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PREFATORY NOTE

This report deals with a reference which was given to the
Committee in 1933. Its recommendations are far-reaching,
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. -

Tt 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 difficnlt and complex
subject, and in commending it to the careful consideration 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 indebtednéss to the
Chairman and members of the Committee for their labours.

M. G. HorLMES.
17¢th November, 1938,
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PREFACE

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 examined 150 witnesses. In
addition Sub-Committees appointed to consider wvarious
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. M. 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
valvable 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 1.B.) who were good enough to furnish us with
memoranda, statistics and other data bearing on our Inquiry.

(Y) Under Clause 5§ (vii) of the Order in Council of 22 July, 1920,
recanstituting the Coasultative Committes.

L)
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We desire to thank Professor H. A. Harris, 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 dominions, 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 unrem1tt1ng efforts, 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 from his
wide knowledge of educational history and systems. This is
necessarily the case to a specizl degree in the Historical"®
Cha.pter, 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 losses
which the Committee has-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 Infani 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+due to him.



INTRODUCTION

The general purpose of this Introduction is to indicate
briefly the nature of cur 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 Educalion of the Adolescent (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.

1. The relation of this Report lo the Report on The Education of
the Adolsscent (1926) ; Nomenclaturs ; Mulillaieral Schools

This Report is the third of a series in which we develop the
theme of our Report on TAs Education of the Adolescent (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 pames of
* primary " and * secondary * ; and we laid down the broad
lines for a new advance in the general scope of our national
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system of edacation. In our Reports on The Primary School
(1931) and on Infant and Nursery Schools (1933), we dealt with
the special problems and opportunities of self-contained
schools for children in the primary period of education which
ends at the age of 114-. We now return to the education of

boys and girls in the secondary period which begins at that age.

In our Report on The Education of the Adolescent, we re-
commended that education after the age of 11 should be
known by the general name of secondary education, and that
the two types of school which are mainly concerned with this
secondary stage should be designated ‘Grammar Schools’
and “ Modern Schools’. ‘Grammar Schools® we described
as schools of the more academic type which are at present
conducted under the Board of Education Regulalions for
Sccondary 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 I). We gave the name of * Modern Schools * to what are
called * Senior Schools ”. This term is at present used by the
Board of Education to designate both ‘ non-selective Central
Schools” and also * selective Central Schools’. Both these types
of school are at present conducted under the Code of Regulations
Jor Public Elementary Schools. In the present Report we adhere
whenever possible(!) to the terminology employed in our
Report on The Education of the Adolescent, and for the reasons
stated in that Report we urge its general adoption.(f)

In addition to Grammar Schools and Modern Schools,
there are other schools of a wvocational or quasi-vocational °
type in which adolescent pupils are educated, and which
our former Report (p. 79) recognised as giving post-primary
education. 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

1) Chapter II excepti The reason is explained in & note
@ wthntc.:a;ntuonpg. "
md.ThEJMuoijddcsa:ﬂ(lm.pp.m
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education for pupils beyond the age of 114, 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 so 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 muliilateral schools.() 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
114 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

4 W;cfr use the term * multilateral * to describe a acho:liwhich. by
moans of separate * streams,’ would provide for all types of secondary
education, with the exception of that provided by Junior Technical
Schools in 8o fur as these depend on their association with a Technical
College and the equipment there :V’Iﬂl.ble-
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to certain groups of subjects. There would, for example,
be a literary and linguistic course; 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 Modemn
(Senior) Schools, and, to some extent, for Junior Technical
Schools, has recenily 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 curriculum without
change of school. But in spite of these advantages we have
reluctantly decided that we could not advocate as a general
policy the substitution of soch multilateral schools for

separate schools of the existing types:

The reasons which weighed 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 have to be very considerable,
say 800 or possibly larger, and we believe that the
majority of pupils gain more from being in smaller

ools. . .

(ii) There is general agreement that 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
scarcely 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.



xxi

(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 Modern
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 bothk developments as to
control and inspire one or other ; and we cannot
accept the view that the influence 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 influence on the latter.
We are therefore of opimion 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 Modern 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.



.

We. are, however, of opinion that some measare of
experiment with multilateral schools may be desirable,
especially in new areas; and also that there is one set of
circumstances in which muitilateral 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 medifications would be necessary in existing regulations
is discussed in Chapter I1X.

IL. Probiems of the Grammar School Curriculum

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 education of boys and girls
above the age of 114 in England and Wales have ceased to
correspond with the actual structure of modern society and
with the economic facts of the sitvation. The grammar
school curriculum js still largely planned in the interest of
pupils who intend to procged to a University, although,
85 per cent. of the pupils de not remain at school beyond
the age of 16. The Grammar School must cbviously safeguard
the interests of those pupils who are going or to a Sixth Form
and perhaps to a Univeisity, 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 subjectsin 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, ie., 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. Itisimportant
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 specialise,
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 aiso, 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 The Primary School and on Infamé and 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 schoal 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
hghtened and that from the age of 13+, or as soon as special
interests or aptitudes become evident, a pupil should con-
centrate on a smaller range of subjects, so long as these
include English, a language, and Science or Mathematics.
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With these reservations, we see 1no 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 what 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 Literature ;
and Scripture. One of the gravest criticisins 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 reqmre
markedly greater attention, and in regard to the latter it
appears to us that there is much to be learnt from the methods
of teaching employed in France.

