No. 7, 1925. 

(') Haskell, R. I. Doctor's Thesis, University of Pennsylvania, 1923. 
(') Hamblen, A. A. Doctor's Thesis, University of Pennsylvania, 

1925. Both theses deal with tho effecta of tho study of Latin upon 
the knowledp of English derivatives. 

(1) Ruger, H. A. Tho Psychology of E11iciency. Ar<Aiws of 
P...-doi08Y, 1910. 

(') \\'heldon. C. H. TraiDinR in Latin and tho Quality of Other 
Academic Work. jovrrMJ of E4-al ~. October, 1933, 
p. 497 • ....... , 
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some change in the type or method of instluction in Latin. or aome 
change in the m&mler of presentation of other subjects, might affect 
the relationship between the extent of a man's background in Latin 
and the quality of his work in other academic :fields . ., These results 
are, I am afraid, of no great help to the teacher of classico. 

This account of resean:hes into the subject of Formal Training would 
hardly be complete without some refereuce to ideals, which some 
writers (e.g. Godfrey Thomson and Fox) consider to be the key to the 
problem of transfer. According to Thomson, as ideals are progressively 
clarified they become more potent in transfer value : " There comes 
first an unconscious employment of certain principles or ideals. These 
gradually become clearer and more definitely outlined. They are 
recognised by their owner and named, and thereby gain tremendously 
in effectiveness and in transfer value."(l) Of the uperimental 
investigations into the importance of ideals, tha.t made by Ruediger, 
following an earlier study by Bagley and Squire, on the effect of 
inculcating neatness ss an ideal, is probably the most reliable yet 
presented. Ruediger's ocnclnsion may be quoted because there is 
little doubt tbat, paucity of evidence notwithstanding, it is capable of 
fairly wide application. 11 Neatness made conscious aa an ideal or 
aim in connection with only one school subject does function in other 
subjects.'' (') 

It is not easy to extract from these resean:hes and the interpretstions 
tbat have been placed upon the results any central ocncept or general 
principle. The conclusion seems to be tbat transfer of training depends 
upon the conscious acceptanc& by the learner of ' methods. • • pro
cedures,• 'principles,' • sentiments,' • ideals," and schemata or patterns 
of thought. The only word which emerges from these ocncepts aS 
common or generally applicable .to them all is the word ~&ioNs .• 
Orata, in his summary of the studies tbat have appeared since 1927, 
estimates tbat 70 per cent. of the studies support the proposition tbat 
the efiect of training is general and tbat, therefore, transfer takes place 
most efiectively through ""¥cious g-alisali010 (to use the words of 
Judd), wheress about 30 per oent. may be classified as supporting tho 
theory tbat practice is· specific, and tbat transfer therefore takes place 
through idott&al•ki!Uflts.(1) If tl!ese conclnsions are to be reconailed, 
Thorndike's Theory of Identieal Elements must be given a much wider 
interpretation than tbat ocmmouly aocepted. As Judd hss ocnsistently 
em.p~ common elements &Ie common mental elementa ; they 
are not llecessarily common elements in the objective situations. They 
are metbods, procedures and ideals tbat are, in the Gestalt sense, 
' functionally similar.' Burt hss very clearly expressed this thought 
in his Report to the British Association :-u Transfer of Improvement 
oocurs only when there are.........,. IIS<Iblo .um...u, shared both by the 
activity used for the training and also by the activity in which the 
results of the training reappear. The ' common elements ' may be 
elements of (i), material, (ii) method, (Iii) ideal; they are most' usable' 
when they are conscious. A common element is more likely to be 

(') Thomson, G. H. Imli..a, IflloUig.- ,.,., c--. (1936), 
pp. 144-6. 

{1) Ruediger, W, C. Indirect Improvement of Mental Function 
through Ideals, E<III&IJii....., R..n.., No. 1919, p. 364. See also Mental 
Diecipline, S<hool- Socioly, ]an. 13, 1917. 

(') 0.-&t.& ,P. T. M~ T...Mr, May, 1935, p. 267, 
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usable if the learner becomes clearly conscious of its nature and of 
its general applicability: active or deliberate transfer is far more 
effective and frequent than passive, automatic or unintentional transfer. 
This seems especially true when the common element is an element of 
method rather than of material, an ideal rather than a piece of informa
tion." (1) I regard this statement as the best summary of our modern 
views to be found in the literature on the subject. 

The question may be asked : Can we not explain the facts by stating 
that transfer, when it does occur, is a single function of intelligence? 
The more intelligent the lea.mer, the greater his powers of generalisation 
and the more varied his interests and enthusiasms. In other words : 
.. Transfer of training depends upon the degree to which we apply our 
minds to the task in hand." This would seem to be obvious. More 
than one investigator has shown that the degree of transfer effected 
depends upon the intelligence of the learner, but this does not explain 
why the less intelligent of two groups may. under certain conditions, 
surpass the more intelligent in the critical tests. Several of my 
students b&ve shown this to be true, when they have been forced to 
work by a rotation method with groups of unequal intelligence. If 
transfer is a function of intelligence, it is a function of all intelligence, 
low as well as high. My own view, supported by very little evidence, 
I admit, is that the degree of transfer is not a linear· function of 
intelligence. but that it is a function of intelligence and other variables 
which are themselves related to intelligence. 

It may be, however, that there is more in the statement quoted above 
than is evident a.t first sight. Transfer is made possible when we apply 
our minds, but what is it that impels us to apply our minds to any task l 
It is ittUr1st or enthusiasm which gives to intelligence its power. None 
of tho investigators to whom I have referred has made a.n a.dequato 
estimate of the irUnut displayed by his leamel'S; only two of them have 
mentioned the subject of interest at all. Again, no one seems to have 
made a.ny .. tima.to of tho •ff<>rl put into "learning by various methods. 
Yet It should be evident that the problem of formal training is not a. 
purely cognitive problem-no educational problem ever is. My main 
objection to tho theory of ldentica.l elements is that it is expressed in 
cognitive terms and that it does not. even in ita more modem form. 
give due consideration to the conative and affective concomitants of 
tho cognitive elements involved. In our next a.d .anco in this subject 
we shall have to take much more serious account of these conative and 
aflective aspects of tho learning process. 

In aU transfer there is communication. Transfer of training is not 
tho communication of • elements • but of life ; it is not a process but a 
living process. Methods, procedures, ideals, principles a.nd patterns 
of thought aro not inert entities ; they are mental experiences impreg
nated with lifo. As Nunn has expressed it, in another connectio.n : 
"Tho prime contribution of tho heroes of Science to tho world"a cultural 
wealth is not the scientific method but the scientific life. Our business, 
then. is to teach tho realisatio.n of tho lifo, not tho mastery of the method." 
The study of science, or mathema.tics, or Latin may be justilied to a 
greater or less o:rtent on utilitarian or disciplinary grounds but its full 
justificatio.n can only be .,nght in terms of a richer and m<m~ deeply 

(') Burt, C. F-Ill Tl'lli11i"l· Report of a committee appointed 
by the British Associatio.n and pmsented at Brista1 in 1930, pp. 3, 4. 