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 the classio
periods of British history, and of some knowledge also of the
histories of Greece and Rome. Without such knowledge it
is impossible to understand 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
cught rather specially to characterise a grammar school

education. c
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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 toc be mentioned at
this stage. We are anxious that in country Grammar Schools
a 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 gam
from work which the pupil himself recognises as possessing
value for the next 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 iu{ther remarks should be made.
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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 we believe it to be of
vital importance to the future of education in this country,
that reform along the lines we have indicated should be
concerted, general, and far more radical than hitherto. We
have in mind particularly the contrast between courses
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 curricalum for the individual
pupil, and the teaching of English composition. Secondly, we
recognise that to carry out these proposals is impracticable
withont further and drastic reform of the School Certificate
Examination. We believe that the changes which we recom-
mend in Chapter VI present no insuperable difficulties ; in
the main, they are changes which are already widely advocated.
On the other hand, we are of opinion that the existence of an
examination taken at about the same age as at present is
desirable, as stimulating and testing the work alike of the
schools and of individual pupils.

III. Vocational and gquasi-vocational schools ; Techwical High
Schools

We tumn now fo those schools, other than Grammar Schools,
which are directly covered by the texms of our reference, ie.,
* Junior Technical Schools’. We think it necessary, however, -
to draw an important distinction. There are schools (e.g.,
schools of printing, dressmaking, laundrywork, waiting)
which prepare for single and definite vocations and to which,
as we think, it is desirable to restrict the term vocational
schools. There are other schools (e.g., many Junior Technical
Schools, Junior Commercial Schools and Junior Art Depart-
ments) each of which can prepare for a considerable variety of
vocations. Both classes of schools are doing valuable and
important work, and provide, in almost every case, not only
for technical instruction but for the continuation of general
education. With regard to technical instruction we do not
think that we can usefully or properly make any recommenda-
tions. With regard to the general education which is provided
we desire to recommnend here again that ample time shouid be
given to English, along the lipes already indicated, and to
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recent history. In certain cases it appears important also
that pupils should have opportunities for leaming a modern
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 Ieast in certain of these
schools recruitment should take place at 114, 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
before 14, can be given both in Grammar Schools and in
Modern (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 13} 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 & 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 114,
on the basis of the general selective examination at that age ;
admission being determined (among those pupils who reach
the pecessary standard in the examination) in accordance
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with the wishes of the parents, with the accommodation
available, with the suitability of the boy as determined on the
report of the Head of the primary school,xand on the result of:
an interview with the Head of the Technical High School. |

We recognise that in the majority of cases such boys are
likely to enter the engineering or building industries ; but our |
recommendation 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 weare 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 principles 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 in Home Training Schools are also, *
and inevitably, Jacking in ahy coherent range of underlying
theory. The chemistry of cookery, for example, is far too
_complicated for the purpose. In consequence we do not
recommend that Junior Commercial Schools and Home:*
Training Schools should beé converted into Technical High
Schools, We consider that a thild who desires 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 only 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 that in a considerable number of cases
transfer may be desirable at 16 to a suitable Technical Institu-
tion. We believe, however, that, while close relations should
‘be established between Grammar Schools and Technical High
Schools, so that opportunity for transfer may be afforded to
those pupils whose later development makes it clear that they
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will be better suited by an altermative 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
<chool 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 considerable 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,
however, 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, or 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 ocught 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
bad a training in engineering which has included actua]
practical experience. . .

IV.—Interrelation of secondary schools of different Sypes,
particularly Grammar Schools and Modern Schools 3
the allocation of children between these schools @ the
extent of the provision for grammar school educalion

There remains the whole range of questions concerning the
relation of education in schools of the grammar school type,
and in the proposed Technical High 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 &nd women to understand the world in which they live
and to contribute 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 modern 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 modern
science. Further, capacity to use and to understand accurately
both English and, so far as possible, modern 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 i» general those pupils who are most
capable of being taught to think in abstract terms will best be
taught to do so by a cumriculum of a more academic and
scientific character than is provided in Modern Schools. It is
accordingly important that these children should receive a
grammar school or a technical high school education. But it
is equally important to give a modern school education to
those children, including a fair proportion of children of
marked ability, who will best prefit 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 different

types.

We have deliberately made no attempt to discuss inthis
Report the selective examination at the age of 114 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
Report 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 delayed, 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 2 high
proportion of cases those pupils who quite certainly have so
much intelligence and intelligence of such a character that
without doubt they ounght 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 | |
for grammar school places as between pupils who fall into :
neither of these classés should be by selection rat.herthan;
by their relative place in ar 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 examipation 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



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 of
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
for 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.(1) 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 intercsts of the children, in the character and
traditions of the areas, in industrial conditions, or_evenyn
the uses which had been made of Grammar Schools, In
mentioning this standard, however, we have vealised that jt
might require considerable modification it S0me areas in
order to conform to the goveming principle to which we
have already referred.

V.—Transfer of pupils at the age of 13+ Panly of status

among secondary schools : adminisirativ recommendations
All our witnesses insisted that a scle~iVe examination at
the early age of 11+ should not be a deisive factor in deter-
mining a child's career, Not only r‘them need for some
means of correcting initial errors in ¢ Classification of the
children, but some means also of g¥1ding for those pupils
whose later development makes it=¢3r that an alterative
form of secondary education woul beltel‘ for them. We

received mmnnang evidence as ta rﬁ\’anous circumstances
which may arise to render & ch oal desirable at 4
later age than 11+4. We oonsnd__‘imﬂal that there

(Y In Wales from 177 to 55 per goat
[ - i)
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We are thus brought to the fundamental problems of the
proper allocation of ctuld:en as between schools of different
types.

We bave deliberately made no attempt to discuss in-this |
Report the selective examination at the age of 114 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 i
Report 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 wuseful
purpose would be served, and that the preparation of the
present Report would inevitably be delayed, 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 & 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 Gommittee.
of Inspectors, as to increase the accuracy with which these
two classes are delimited. We are recommending that choice
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 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 cleas 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 provisior
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 during
the past 30 years, we sought to arrive at a working standar¢
by which local authorities might measure their provision
always with regard to what they judged to be the particula
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 children
annunally admitted from other than public elementary schools
for 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 ¥ Basy
the uses which had been made of Grammar l,»"bbﬁ'ools. I
mentioning this standard, however, we have sfealiseq that ;
might require considerable modification irf some o
order to conform to the govemning principle to which we
have already referred.

V.—Transfer of pupils ai the age of 13+ Parity of sipp,,
among secondary schools : adminisiratiy Tecommendasin,, o
All our witnesses insisted that a selg-!
the early age of 114 should not be a
mining a child’s career. Not only ;
means of correcting initial errors i
children, but some means also of
whose later development makes }
form of secondary education wo A
received canvincing evidence as to \V2010US circumstay ceg
which may arise to render a t:ha.nr7 t

later age than 114. We consid——m:'e

(Y} In Walos from 17-7 to 55 pergoent
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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 this 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 bettes
Placed in other types of school ; and we desire to see definite
administrative machinery created for this 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 114, namely, that the courses of study in
schools between the ages of 11 and 13 should not differ to
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 curricullum of pupils who show academic
ability, botk 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 Grammrar School and a Modern School should be

ueuéetermmed y such considerations. We recognise that in
e:ns:'.\e RS soc?.l conditions vocations are determined not only
by aptitude D,Qut by family circumstances and tradition ; and
ch nsequence Wifome pupils may be destined to work ‘ with
1; e and pen D' even when such natural aptitudes as they
h;:’geu point else vhere. In certain cases, and while existing
social conditions remain, this may supply an argument in
favour of that cur ticulum and those methods which i in general
best prepare for sork of the type in question, even in-cases
where a modern sch 0ol education would be otherwise desirable,
for pupils vho combine intellectual ability with a

Agmalnu :cal and especi lly a strong mechanical bent, a Technical
:1[)_11 h School will o ten provide a better alternative to @
8 aar school educition than will a Modern School. But
ﬂ? convinced that a number of pupils who enter Grammar
Schools would have their intellectual interests and powers
of thought better devel)ped by the education provided by
Modern Schools. Morg/ er, by no means all who succeed in-
commerce or industg# of the type which benefits at all
obviously from aic and scientific education; and

t
vty probafle, = 2% any such men would have gained
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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
tiie 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 thing 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
mor¢ from this,

Unfortunately, in present circumstances other things are
not equal. Grammar Schools and Modern 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, Technical High Schools, and Modern
Schools. This means in effect that the mulliateral idea,
although it may not be expressed by means of multilateral
schools(?), must be inherent in any truly national system of

(%) See pp. xix-xxii and pp. 291-4.
(45834) N Ba




secondary education. Consequently, in Cbapter IX, we have
re-affirmed, and revised in the Light of later experience,
certain administrative principles which were implicit in our
earlier Report on The Education of the Adolescent (1926). We
recommend that the three types of school mentioned above
should be conducted under a new Code of Regulations for
Secondary Schools, and we have examined certain admini-
strative consequences of this proposal.(') We recommmend the
adoption of similar standards for the size of classes, and for the
planning and assessment of school buildings, save in so far as
differences of curriculum justify different requirements. We
recognise also the desirability 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 remnuneration shall not be so dependent as it
is at present upon the particular 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 proportion. -

We attach great importance to all these recommendations.
‘We believe that no satisfactory solation can be secured for the
educational problemns of the country until they are carried out.
How quickly this could be done is not for us to say. We feel
bound, however, to make clear that in our judgment soch’
reforms as we have indicated, and any legislation necessary to
secure these, are essential to the future well-being of education,
andweremmmmdthatachonshouldbetakmmththelmst.
possible delay. .