(<111110) 
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signiJicant modo of life. Method io not enough. This was in our minds 
when tho distinction was chawn between necessary and sufliciont 
conditions. 

Statements such as those made above do not, however, indicate ways 
in which interest may be &roused, nor do they suggest the means by 
which teaching may be made more vital. Perhaps we shall gain some 
light on this problem after a short psychologica.l digression. 

Spearman bas shown, in his" Prim;iplu of Copitioto "that when two 
' fundaments ' (A and B) are presented to our minds we tend to educe 
a 'relation' (R) between them. For example, if l wore to write two 
letters 0 and o, or S and s, a child would say : u One is bigger than the 
other." Again two numben 7 and 11 would evoke tho response : 
" Their sum is 18 .. or .. Their difiere-nce is 4... This process of eduction 
may be represented by a formula A---+R~B. where tho arrows 
express the fact that the relation is ' educed • or drawn from the 
fundaments. Eduction is not merely a result; it is also a process, The 
arrows suggest more than mere eduction, however: they suggest a 
Un.ileJu;y, a tendency to think in the direction of the relation, wheneveJ 
the same fundaments, or similar ones, are presented. For example, 
having once soon that 7 and 11 lead to tho number 4 by a procoso ol 
subtraction, the child will the more readily educe that relation when 
the same numbers a.re again presented. The arrows may, therefore1 

be said to indicate a certain intentional st.ress. or, if we prefer it,· a 
certain purposive integrity, which makes further thought in that 
direction natural and, therefore, easier. Thus, the eduction of a 
relation secures, at the time Of eduction, one of the conditions of its 
own repetition. The strength of this condition depends partly on the 
intellectual ability of tho person and partly on his interest in tho sub jed 
lt bas been said that tho problem .of education is tho problem of interest. 
This is, of course, not the whole -truth, but no one would doubt that 
learning is facilitated by interest. Interest gives tho bonds that are 
symbolised by the arrows in tho formula A---+R~B a purposivo 
set in the direction of edn&tion. Interest, like magnetic influence iD 
a metallic field, gives strength to mental patterns and largely determine. 
their modo of functioning. · 

When a relation is educed from two fundaments various degrees of 
eduction intensity are possible. A relation may be so closely held to 
the fundaments that it io inseparably boU1Id to them ; on tho otheJ 
band, tho relation may be jrH, that io eo fully abstracted that it may 
be ' intended' apart from its context. Lorimer calls the capacity oj 
tho person to deal with relations apart from their fundaments as ' free 
intelligence.' As an illustration of free relations we may take the 
inculcation of habits. One teacher of mathematics insists on neatnes& 
in the mathematics lesson_ on the ground that neatness tends to reduce 
the liability to enor ; another teacher of mathematics achieves the 
same end by presenting neatness as a dosiillblo ideal. ln tho formet 
of those cases. neatness will in all probability be bouftd to its mathomati· 
ca.! associations ; in tbe latter it Is likely to be fru, in tho sense that 
it will be observed in non..m.a.thematical situations. It is not a.o 
uncommon experience to find a child neat in the mathematics classroom 
and aloveuly everywhere else. 

Other illustrations could be cited from elementary problomo of 
learning. Meet teacheno who appreciate tho importance of oonczeto 
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aids in early number teaching, also realise tho danger of keeping tho 
child too long in the concrete. Branford gives a very simple illustration 
of the inability of a child to use relations apart from their perceived 
fundaments. This child was invited by him to follow a demonstration 
of congruity with three triangles cut simultaneouslY from three sheets 
of paper in contact. The child put triangle A on triangle B and agreed 
that they were alike. She then put triangle Con triangle Band agreed 
that they were alike. He was on the point of saying, "You see, then, 
that all th,., are alike," when the child put A on C. She was unable 
to reach this conclusion, nor would she agree to it, until A and C had 
been fitted together.(') 

llignano gives some amusing illustrations of this lack of ability to 
deal with abstract relations in his "Psychology of Reasoning." A 
neighbour owed an old lady 12 lira but was owed 7 lira b:f her. The 
neighbour proposed to settle the account by making a single payment 
of 5 lira, but the old lady was not satisfied until the whole transaction 
had been carried out in the concrete in accordance with the equation 
12- 7 = 5. • 

The bearing of this discussion upon the problem of transfer will be 
evident. for much depends upon. whether an educed relation is ' free ' 
or ' bound,' whether the ' intentional gradient,' if we may call it so, is 
in the direction of the relation or in the direction of the fundaments. 

' Miss Johnston's investigation_ which I have cited as an example of 
good ""'J'Orimental procedure, was designed to test whether pupils 
could be taught geometry more effectively when trained to use con
sciously a technique of logical thinking. The issue lay, then, between 
a logical system boutul to its geometrical fundaments and a logical system 
as far as possible fr•• from its geometrical origins. As I have already 
indicated. the verdict was in favour of intellectual freedom. This 
favourable result, it may be noted, was not due to difierences in 
intelligence but to differences in teaching method. The conclusion could 
have been stated as follows : Geometry should be taught in such a 
way that tho logical relatione developed from it are !reo and accessible, 
available for use in non-geometrical situations. That is to say, 
relations and relation systems a.re of general value in so far as they are 
free and available for use. 

There is one notable omission from Miss Johnston"s account of her 
own work. Only passing reference was made to tho interest displayed 
by her pupils in tho work given them, but I understand from those 
who have been present during her lessons that the ' experimental ' 
class found their work very interesting. 

Some yean ago I made a comparative study of the heuristic and 
didactic methods of teaching elem.entaJy school mathematics. The 
results showed that those who had been taught by tho heuristic method 
"'""'not only better able to apply their knowledge to unusual problems, 
but were aloo much more eager to do so. At the end of tho year both 
classea were asked whether they had found their mathematical work 
interesting. and. if :so, why l Those who bad beeQ taught by the 
heuristic method admitted two interests. one in the subject itself. and 
tho other in tho method by which tho subject had been taught. Ono 

(
1

) Branford, B. d Shody of M ~~~- Edll«<lioto.. Ozlord, 
(1921). p. liOS. 
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of the boya, better psychologist than he knew, wrote : "The new 
method cleaas and expands the mind. It gives u.o the desire to think." 
When I asked the boy why he had used the word ' cleans,' he replied 
that he had in mind • a house kept in order/ I doubt whether any of 
the authorities I have quoted have set forth tha results of true intel· 
lectual training with greater insight--a well-ordered mind, ready and 
eager to expand. 

It ia uo.fortuuate, especially in view of the extravagant claJms that 
are sometimes made for the disciplinary value of the classics, that no 
psychological study of classical subjects has been made comparable 
with thosa that have been carried out in other school subjects. That 
the study of Latin or Greek can be made a. valuable intellectoal discipliue 
few would be ready to dispute. That these subjects are, by their very 
nature, superior illSI:ruments for this purpose is certsiDiy open to 
question.(') The study of Latin may be as useless as a. mental training 
as that meaningless juggliug with symbols• which sometimes goes by 
the name of • mathematics." The question is not, whether the classics 
are valuable illSI:ruments of culture or of mental training, but under 
what' conditions they can be made so. It is unfortuuate that the 
answer to this question cannot be given on the hasis of facts, for facts, 
as distinct from opinions, are distressingly few. Perhaps clues to the 
solution of this problem may be found in some of the conceptions that 
have been developed in this paper. 

The main_ aim of classical studies is the coomiunication of thought (1), 
through the agency of languages. which though structurally dilierent, 
have certain conceptual correspondences. If that is so, translati011 
is the communication not of word, but of thought. which in the process 
of communication becomes frH of its Iiugnistic origiu.o. But thought· 
cannot be liberated until words have been discrimioated and ljulgnage 
forms have been analysed. On the ·~nltnral side, classical studies are of 
value in so far as they refine and enrich the mind ; on the disciplina:rY 
side they are of value in so far as they provide occasion for what may 
be called • functional thjnking. • The latter statement will need a word 
of explanation. The word' • function ' may be used in two dillerent 
senses, one scientific or physical and the other mathematical. When 
we speak of • the function of the teacher' or • the function of the liver, • 
we use the word • function • in the physical sense as synonymous with 
a duty, or a service, that the teacher or the liver is ""P"Cted to perform, 
without imputing to either any necessary association with mathematics. 
But when we .......t: that ' the temper of the teacher is a fonction of 
the condition of his liver,' we imply a correspondence between tho 
state of the one and tho condition of the other which could be expressed 
with equal precision of thought by a mathematical equation. Tho 
variables in this case are • the temper of the teacher ' and • the condition 
of tho liver ' and the statement is to the el!ect that th ... two va.ria.bleo 
are related. A functional relationship may be defined as a determinate 
correspondence between two sets of things. a correspondence which, 
for mental economy, is sometimes expressed as a law or in a formula. 

(1) For a. comprehensive study of the place of Latin in Education ses : 
Valentine, C. W. LIID~t: 11& Plocs 111M Vol"' ill EdV&IJiioll. London, 
(1935). 

(') The word 'thought • is here used geuemlly and includes the 
expression of feelings as weU as ideas. 
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' Functional thinking ' (1) is thinking in terms of numbers, or points, 
or even words, which exhibit some relationship or correspondence. 

It is. the mathematical meaning of the word ' function • which is to be 
read into the statement that the classics provide occasion for • fuu.ctional 
thinking, • although we frequently use the word in the scientific sense, 
as when we speak of' the functions of words' or • functional grammar,' 
meaning that words have certain duties or offices to perform. In our 
present discussion the variables are • Latin • and ' English '-rich 
enough variables surely-and the relationship between them is that of 
correspondence of thought. And yet how often it is assumed that in 
the study of Latin or Greek all that is to be sought is a one-to-one 
correspondence between word and word. If we examine certain Latin 
primers, still popular among teachers of the old persuasion, we find 
that all the earlier exercises consist in the translation of isolated words, 
usually verhs. Could the subject possibly be made more barren and 
llllinspiring ? If the truth be told, as they stand, isolated words may 
not mean anythillg. The proper Unit of language teaching is not the 
word but the whole story. It is the old error repeated, the subordina
tion of the pupil's true intellectual needs to the supposed necessities 
of logical training. So it was with school mathematics Ulltil about 
twenty-five years ago, when Sir Percy Nunn, in a work of real genius, 
pointed. tho way out. NUilll's Alg•lwa('), which is a· treatise on 
• functional thinking,• has rescued school mathematics from the crippling 
effects of ita own relentless logic. I have no doubt that mathematics 
taught In his way is excellent mental training. Again, I have no doubt 
that Latin or Greek taught In an analogous way would have the same 
desirable virtue. 

Before Nullll's treatise was pub~ed, tho subject of algebra was 
either extremely macbenical or extremely ahstract and was almost 
wholly unrelated to tho child's natural interests or future needs. The 
otudy of algebra began with arithmetical suhstitutiollS, often of a 
meaningless kind, and continued through the fundamental operations, 
factors and the like, to quadratic equations. Since the publication 
of that work theso formal oxerciseo have given way delinitely and 
finally to ' formulae,' ' graphical representation.' ' variables and 
functio110,' concepts that are both fundamental and dynamic. School 
mathematics ia now based on the fundamental concepts of the subject 
rather than upon tho acquisition of mechanical skillo in logical order. 

Tho comparative study of tho heuristic and didactic methods of 
teaching school mathematics to which I have referred showed that 
algebra and geometry taught from tho ' functional ' point of view gave 
much better results with non-mathematical problem material than the 
more formal teaching methods.(") In other words, 'functional' 
mathomatico proved to be better mental training. Whether this 

(1) Tho expreosi011 'fUilctional thinking' was first used by Felix 
lOoin, tho German mathematician. lQoin maintained that training in 
functiooal thinking giWil in tho mathematics classroom would carry 
over to similar nou·mathematical thought pn:< s 

(') Nullll, T. P.: 'I/M 'Iodiog of Alp/we. (1914) ; E.on:isu it1 
.tfl&..._ illcludi"' Tricooo<>..try. (1913-1914). 

(') Hamley, H. R.. R.wiotaal .U FlftiCiiotlal TliMi"' ;,. Sdlool 
M-..nu, ki"' lilo NiiiiA Y~ of liM NatiOM4l COIJtl<ilof Tuelurs 
of M-..nu, Amorica, ISM. This book gi,.,. an outline of the 
course followed by tho uperimental group. 
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superiority was duo to the method followed or to tho interest engendered 
by that method nood DOt at present bo decided. The one seemed to 
involve the other. 

So far as I am aware, there has DOt appeared on the teaching of any 
other school snbject, a work comparable with Nnnn's Tlaclri"f of 
Alglbra. The distinctive features of that work are that it is based upon 
firm philooophical fonndations, that it takes full acconnt of the pupil's 
interest and needs, that it looks backward into the past (historical) 
and forward to tho futnre (the practical needs of modern life), and that 
it ia dynamic rather than static in its treatment. It is a treatise, 
indeed, not on mathematics but on mathematical thin,king. I am 
ventoring to suggest, with considerable trepidation, that the teacher 
of the classics would Jearn much from an examination of the general 
principles outlined in tho T.achi"f of Alglbra. Ho would find, without 
an undue straining of analogy, that the two subjects bave certain 
common features. Functional mathematics is based upon five main 
logical concepts : • the class.' • order in the class: • the variable: 
• conespondence ' aud • functional relationship.' These concepts have 
their oouotorparts in tho study of tho classics. For, corresponding to 
the • variable/ which is the type or symbol of a set of numbers or poinia 
arranged in a particular order, we bave the • word,' which is the type 
or symbol of certain pen:eptoal or conceptual meanings. With words 
as our materials translation from one language to another becomes a 
functional process. Considerations such as' these lead one to the 
conviction that the full mental value of classical educatiOn' could only 
bo obtained by treating the subject • fuoctionally.' 
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APPENDIX VI 
MEMORANDUM ON SOME INFLUENCES AFFECTING 

SECONDARY CURRICULA IN THE DOMINIONS BY MR; 
FRED. CLARKE, PROFESSOR OF EDUCATION AND 
DIRECTOR OF THE INSTITUTE OF EDUCATION 
UNIVERSITY OF LONDON 

(Preftllory Nou.-It seems necessary to indicate at the outset the 
rather severe limits within which this memorandum is conceived. 
The four Dominions to which it refers, Canada. Australia, New Zealand 
and South Africa, offer a field that is wide even for a very cursory survey. 
An attempt to indicate in any detail what has been happening in recent 
yelll'S in the development of secondary school curricula in these lands
still more any attempt to foreshadow what is likely to happen in the 
noa.r future-would demand both a large volume and far more of first
hand knowledge than I can claim.· Everywhere there are signs of rising 
ferment a.Dd dissatisfaction, and each year brings news from many 
quarten of significant departures from precedent. 