It will be noticed that so far we have said nothing about one
great difference between Grammar Schools and Modern Schools,
namely, the fact that fees are charged in the former but not in
the latter. We hold that the conditions which apply to
Modern Schools should be extended to Grammar Schools and
Technical High Schoels as soon as the national finances permit.
But, provided there is an adequate supply of Spedal 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

(*) These have not included one matter which is of vital importance
in both central and local admipistration, viz, the Inspectorate for

thﬁe:ent of school. It that
types secg:dary o mmﬁal,monropmmm

devabptmtnfthedlfumttype&.
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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.(%)

VI. Education for Citisenship

In speaklng of the importance of recent history we have
alrcady 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 had
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 thisisland. Itisimpossible 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 realise that the extension of the special place system raises the
question of an extension of the system of maintenance allowances.




recogmise the excellent use which has been made by certain
teachers of courses of “civics . But, as we indicated when
emphasising the importance of teaching recent history, we
believe that in general 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
inculcating a habit of mind. This may be done by emphasising
the serions character of the social and other problems which
have to be faced, 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 measure
of common ground may be fully recognised. 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 general necessity of these qualities and not merely their
desirability or value in certain drcumstances in the past.

Further, History is not the only subject which can be made
the vehicle of teaching which is valuable for this purpose. 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 amtomatically the desirability of thid
procedure in other fields. On'the other hand such * transfeérs "+
can be made at the least far more probable if in teaching, say,
mathematics a real effort is made to bring out the significance
of logical argument and to emphasise the desirability of such
argument whenever possible, and if in teaching science the .
scientific method is expounded as a method which ought to
be employed in other fields. By such means we can do some-
thing to counteract the excessive influence of emotional
interests and inhibitions in the consideration of matters
with which men are deeply concerned.

It is obvious that education for citizenship 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 influence of example
than on the most skilful use of opportunities. It is not possible
to exaggerate the debt in this connexion which may be owed
to a teacher by boys and girls who in their last years at school
have come under the influence of someone who is able to
combine with clear political opinions both wide sympathies
and the habit of dispassionate criticism of political creeds.
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APPENDIX I.

{A) LIST OF WITNESSES.
- (i) Government Deparfments.
Board of Education.

Mr. E. M. O'R. Dickey, H.M. Staff Inspector of Art.

Mr. F. R. G. Duckworth, Chief Inspector of Secondary Schools.

Mr. W. C. Eaton, C.B,, late Principal Assistant Secretary for Technical
Education.

Miss R. E. Hewetion, H.M. Staff Inspector of Secondary Schools.

Sir Maurice Holmes, K.C.B., O.B.E., Permanent Secretary.

Miss E. H. Horniblow, CBE HM. Staff Inspector of Women"s
Subjects in Technical Schools.

" Mr, E. J. W. Jackson, M.C., H.M, Staff Inspector of Commercial

Miss H. M. Johnston, late H.M. Staff Inspector of Women's Subjects
in Technical Schools.

Mr. A. Morley, D.Se.,, late H.M. Staff Inspector of Engineering.

Mr, T. Owen, M.C,, lateHM Inspector of Schools.

C. W. Parkes, H M. Staff Inspector of Mathematics.

A. G. Philip, C.B.E., late Chief Woman Inspector. .

C. A. Richardson, H. M. Staff Inspector of Training Colleges.

C. A, Ronald, H.M, Staff Inspector of Modern Langunages

E. G, Savage, C.B,, HM. SemorClnefInspechora.ndChlef
Inspector of Technical and Continuation Schools.

Mr. G. T. Shaw, Mus.Doc., HM, Sta.ﬁInspectorofMus:c

Mr. F. B. Stead, C.B., la'be Chief Inspector of Secondary Schools, |

Mr. G. K. Sutherland, D. Sc H.M. Divisional Inspector.

Woalsh Department—
Miss M. Da.wa, H.M. Inspector of Schools,

Mr.,
Mi

Mr.
Mr,
Mr,

: W. P, Wheldon, D S.0., Permanent Secretary,
W. J. Williams, H.M. Chief Fnspector for Wales,

Mr

My,

Scottish Education Department— ‘ i

Mr. G. Andrew, C.B.E., HM. Senior Chief Inspector of Schools for
Scotland.

Mr, W. E. Philip, late H.M. Senior Chief Inspector of Schools for

Scotland.

(i) Directors of Edncation and Members of Local Edacation
Authorities.
Mr, W. P. Alexandex, Ph.D., Director of Education for Margate,
Mr. J. W. Bispham, OB.E Senior Assistant Education Officer,
London Counnty Ceouncil.
Col. E, P, Le Breton, Chainman of the Dorset Education Committes,
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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 for
Birmingham,

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) Asgociations representing Members and Officials of Local
Education Authorities.

Association of Directors and Secretaries for Education :—

Mr, C. F. Mott, late President of the Association, and Director of
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 Meadon, C.B.E., Director of Education for Lancashire.