Moreover, from even a detailed analysis of the various prescriptions 
and of the results of the examinations based on the cunicula so framed, 
one might derive an inadequate and actually misleading idea of what is 
rea.lly happening, if the evidence were derived from the documents 
alone. Long, intimate and ever-renewed contact with the working of 
tho schools tllemselves is necessary if one is to understand the real 
meaning of the new movements, and to estimate rightly the reforms 
which would bring satisfaction. I know only South Africa. and part of 
Canada at fu"St hand. I left the former nearly seven years, the latter 
about eighteen months ago. I have visited New Zealand and Australia, 
but cannot claim any fust-hand knowledge of what goes on in the schools 
of either country. It seems well, therefore, to limit the scope of this 
meinorandum to a very general estimate of the inftuences which have 
operated in shaping the Dominion outlook on secondary education, and 
so on the prescription and working of secondary curricula. illustrations 
from tho field of practice will bo adduced from time to time, but no 
attempt is here made at anything so ambitious as a comprehensive 
survey of tho faclll.) 

I. Some Com'"cn& Flalur•s ;,. Dominio" Educali<m 
Hazardous as it may bo to generalise I thiuk certain broad statemeulll 

can bo made about Dominion education as a whole. It is necessary to 
have these common features in mind. not only to facilitate comparison 
between one Dominion and another. but also to bring into relief certain 
important differences between tho Dominions and tho Mother Country 
in thia ~t>gard. Iu all four lands woll-doveloped systems of educatinu 
are now functioning. So recent are they. however. in their present 
form, that a considerable number of the "~ able administrators who 
dld so much to create them are still alive. It is surprising, at first sight. 
that creations so modem should embody so conservatiVe a spirit. 
Some reasons for this will be suggested iD the sequel. For the present 
we have to note oomo oullltandiug features which all these systems have 
in common. 

They are all popularly controlled, govwned by a comptehensive 
body of legislatioa, ud adminis~ by a permanent oflicial working. 

(410001 0'" 
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as a rule, under a Minister of Education. All the Departments really 
administer often in minute detail,. and even where, as in Canada(1), 

the duty o{ providing and maintaining the school is thrown preponder
antly upon local funds. Curricula are prescribed often with clcme 
precision. Little discretion is left to the teacher, even if he desired it, 
which is by no means always the case. All the systems are highly 
sensitive to mass.-demands and to a popular criticism which is "Often 
neither well-informed nor concerned directly for educational efficiency. 
Of late years this mass-demand bas taken as one of its forms pressure 
for access to secondary education, and Departments everywhere have 
been much concemed both to meet the demand and to prevent it from 
having the effect of depressing standards. Usually they bave succeeded 
to such a degree that popular outcry, as in New Zealand and elsewhere 
recently, takes the form of a complaint that final examinations are too 
difficult. 

In the maintenance of standards much support has been given by 
the Universities. Until recently, :iD South Africa, Australia and New 
Zealand, the Universities had a virtual monopoly of the examination of 
secondary school pupils. In Canada the D!'P"rr:ments bave kept this 
function in theirownha.uds, the Universitiesprescribingonlythe subjects 
of the Departmental examination in which candidates for matriculation 
must pass. Receutly, however, the Cape and the Tr..nsvaal in South 
Africa have instituted their own Senior Examinations. A year or two 
age New Zealand followed suit. In Australia the practice is general 
to conduct the examination in each State through a Board upon which 
the Univemty is largely repr!"""'ted. More will be said below of 
eftorts to remedy the ·alleged consequences of excessive University 
influen-ce in school examinations. fAlleged ' is used advisedly, for 
the complaint is loud even in Canada where the Universities as sucli 
play little part in the examining.)" • 

The general picture, then, is one of highly centralised, popularly 
controlled aud popularly responsive State systems, increasingly presSed 
upon by equalitarian demands, and increasingly called upon both to 
extend and to diversify the provision for secondary education that hss· 
been ollered hitherto •. 

But there are also important dillerences and of these, since they 
concern vitally the attitude adopted towards secondary education, 
something must now be said. 

II. Sigtoifi&""' Diffu,.... 
Reference bas already been made to one of these, that which conoems 

the structure of the administrative system. Only in Canada are there 
to be found local authorities for education with powers of local taxation. 
In every C&DadiaD. Province considerably more than half the cost of 
msintaining schools is borne by the local School Boards. What may be 
called vestigial remains of School Boards •urvive in the South African 
Provinces (except Natal), and in New Zealand. But, elective as they 
are, they have no real poweiS of initiative in policy nor any financial 

(") The appearance of decentralisation in CaDad,._with nearly 
24,000 School Boards, one for every 450 of the population-ia largely 
illusory. In all that concerns the day to day procedure of the school 
and the action of the teacher, the administration is as highl1 centralised 
as thst of an Australian State where the teacher is a Civil Servant aud 
the whole cost of education is borne by centlal Govemmeut funds. 
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resources of their own. In effect they are little more than advisory 
bodies to the central authority, and local agents to do its bidding. 
Australia has never taken kindly to School Boards. though some 
States, such as Victoria, have experimented with school committees 
having a very limited range of purely local duties. 

Ev,en in Canada, where a vigorous School Board in a large city will 
sometimes assert itself with effect on questions of purely educational 
policy, the threads of control and tb'e statutory monopoly of prescription 
are in the .hands of the central provincial Department. Thus in most of 
the provinces the prescription of text-books to be used in the schools is a 
function reserved to the Department, often under severe penalty upon 
a teacher for permitting the use of unauthorised books. This is typical. 
There is a good historical explanation of the practice which need not 
be entered into here. 

But while the existence B.Dd functioning of local School Boards in 
Canada does not seriously break the uniformity of the picture of central 
prescription which is presented by the Dominions, it does influence 
directly the content and effectiveness of secondary education. So 
tenacious is the small local unit, so deeply rooted is it in the customs and 
traditions of tho people, pointing back as it does through the New 
England village to the English Tudor parish (minus squir~ and parson), 
tha.t aU attempts by enlightened administrators to introduce a. larger 
unit, more adequate at least to the needs of secondary education. have 
been shattered on this rock of tradition. Yet, compared with many 
a Canadian School Board an English ' Part III ' Authority is a vast 
organisation. 

The result is a di1lusing of provision for secondary education (or at 
least of authority to teach the secondary curriculum) which militates 
seriously against bath efficiency and elasticity, and goes far to account 
for the continuance of minute prescription from the centre. In some 
patts of Canada it is the practice to allow • secondary • courses to bo 
taught in ono-teacher schools. It is conditions such as this which serve 
to perpetuate minute and narrow prescription. 