Mzr. J. P. Sargent, Director of Education for Essex.

Mr, F. 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, Director of Education for Newcastle-upon-Tyne,

Assoclation of Municipal Corporations ;—
Councillor R. H, Hume, Chairman of the Education Committee of the
'Association.
Mr. T. Boyes, Director of Education for Bradford.
Mr. P. D. Innes, C.B.E., D.Sc, Chiof Education Officer for
Birmingham.
County Councils Association :— .
Mr. E. Salter Davies, C.B.E., late Director of Education for Kent.

Sir Percy Meadon, C.B.E,, Director of Education for Lancashire.
Mr. R. N. Armfelt, Secretary of Education for Devon,

Federation of Education Committees {Wales and Monmouthshire) :—
Mr. ]J. B. Evans, 0.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. Rees, Director of Education for Glamorgan,

National Association of Inspectors of Schools and Educational
Qrganisers —
Mr. L. Brooks, Divisional Inspector under the London County
Council.
Mr. B. Ingram, Divisional Inspector under the London County
Council.
Mr. G. H. Laslie, District Inspector under the Landon County Council,
Mr. G. Lilley, Divisional Inspector under the Loadon County Council,

(sieg o
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&
(iv) Organisations representing Teachers.
Association of Assistant Mistresses in Secondary Schools :—
Miss M. S. Chamberlain, Grey Coat Hospital School, London.
Miss F. M. Forrest, Enfield County School for Girls, Middlesex.
Miss H, D, Pearson, Newland High School, Kingston-upon-Hull.

Association of Head Mistresses ;—
Miss I. 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 Zouche, Head Mistress of the Wolverhampton Girls’
High School.

Association of Principals of Technical Institntes :—
Mr. J. H. Everett, Principal of Leeds College of Technology.
Mr. D. Humphrey, Director of Education, Regent Street Polytechnic,
London,

Association of Teachers in Technical Institations :—
Mr. H. J. Cull, President of the Association,
Mr. F. H. Reid, Ex-President of the Associdtion.
Mr. A. E. Evans, Hon. Secretary of the Association.
Mr. J. Wickham Murray, Secretary of the Association.

Association of Technical Institutions :— .
Mr. R. G. Hosking, Director of Messts, S. Russell and Son, Engineers,
- Leicester ; Chairman of the Governors of the Rugby College of
Technology and Axts.
Mr. P. LKlmhen.PtmupalofRugbyCollegeofTechnologyandAm
Alderman Wright Robinson, J.P., CbaumanofGomms,Manchﬂs‘lﬂ'
Mnmupa.l(.hllegnofl‘echnology

Headmasters® Conference >— .
Mr. S. S. G. Leeson, Head Master of Winchester College, late Head
Master of Merchant Taylors' School.
My, G. C. Tumer, M.C., Master of Mariborough Cellege.

The Ipcorporated Association of Assistant Masters in Secondary

The Incorporated Association of Head Masters -
Mr. F. R. Hurlstone-Jones, Head Master of Holloway School, London.
Mr. W. J Thamas, late Head Master of ths London County Council
Hackney Downs Schoal, London.
F. S. Orme, Head Master of Reigate Grammar Schoal, Suirey,
Thomnas, I).S¢., Head Master of Leeds Grammar School.

Mr.
Mr. T.
Mr. L. W. Taylor, Secretary to the Association,
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Joint Standing Committee of the Training College Asscciation and the
Council of Principals ;—
Miss M. M. Allan, 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.
MrioH. Millward, The Fieet Central Council School, Hampstead,
ndon. i
Mr. R. J. Shambrook, North Paddington Boys’ Central Council
School, London.

National Association of Teachers in Selective Central Schools :—

Mr. E. H. Axton, Commaercial Department, Pendower Council School,
Newcastle-upon-Tyne.

Miss M. A, Button, Hastings Girls’ Central Council School.

Mr. H. J. Odell, The Beal Modern Council School, IHord, Essex.

Mr. F, J. Williams, Longcar Central Council School, 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
Ednucation.
Sir Frederick Mander, General Secretary.
Mr. A. E. Henshall, Secretary to the Education Committees.

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. Walmasley. Vice-Chairman of the Education Committee,
Miss G, I, Cottell, Member of the Education Committes,
Misy E. E. Froud, General Secretary.

{v) Other Organisations.
Association for Education in Citirenship :—
Sir Ernest Simon, Chairman of the Association.
Mrs, E. M, Hubback, Hon. Secretary of tho Association.
The British Association for Commercial and Industrial Education :—
Sir Francis Goodenough, Chairman of the Association.
Mr. R. W. Ferguson, Hon. Treasurer of the Association and formerty
Education Officer for Messrs. Cadbury Bros,, Ltd.
Mr. H. Rostron, Education Officer for Messrs. Tootal Broadhurst Lee
Co., Ltd., Manchester.
Mr. A. Abbott, C.B.E., Hon. Secretary of the Association.