Even in the other Dominions the same essential factor operates 
though not ao extensively and so harmfully as. in the special conditions, 
it doeo in Canada. The peoplo of sparsely populated areas demand 
increasingly for their children facilities analogous to those enjoyed by 
their follow-citizens iD. the towns, and where concentration is not feasible. 
some makeshift must be provided. Not every community can afford 
the elaborate system of boarding-bu111aries by means of which Southern 
Rhodesia solves this problem. 

Facts such u these, operating, be it remembered, in communities 
which are deeply imbued with an equalitarian spirit, must be kept in 
mind if we &nl to judg<o fairly tho practice of centralised prescription that 
characterises overy Dominion. U sheer administrative'""" be taken 
os a basis of distinction among tho four Dominions, Canada would 
stand by itself, while Australia. New Zealand and South Africa would 
constitute tho ' centra!i...t ' group. But, as we havo seen, this dis
tinction on the basis of administrative form cuts less deep than might 
havo ~ expocted. Thore is another distinction to be drawn which is, 
perhaps. mDnl significant of doep-eeated dil!erences of attitude and 
spirit, and may become ovon more signili.cant in tho future. On this 
basis the classilicatiOil would be AIIStnlia and Now Zealand in """ 
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group, Canada and South Ahica in the other. Tho fust two have 
developed their secondary education mainly on • English • lines, the 
other two on lines which can be called • Scottish • only if a whole genus 
is confused with one of its species .. 

In Australia and New Zealand, until the early yean of tho present 
century, democratic impulse took tho form of a demand that the ,State 
shonld concem itself mainly with elementary education, at a high 
level of efficiency for all. uuder a system so planned that tha child in 
tho country shonld be under no disadvantage a.s compared with his 
fellow iD the town. That teachers in these lands should have become 
Civil Servants, at the disposal of tho Department to go where they are 
sent, is in some degree a result of this demand. · 

Secondary education was regarded in a light which is very well 
expressed by a definition of it recently put forward by tho bead of one 
of the large public schools of Australia (i.e., • public • in tho English 
sense). •• Secondary education, •• he says, • is that extra training to 
the mind and body which a parent is willing to give his son if be can 
alford it, or which a State will try to give to its citizens under similar 
or even without similar qualifications." 

The import of the latter part of this definition is not very clear. 
The really illuminating phrase is that of " extra training." If it be 
thought strange that societies so thoroughly equalitarian as those of 
Australia and New Zealand should have acquiesced for so long in such 
an idea, it might also be reca.Ued that there was the same acquiescence 
iu the United States 'W!til near .tho end of last centuxy. 

• Post·primary • provision was made alongside the largely private. 
provision for • secondary • education, in the shape of higher elementary. 
central and junior teclmical schoola. Tho twentieth century wu well 
advanced before tho State, lnlluenced perhaps by the English example 
of 1902, concemed itself seriously with secondary education. 1'he 
large State secondary schools and the assimi1ation of existing post
primary forms to the secondary typo are a product almost entirely of 
this century. Australia and New Zealand are thus faced by a problem 
of ' Hadowisation • not unlike that which is. presented in England. 
We shall have occasion to note later one valuable result of this history 
in that it served to secure tho fixing of standards in secondary education 
proper at a high level. 

Canada and South Ahica present a very different pictoro. A sharp 
distinction between elementary and secondary as anything more than 
~tagu in a common course of education has never been popular in these 
lands. The single school providing for both levels bas been tho desired 
and· customary typo, though schools modelled on English public schools 
have long existed, and their numbers tend to increase in reoent year!. 
Canadian and South African systems of today are thus of tho 'single
track • typo, a continuous series of grades or standards grouped in 
sections tho limits of which are still matter for experiment. Using 
American tenu.inology we may say broadly that canada baa bad tho 
8-4 (or 7-5) typo which it is now trying to convert into the 6-3-.'1 typs 
(interposing thus the Junior High School), while South Ahica bas what 
may be called a 2-6-4 typo, 'the initial 2 standing for what are known 
as the " sub-standards," and tholina.! 4 (secondary) tending to subdivide 
as2+2. 
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Such a system, revealing as it does a. marked social •thos, is too 

narrowly described if it is called just • Scottish.' For in South Abica · 
its main determinant has been the social philosophy of the Dutch
speaking Afrikander, rooted historically in the Calvinist Ref~rmation 
and the Dutch War of Liberation against Spain. In Canada another 
species of the same genus has been at work, in this case the spirit of 
New England, with its historic roots in English Calvinism of the 
sixteenth and seventeenth centuries, brought into Canada by the 
Loyalists and other settlers from the South who came in after the 
Revolutionary War. Later, Scottish emigrants coming to either land, 
found a social and religious temper which was highly congenial to them, 
and so wt>re able to make a whole--hearted and immensely valuable 
contribution to its educational expression. Everywhere they did work 
of the highest value as teachers and organisers and determinants of 
standards. But that upon which they worked was, in its origins, 
Dutch Calvinist or Puritan English and not Scottish at all. 

It has been left to tho twentieth century, with its flood-tide of 
equalitarian democracy, to formulate the demand that such a system 
shall now develop its full implications of • Secondary Education For 
All.' In meeting this demand South Africa and Canada may encounter 
more difficulties and dangers than Australia and New Zealand, with 
their wider diversity of provision, may have to face. 

There is the problem, in the first place, of maintaining standards 
against the flood. Canada has difficulties here, since the tendency in 
that country has been to construe the term • secondary ' as meaning 
certnin coursu of study (which might be pursued in a one-teacher 
11cbool or eveD by correspondence without a school), rather than as a 
certain type of sdoo~ with minimum standards of equipment and 
organisation. · Constantly increasing pnssure for access to the Universi
ties accentuates the danger of emasculation of standards and a descent 
into mediocrity, and the absence of a scholarship system contributes 
in the same direction. But the danger is realised and Universities 
nnd Departments are combining to meet it by distinguishing sharply 
between School Leaving and UniveiSity Entrance, and by encouraging 
in tho secondary schools work of the Sixth Form type. c Senior 
Matriculation ' is still, in some areas, accepted as exempting the holder 
from the first year of tbe University course. but the tendency is strongly 
towards brii.ging the normal standard of Unive.rsity entrance up to 
this level. The institution in Ontario of ' Honours Matriculation, • 
like • Leaving Honours • in Austra.Ua.. is an intermediate step in this 
direction. 

South Africa is, perhaps, better equipped to face tho problem. There 
tho Education Departments do set required minima of stafling and 
equipment for the recognition of schools as • secondary: and ~ 
tho right to determine the level up to which any school may work. 
Also the Statutory Joi.nt Matriculation Board exercises its powen, not 
always without friction. to maintain standards both in its own examina
tions and i.n those of tho Cape and tho Transvaal. tho two provinces 
which have instituted senior exa.miD.ations of their own. 

In respect of another diJ!iculty, that of diversifying the fonns of 
provision for aecondary education, the relatiVll advantage as between 
the two countries io rev..-!.. Canada i3 better pllUled than South 
Africa. In both the problem may be indicat<d as the 0011vemo to thet 
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with which England is faced to-day. In England we have to devise 
some means of iflllgrtlting, with the main structure of • secondary • 
education tJO nomine, fom!S of post-primary education which have 
grown up quite indepeidently. In Canada and South Africa the 
problem is to tliscrimiMU diversified forms of secondary or post
primary education (particularly for younger adolescents) from the single
track continuum. Canada's effort in this direction has consisted partly 
in the provision of vocational forms of a secondary school coUISe, and 
partly in the attempt to establish the Junior High School. This latter 
effort has proceeded farthest in British Columbia, Manitoba and Nova 
Scotia. The British Columbia. form of the new departure is, perhaps, 
the most radical and the most interesting. It well repays study. But 
everywhere the difficulty of giving to the Junior High School a distinc
tive identity, quite apart from any • grade • nomenclature, is enormous. 
The school is only too easily thought of as just three steps of the 
common ladder-usually Grades VII, VIII and IX-with some special 
ofierings of curricula. '· 

South Africa might almost be described as hamstrung for any effort 
to meet the problem satisfactorily. For while the provinces have 
control of education that is • secondary • in the traditional sense. the 
Union Department of Education controls vocational and technical 
education. Thus a wholly artificial attempt is made to divide the 
seamless vesture ; or, as one commentator has put it, the attempt is 
like trying to use a ray of moonshine for a garden feoce. The result 
is to force the provincial schools back upon • academic • courses, 
and to restrict severely that. fruitful co-operation among widely 
diversified institutions which experience is proving to be so essential 
to the securing of real elasticity and actuality in the devising and, 
adaptation of secondary cutri.cula. 

Moreover, South African Unive¥ties, exerting pow~rful in:o.uence 
through the Joint Matriculation Boa.rd and through their de~ 
courses, have cast an unfriendly eye upon efrorts to establish genuine 
Sixth Form work in the scbools. · The result is that schooling ends, 
for all but a negligible handfUl, with the passing of the matriculation 
examination, and thus c;.pportunities for diversification are still further 
restricted. 

Owing to the play of such factorS it has to be said that, so far as the 
provincial systems ..., concerned, South Africa is the most backward 
of all the Dominions in respect of the healthy diversification of provision 
for secondary curricula. 

It has seemed well to place some emphasis upon these factors of habit. 
oocial ethos and administrative method which determine the general 
background, in order that the spirit in which secondary curricula are 
framed and applied may be set in the right perspective. We tum now 
to some characteristic features of the curricula themselves. 

III. s.,... Gotstwal F•411wos of Ctwrit;ulo 

At first sight it would seem a surprising thing to say that the most 
conspicuous feature of secondary cunicula in the Dominions is their 
marked CO'IIS,aliml. But it is true. nevertheless. The conservative 
spirit, in spite of some appearances to the contrary. is certainly stronger 
than it is in England. Some reasons which may account for this will he 
addiiCOd presently; the fact itself is bornein irrefutably upon any ohse<ver 
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who studies the situation sufficiently closely. Mathematics with the 
traditional content are still taught in the traditional divisions. Generally 
in Canada any one of Arithmetic, Algebra "''I Geometry may be taken 
apart from the rest, and everYwhere the text-book plays a dominant 
part. General Science is becoming more and more common in the 
early stagee, but after that Physics and Chemistry, witb the customary 
content, reign almost unquestioned. Biology. however, is beginning 
to appear, particularly in schools witb an agricultural bias. 

Detailed prescription of texts in English literature is practically 
universal, and in some parts of Canada .. The Lady of the Lake •• bas 
had an unbroken run for many years. In Canada again the practice 
is general (and not unknown elsewhere) of prescribing in detail tbe 
passages of verse and prose which have to be committed to memory. 

Latin, tbough showing signs of decline, is still studied by great masses 
of pupils, by many of them, it is to be feared, for a short time and with 
little profit. Two-thirds of the pupils in the secondary schools of New 
Brunswick are recorded as doing Latin. In Ontario in 1933 tbe numbers 
recorded as taking Latin in tbe ' Lower School ' onuzse (Junior) are 
31.524 as against English-which may be regarded as onmpulsory-
35,880. In tbe Middle School (Senior) for tbe same year tbe numbers 
for Latin are 17,151. It would seem that verymanypupils are studying 
Latin for not more than about two years. 

The State of Victoria has recently determined tbat Latin shall be 
tbe first language to be taken up in secondary schools. 

Some Universities still demand Latin for matriculation at least into 
tbe Faculty of Arts, but tbe tendency to relax tbe requirement seems 
to be growing. In Soutb Africa pupils may matriculate witb no 
languages but tbe two official ones, English and Afrikaans, and tbere 
Latin is being displaced in the schools in favour of German. Similarly 
in Canada it may yield more and more to French. 

·Examinations present the same picture of prescription and uniform~ 
ity. Entrance examinations for High School are being roland, 
though at least one Australian State holds a full-dress examination of 
fill pupils at tbe end of tbe elementary onurse. In Canada tbe practice 
of examining pupils for • grade--promotion • in the secondary stage is 
dying out, and in Ontario and tbe State of Victoria much progress has 
been made in tbe ' accrediting ' of schools for matriculation pwposes 
ao as to dis]:en.se even with the matriculation examinatinn. Tentative 
mo..., in tbe same direction are being made elsewhere. 

But. iD. general. the official examiner still rules the scene with a 
rigour of standards tbat is still rommend~bly high.(') And the practice 
is quite onmmon of indicating passagee in a prescribed text-book 
which are .. not required for examination.'" It :is to be fean:d that. 
in aome parts of Canada especially, tbe study of • Science' onnsists 
iD not much more than leaming certain ~tials from a tert·book. 
The examination is of~n tbe only means of guaranteeing tbat tbere 
has btoen aeri.ous study at all. and it is inevitable that. on the one baDd. 
modes of allldy ehould adapt tbemselves to tbe reongeised modes of 
testing, lUld tbat, oa tbe otber hand, prescriptions by authority should 
bo laid dowu. with the examination in view. It is only iD. the more 

( 1) Thont;h tbere are some indicatioos that a high standard in the 
setting of pepers is not always accompanied by a high staJid&nl of 
marking. 



460 • APPENDIX VI . 
~ aad deDsely-popnlated areas that ezperiment with more 
ften"ble forms of guar.mtee is at. all safe or even pr.u:ticable. Yet the 
....., 011 the lam!, little ~ to tor:go his rights, demands a &;r 
chaw:o for his chihheo. n:mote from the large a:atns as they may bo. 
Ia such c:iu::a:mstanoe UDifoDD prescription and UDiform eyamjnaticm 

assume the cbar.u:ter of the eq=litarian iDstrument which they so 
often me. 

A 'halfway • eyamjnation at the end of a stage (usnally two yeam) 
which· is variously caUed Juoior or Intermediate or Lower has a place 
in three of the four DomiDiODS. In Australia it annes appropriately 
at the point where the older post-primary anuses • engage • with the 
system both of the mewer State --"•ry and the earlier private 
8flt4'XJDdary schools. TraDsfer to a full secoqdary school on the oom.
pletion of a Juoior (or Intermediate) stage appean to bo rommon in 
Australia. 