(41000) o
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Central Welsh Board (in respect of their general examinations) +—
- Alderman the Rev. W, Saunders, Chairman of the Executive Com-
mittee of the Central Welsh Board,
Mr. D. Vaughan johnston, Chief Inspector of the Central Welsh
Board

Mr. W. H. Robinson, Inspector of the Central Welsh Board.
Central Welsh Board (in respect of their examinations in Scripture):—
Rev. Griffith Rees,

Incorporated 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, Secretary of the Association.

Institute of Christian Education :— '

Rev, Canon Tissington Tatlow, D.D., Director of the Institute.,
Miss E. A. Phillips, Hon. Executive Officer of the Institute.

National Institute of Industrial Psychology :—
Mr. C. S. Myers, C.B.E,, M.D., Sc.D.,, ¥.RS, Principal of the
Institute.
Mr, A. Macrae, M.B., late Head of the Educational Department.
New Education Fellowship :—
Mzx. F. Clarke, Professor of Education and Director of the Institute
of Education, University of London.
Mr. F. C. Happald, D.5.0., Head Master of Blshop Wordsworth's .
School, Salisbury. .
Mr, W. T. R. Rawson, Joint Organising Director of the Feuowshlp
Mr. R, H, Tawney, D.Litt, Professor of Econom.m Geography,
University of London.
Miss M. Wise, Head Mistress of The Cambell Conncil School, Barking,

Oxford and Cambridge Joint Boafd (in respect of their examinationa in
Scripture) :—
The Very Rev. S. C, Carpenter, DD., Dean of Exeter,
Rev, Canon D. C. Simpson, D.D., Oriel Professor of Interpretation of
Holy Scripture, Oxford,

Secondary School Examinations Council +—
Sir, C. Norwood, D.Lit,
Mr. F. B. Stead, C.B.E,
Standing Joint Committes of Industrial Women’s Organisations s~
Mrs, E. Barton, J.P.
Miss G. Colman.
Alderman Mrs. B. Drake.
Mrs, Shortt.

Surrey Education Committee —
Mz, J. Chuter Ede, M.P., J.P,, late Chairman of Surrey County
Council.

Mr, W. R, Skeet, J.P.
Mr, H. E.ngwan.Ch:dEducahonOﬂioer
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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, Secretary to the Education Committee.
University of Cambridge Local Examinations Syndicate :—

Cancn 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 Vstalyfera County School, Glamorgan,

(vi) Individual 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
Schoal, Cardiff,

Mr. F. A. Cavanagh, Professor of Education, King's College, London,

Mr. R, F, Cholmeley, C.B.E,, Secretary 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.S¢., 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. 1. L. Kandel, Ph.D,, Professor of Education, Teachers College,
Columbid University, New York.

Mr, S. S. G. Lesson, 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 I.avmgton,
Wiltshire,

Mr. J. L. Paton, late High Master of Manchester Gramoar School ;
late President of Memorial University College, St. john’s, New-
foundland. :

The Right Hon. The Lord Eustace Percy, P.C,, Xector of King's
College, Newcastle-upon-Tyne; late President of the Board of
Education.

Mr. C. W. Valentine, D.Phil., Professar af Educ<ion in the University
of Birmingham.

Mr. P. C. Vellacott, Head Master of Harmov School.
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(B) LIST OF ORGANISATIONS AND FPERSONS WHO SENT
MEMORANDA, STATISTICS AND OTHER DATA FOR
THE USE OF THE COMMITTEE

Miss M. F. Adams, Head Mistress of Queen Mary High School,
Liverpool. '

The Advertising Association.

The Advisory Council for Techunical Education in South Wales and
Monmouthshire, '

Mr. R. M. Allardyce, O.B.E., ]J.P.. LL.D., Director of Education for
Glasgow. ’

Miss E. M. Almond, Head Mistress of the Clergy Daughters’ School,
Bristol.

Annual Meeting of the Part III Education Authorities of England
and Wales.

Mr. A. B. Axcher, Head Master of Oldershaw School for Boys,
Wallasey.

Mr. R. L. ‘Archer, Professor of Education, University College of
North Wales, Bangor.

Miss C, M. Arscott, Ph.D,, Head Mistress of Whalley Range Municipal
High School, Manchester.

The Art Teachers’ Guild.

The Associated Equipment Co., Ltd., Southall, Middiesex.

Assaciation of Convent Schools.

Association of Head Mistresses of Recognised Private Schools,

Association of Teachers of Domestic Subjects.

Association of Women Science Teachers.

The Auctioncers’ and Estate Agents’ Institute of the United:
Kingdom. . .

Mopsieur E. Aundra, Professor of English Literature at the University
of Lille. .

Mr, G. H, Austin, Ph.D., Principal of Leeds College of Commerce.

Miss E. M, Backett, _ |

Rev. J. H. Bailey, D.D., Head Master of the Royal Grammar School,

Mr. S. T. Baker, Head Master qf the Municipal Secondary Scheol,
‘Wolverhampton.