In South Africa where theie is DO post-primary system pazallel to 
the lower stages of the secondary. the junior ezamjnation tends to fall 
into disuse, except as a fiDalexamination for popils who do DOt propose 
to go beymui StaDdard VIII. . 

In Canada, by rea.soD of the working of the traditional 8-4 system. 
the Grade VIII. or High School Entraace Examination, has discharged 
the fmlct:icm of a junior examination. With the introduction of the 
~ p1aD aDd with it the Juoior High School. Qmada is moving 
uearer to the Australian pattem.. 

Everywhere Juoior cunicula '11"0 somewhat w-1y preM:n"bed, with 
a very DaDOW range of optious. Further, the desire to have a common 
JUDior comse. aDd the dilliculty of meeting varied Deeds in a spane 
popnlation, inYolves sometimes UIIdue postpoaemeDt of work in foreign 
languages. Jn at least nne Canadian province a plan is about tO be pot 
into effect whereby the lallgaage camwt be begun until Grade X. 

At the senior lewl the opposite diflicolty ariseo, that of a <ODSideraWe 
variety of options to be equated in a common certificate. New South 
Wales, for instance, it would aj>pear. has tended to reduce the value of 
ita c:ertilicate as a guar.mtee of geoeml education in the effort to cover 
a wide range of optio.ns iD. one examination schem.e.r) 

Canada endeawurs to organize distinctive cunicula such as Academic, 
Genelal. Commen:ial, Agriculf.ur.ll and· Industrial, aDd to mark the 
c:ertilicate aa:ordingly. Everywhere, however, in spite of all that has 
been done, the pnssure is toward the academic form. whatever the 
more direct needs of the popil may he. ADStralia, perhaps. has gone 
farthest in the sa~ enc:oumgoment of ... ..._ other than that for 
matriculation. 

Generally then the conservatism that baa been noted as a conspicuous 
quality of the pr.u:tice of DominiDD systems of .....,..dary education 
refuses to yield. Eflorta to rela:a: the rigidity of prescriptions and 
eyamjnations. to emaDCipa.te teaching. and to heightell releva.ace 81ld 
actuality in studies generally, haw met with ouly a limited degroe of 
suca:ss.. One would suspect. therefure. that there must bo operating. 
to produClll such tenacity, certain powerlul factors inherent in the 

(1) See ''Sec:ondary Education in New Solrth Wales." by W. J. Elliott, 
Educ:ational Reseuch. Series No. 38, Australian Council for Educational 
Rmeucb. Melhounle. 
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situation in which the Dominions find themselves. This does actually 
seem to be tho case. Something in the very situation of a ' new • 
country forces it to cling to established "t'ys with a quite special 
tenacity-at least in education~ It may be worth while to suggest very 
cursorily some of the influences which may be contributory to an effect 
so difierent from what might have been expected. 

In the first place, operating with overwhelming power in the form8.tive 
stages of Dominion history, there is the great force of cultural self
respect and cuitural loyalty. The danger that children brought up in 
the new land may fall below the cuitural standards of the land from 
which their progenitors come is a very real one during the pioneer 
stages. There persists also, in great strength even to-day, a profound 
loyalty to Western culture, even if not necessarily to the British form of 
it. And as schools and universities become well established, the desire 
to win and to retain recogoition and standing performs the same function 
as that discharged by fear of degeneration in the pioneer days. One 
must at all costs continue to stand well with the academic world outside, 
and ao one must resist all risky tinkerings with the respectable and 
time-honoured in the curriculum. The powerful influence of the Uni· 
varsities has been very strongly exerted in this direction, and it bas been 
reinforced by the influence of immigrant teachers-not from Britain 
alone--who from vanity, prejudice, cultural insight, ·or whatever 
reason. have been disposed to impress their own inherited standards and 
pattern. Once set, as the result of such forces, the pattem finds pre .. 
scriptive powers enough to maintain itself. Fora longtime, and especially 
when economic development is proceeding apace, good teachers are not 
easy to secure and still harder to keep. And in days when population 
and desire for advanced schooling are both expanding rapidly, the 
difficulty becomes acute. Hence the task of maintaining standards 
and of holding together the essential structure of a cultural education 
is thrown back upon a central authority. Not able.as yet to .shift the 
burden on to individual schools and teachers. it must carry the load by 
the only methods open to it, those of rigorous bureaucratic prescription. 
Practically every system which is producing real results to-day has had 
to pass through the • martinet ' period, and the marks of that are 
strong upon every one of them. Yet even now the great and necessary 
service that was perlormed by the martinets is not always fully 
appreciated. 

The inlluence of the profossions, desiring to have a qualiJication that 
would bo recognized in other lands, has worked in tho same direction. 
So, too, has a very general aversion from the large multi-bias school 
thl\t is so common in the United States. The • academic • .tradition 
has thus been kept clear and free"'""" in Canada, where, although there 
are some large High Schools, the great central core of traditional studies 
hno been kept largely intact. • 'l"echnical ' education, even when pro
vided by the same authority as that which provides secondary, has 
usually been treated as a thing apart, and secondary schools have sniffed 
at it even more forcibly than have those in England. In Canada, 
wheN the Dominion Govcmm.cnt provides much of the cost of tcclmical 
education. and in South Africa. where tho Union Govemm.ent has the 
rights of control, there are additional factom making for segregation. 
l\o one caD doubt that. in tho long I'11D. it is seco.nda.ry rather than 
technical education which suffers more from this detachment. Whore a 
school for adolescents works with a c:uniculum havinl a "VOCational 
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colour, them is a curious aver.Uon from calling it secondary at all.. 
Even if the title • High School • is conceded, it must be preceded by a 
qualifying epithet as thoiflh to save the purity of the real thing. It is 
a Technical, Vocational, Commen:ia.l or Agric:ultural School rather than 
just plain secondary. In South Africa a claim might even be raised 
for transferring such a ochool from the control of a province to that of 
the Union I 

Thus do elements which might enrich the normal secondary curric:ulum 
come to be regarded aimoot as a kind of contamination, so that culture, 
it would seem. is to remain unhsudy, and practical skill to be considered 
uncultural. Not until the Dominions feel fully assured of the security 
of the replanted c:ulture in its new homo, and more clear than they are 
to-day as to the distinctive qualities of their own c:ulture, will they feel 
it safe to break down this curious eegregation. 

It may be relevant to add that tho Dominions are still depeadent 
npon Great Britain for much of their current literature and for their 
ideas about science, though everywhere there are sigus of a growth of a 
native point of view, and of native c:ultural products. Tho influence of 
the United States is growing, as is tn be expected in the nature of the 
case. but even in Canada it has made very little impression on the 
central tradition of the seccm.dary cmricula. This :is due. no doubt. not 
so much tn influence directly exerted from Britain, as tn strong per
sistence of the old • Loyalist • attitude towards c:ulture, brought mainly 
from New England after the Revolutionary War . 