Mr. P. B. Ballard, D.Litt., late Divisional Inspector under the L.C.C.
Education Committee.

Rev, H. Balmforth, Head Master of St. Edmund’s School, Canterbury.

Miss E, M, Bancroft, late Head Mistress of the Connty High School,
Chelmsford.

Mr, Eiest Barker, Litt.D., LL.D., Professor of Political Science,
Cambrdge University.

Sir Ross ‘Barker, K.C1.E., C.B., President and Chairman of the
Royal Society of Teachers.

Mr. H. C. M D.Lit.,, Professor of Education, Reading
University ; Jlate Head Master of Gillingham Coonty School, Kent,

Mr. R. H. Barrow, H.M. Stafl Inspector for Classics.

Miss W, M. , Head Mistress of Barr's Hill Secondary School,
Coventry.

Mr. F. C. Bartlett, The 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. Beames,

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, Sterndale Bennett, Music and Cheir Master at Uppingham
School.

Mr. L. B. Benny, 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 Stanley (Aldernan Wood)
Secondary School, County Durham.

Mr. C. Birchenough, Chief Inspector of Education, Kent Education
Committee.

Mr, A. R. Boeres, Principal of Plymouth and Devonport Technical
College.

Mr. A. N. Bonaparte-Wyse, C.B.E., Permanent Secretary, Ministry of
Education, Northern Ireland,

Miss M. M. Bone, Head Mistress of Yeovil High School.

Messrs. Boots Pure Drug Co., Ltd., Nottingham.

Mr. H. W, Brand.

Mr. Cloudesley Brereton, D.Es.L., late Divisional Inspector under
the L.C.C, Education Committee,

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 Master of Adams’ Grammar School, Newport,

" Salop.

Sir Percy Buck, Mus. Doc., King Edward Professor of Music, Uni-
versity of London, late Musical Adviser to L.C.C.

Miss 5. A. Burstall, LL.D,, late Head Mistress of Manchester High
School.

Mr. E. B. Butlin, Head Master of Harrow Weald County School.

Messrs, Cadbury Bros,, Ltd., Boumnville.

Miss H. M. Cameron, Head Mistress of Swansea Intermediate and
Technical School.

Mr. F. W. Cape, late HM. Divisional Inspector of Schools.

Miss N. Caress, Head Mistress of Wyggeston Grammar School for
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. Casswell, Head Mistress of Edgbaston High Schoal,
Birmingham,

Mr. José Castillejo, LLD., Professor of Civil Law, University of
Madrid.

Major L. ]. Castle, O.B.E., M.C,, Principal of the Technical Callege,
Bath,

Miss A. Catpach, Head Mistress of the County Secondary School,
Putney, Londoa.
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Central Council for School Broadcasting, B.B.C.

The Chartered Insurance Institute, London.

The Chartered Surveyors’ Institution, London,

Mr. J. O. Cheetham, Head Master of Cathays High School, Cardiff.

Mr. Otakar Chlup, D.Phil.,, Professor of Education at the Masaryk
University of Brno, Czechoslovakia.

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

Miss M. G. Clarke, Head Mistress of Manchester High School.

The Classical Association,

Mr. J. McGill Clouston, late Head Master of Saltiey Council 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, Workington.

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 County School, Glam.

Rev. Canon John Cooney.

Miss M. W. Cooper, Head Mistress of Uttoxeter Girls' High School,
Staffs,

Co-operative Union, Manchester. )

Rev. T, Corcoran, S. J., D.Litt,, Professor of Education, University
College, Dublin,

Miss E. E. Cox, PrmcnpaloftheL.C.C.BamttStteetdeaSchool

Miss N, C, Craig, Head Mistress of Christ's Hospital School, Hertford.,

Miss A, Crawley, Principal of the L..C.C. Bloomsbury Trade School.

Mr, J. H. E. Crees, Head Mastet of the Cathedral School, Hereford,

Miss Winifred Cuilis, C.B.E., LL.D., D.5Sc., Professor of Phymology,
University of London.

Mr. W. A, W. Dagger, deMasterofRamesSchoolforBoys.
Stepney, London. .

Mr. A. Dalby, H.M. Inspector of Schools.

Mr. W. David, late Head Master of the Newbridge Secondary School,
Mon. -

Mr, J. Davie, Head Master of Woodhouse Secondary School,
Finchley, Middlesex.

Miss E. A, Davies, Head Mistress of Welshpool County School, Mont.

Mz, E. Salter Davies, C.B.E., late Director of Education for Kent.

Miss M. Davies, Head Mistress of the County Secondary School,
Streatham, London.

Mr. P. G. Davies, Head Master of Builth County 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 Paedagogishe
Studién,

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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Drapers’ Chamber of Trade of Great Britain and Ireland.
Mr. G. Druce, D.5c., Assistant Master at Battersea Grammar School,

London.
Mr. F, E. Drury, Principal of the L.C.C. Brixton School of Building,

Miss M. McL. Dunn, Head Mistress of Blackpool Collegiate School,

Mr., G. Dyson, Mus. Doc., Director of the Royal Coilege of Music ;
late Master of Music at Winchester College.