. IV. Ctmelusitm 

Tho geneta1 impression of a sturdy conservatism must not be allowed 
to obscure the very real fact that each Dominion is beginning to feel' 
its way towards a distinctive outlook of its own upon secondary curricula. 
Pexhaps it is to be expected that this-disposition would find its strongest 
reflection in tho History courses. In some parts of Australia there is a 
tendency tn restrict History teaching proper to British and Australian 
history. But generally thene is strong evidence in the courses provided, 
especially those for the later years of tho eecondary school, of a desire 
to oend pupils out with a well-<:0111pacted lm.owledge of modem history 
as a whole. The intention is evidently to equip tho adolescent with the 
necessary historical keys for the intetpretation of the modem world 
as viewed from the standpoint of his native land. Canada, in partic:ular, 
has devoted much thought and experiment to the task of selecting and 
organising relevant historical material for this purpose. The subject 
appsars usually ander the heading of • SociaJ Studies,' and includes 
some civics and elementary erxmomjcs. But the material is mainly 
historical. British Columbia, in partic:ular, has worked out elaborate 
scJwnes for the presentation of history in a series of ' units • designed 
to shape a balanced perspective. English teac;bers might learn much 
from ouch schemes, especially those teachers who are dissatisfied with 
what they regard as the undue provincialism and limitation of some 
English schemes of -.:bing. 

Canada. too, has gone far in the developmeut and use of sc:hool 
librari!"', and this will, in due course. react on the still-<011tinuing 
diSposition towards minute prescription of studies in literature. 

Some AustraliaD States are experimenting with Fmnmnic:s and 
Eoonomic History as secondary ochool courses. One even allows for 
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Logic I New South Wales offers Japanese, and South Africa. includes 
the Bantu languages in its lists. A South Australian report (1934) 
remarks that: "A marked departure from.the traditional course of 
study is gradually taking shape in some of the country High Schools.'• 
Reference is made particularly to agricultural science, biology. increased 
practical work, and the growing demand for arts and crafts. 

Australia again, particularly in Victoria, has made a real success of 
its Schools of Domestic Arts for girls. Elsewhere one hears increasingly 
of pressure from pupils and parents alike for more relevant and realistic 
courses. This is a good sign, for if tradition and orthodoxy have been 
overdone, the blame musf not be laid on the shoulders of the Universities 
and the administrators alone. Public opinion bas its responsibility 
also for, frequently enough, the administrators are ready to move but 
public opinion checks them. The following from a recent report of the 
Superintendent of one of the Maritime Provinces of Canada is typical : 
" I wish to recommend and eveq urge that a curriculum committee be 
appointed to study the whole matter of courses of study and text-books 
with a view to improving the courses by making them less rigid and more 
elastic. that there may be fewer compulsory and more elective subjec 
in high school. Agriculture, social studies, art, music might be added, 
the amount of classics and mathematics reduced, and the amount of 
sclenoe increased. Above all the course in English should be improved 
by having less formal grammar and more practice in both speaking and 
writing, a wider range of general rea.ding, a less intensive study of prose 
and poetry, more extensive reading for enjoyment and appreciation." 

The writer of this passage may have been inBuenced by the achieve
ment of a neighbouring province which, after exhaustive study, produced 
a stout handbook of over 600 pages, giving not only coUISeS of study 
primary and secondary, but much admirable advice to teachers, and 
much enlightened comment on the grounds for including given material 
in· the courses of study. 

Among the influences making for reform is a growing sense of the 
high educational value of training in arts and crafts, of the special 
need that young countries have of citizens thus trained, and of the 
deleterious effect which examination emphasis on the orthodox 
• academic 1 curriculum baa upon arts and crafts in the school. Expense 
and the large number of small schools interpose serious obstaclts in the 
way of refotm, but neither is so serious as the swollen state of the 
• ac.'\dcmic 1 subjects. fed as they are on a diet of e:nmina:tion prestige. 
and encouraging, as they tend to do, an over·valuation of facile verbalism. 

Such work as is done in the arts is apt to be perfunctory, formal and 
old·fashioned, though there are schools in canada which are doing 
really distinguished work in art and music and drama. Speech, on tho 
whole, is seriously neglected, and all the emphasis on physical training 
seems to issue in more vigour than grace. Genuine and significant 
artistic movements, such as are gathering strength in Canada and 
Australia for instance, seem to have little or no connection with the 
schools. But the fennent of dissatisfaction is working. and the Australian 
Director of Education. recently returned !rom England, who gave 
uttel'DD.ce to the following downright opinion, would, doubtless, find 
his opinion echoed by colleagues elsewhm!l io. the Dominions. He is 
repart<td as having said :-" I doubt if one pupil in a hundred in tho 
schools of Britain could pass our ScholaJsh.ip Examination at the age 
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of 13~ years. But these same boys can draw plans of a rea.Sonably 
complicated article, make it out of wood, hammer it out of bl'ODze or 
some other metal, carve 01 otherwise form on it some neat design, which 
has been previously worked out on paper. They can fashion an article 
out of clay, paint a design on it, glaze it and bake it in a kiln. The 
girls can spin and weave. draw and paint. design and put their designs 
to practical use. They can cook, make garments, arrange the fumiture 
in the rooms of a house or llat, model in clay and fashion toys. Both 
boys and girls at 13l have, in the great majority of cases, a good know
ledge of science acquired practically, and experimenta.I!y. No one will 
deny that skill in wood and metal work, in art and design. with a good 
general science knowledge, is a greater asset to a youth today than a 
knowledge of the History or Geography required for the examination in 
question." 

But no change from orthodoxy has proceeded very far yet. It would 
appear that the Dominion communities are'not yet sufficiently sure of 
themselves, not ready to follow political with cultural autonomy, 
afraid of the consequenoes of a too-hasty casting otf of a dependence 
which they feel rather than opeuly admit. Thus they have not yet 
faced squarely the question of Latin, to discover what specilic value it 
can have for them in their special situation, and how it should be taught 
and ha.udled to achieve that value. Up to the present the disposition 
has been one either of drift or of uncritical orthodoxy. There are signs 
now of an awakening to the essential task of ·re~iDtezpretation. Some 
investigators may even come to the conclusion that if the criterion is 
to be purely cultural values relevant to the needs of new democracies 
oversea, Greek may have more to offer than Latin. But little systematic 
thought has been given to the matter so far. 

Thus the general picture iS still op.e of conservative acquiescence in a 
tradition, the tradition being maintained by a rather rigorous use of 
prescription and examination. But the days are coming when the 
Dominions, each in its own peculiar situation. so different from that of 
the Mother-Country, will f~l r_eady to otfer and to take firm stand upon 

. that variant reading of Westem culture which, with an increasing · 
awareness of what they .are doing, they are now working out. For the 
present the initiative is still with Britain ; Britain is still tho land of 
intellectual and educational adventUre, one of '"those tradition-ridden 
centres where men are adventurously think:ing u of which ao Australian 
writer speaks. But it will not always be so. Interchange will, at lesst, 
become more equal. and there are abundant si~ that this new epoch is 
beginning. The creati~ possibilities of British education can no longer 
be adequately known by concentration solely upon what is achieved 
in this country. 
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