Mr. C. W, Edkins, LL.D., Head Master of Accrington Grammar
School, Lancs,

The Education Institute of Scotland.

Mr. V. C, Egerton, Principal of Chiswick Polytechnic, Middlesex.

Mr. A. T. Egginton, Head Master of Loughborongh College School,
Lejcs,

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

The English Association,

Mr. E, D. Evans, late Head Kaster of Holyhead County School,
Anglesey,

Mr. E. P. Evans, Head Master of Caernarvon County School.

Mr, R. ]J. Evans, Head Master of Woodhouse Grammar School,
Sheffield.

Mr. T. Evans,

Miss E. Felvus, lates Head Mistress of Tottenham ngh School,
Middlesex,

Mr., R. W. Ferguson, Superintendent of Education for Messrs.
Cadbury Bros., Ltd., Boumnville.

Fife Education Committee.

Mzr. 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. 8. Flack, Ph.D., Head Master of Aston Commercial School,
Birmingham.

Miss A, Fleming, Head Mistress of Thoresby High School, Leeds.

Mr. A, W. Fletcher, late Head Master of Burnley Grammar School.

Mr, A. R. Florian, Head Master of Priory County School, Shrewsbury,
Salop.

Mr, C. Foster, Woodside, Stratton-on-the-Fosse, Nr. Bath,

Mr. D. W, Franklin, Assistant Master at Solihull School, Warwicks,

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 the Municipal College, Smethwick, Staffs.

Mr, H. G. Garratt, Head Master of Llandrindod Wells County School,
Radnor.

The Gas, Light and Coke Co,, London.

Sir Stiphen Gasclee, K.CM.G., D.Litt, Librarian of the Foreign
Office.

Monsieur Gastinel, Inspecteur-Général, Ministére d’Education
Nationale, Paris,

The Geography Association.
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Miss G. Gethin-Davies, Head Mistress of Abergavenny County
School, Mon,

Mr. W. J. R. Gibbs, Head Master of Oulton High School, Liverpool.

. Mr. §, beaon.Assrstantlemnan.Bodlmanh'bra.ry Oxford, and

Keeper of the Uni

Mr. R.M.Y. Gleadowe.AﬁMasheratW’mchsmOollege Iate Slade
Professor of Art, Oxford University.

Miss K. Grant, Head Mistress of Nuneaton High School, Warwicks.

Mr, ]. Graves, St. John's College, Oxiord.

Mz, J. C. Gray. |

My. Thomas Greenwood, D.Phil., Editor of The Philosopher.

The late Mr. Thomas Hacking, LL.D., Agricultural Organiser,
Leicestershire Education Cotmmittce.

Mr. Kurt Hahn, Head Master of Gordonstoun Schoal, Elgin, Moray-
shire.

Mr. J. H. Hallam, late Education Officex for the West Riding.

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

Mr. H. R. Hamley, Ph.D., Professor of Education, University of
London, and acting Director of the Institute of Education.

Mr. N. Hans, PhD.

Mr. F. E. Hansford.

Mr. W. B. Hards, late Assistant Secretary, Board of Education.

Mr. W. B. Harris, Headmaster of St. Ronans School, West Warthing,
Sussex.

Messra. Harrods, Lid., London.

Sir Philip Hartog, K.B.E., CIE., LL.D., Director of the Internaticnal
Institute Examinations Enquiry.

The De Havilland Aircraft Co., Ltd., Hatfield, Herts.

Mr. J. Hendrich, Ph.D., Professor of Education, Carcline University
of Prague.

Mr. Sergiug Hessen, Ph.D., meemr of Education at the University
of Warsaw. -

The Historical Association,

Herr Emst Hoffman, PhD., meenor of Education at the University
of Heidelberg, -

Mr. H. H. Holden, Director of Art Education and Principal of the
Central School of Arts and Crafts, Birmingham.

Home and School Council of Great Britain,

MissM.A.Hooka.Hea.dM:st:&ofBradfordGuis‘GrammarSchooL

Mr. H.E.Howa.nl. SemorH:slnrmeterat Alderman Newton'’s

Mzr. E. Hugh, Head Master of Tonypandy Secondary School.

Haull Iron Trades Employers’ Association.,

Miss A. A. Hunter, Head Mistress of the Priory County School for
Girls, Shrewsbuary, Salop.

Mr. R. M. Huichins, LL.D., President, University of Chicago.

Mr. H. E. M. Icely, Reader in Education, Unjversity of Oxford.

Imperial Chemical ustries, Ltd., London.

The Incorporated Secretaries Association.

The Incorporated Society of Auctioneers and Landed Property
Agents. '

Independent Schools Association.

Industrial Welfare 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, Eastbourne,
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 Centrzl 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. Jefireys, Lecturer on Methods in History, Institute of
Education,

Rev. Canon Claude Jenkins, D.D., Regius Professor of Ecclesiastical
History, Christ Church, Oxford.

Mr. Ll. John, Head Master of The Dynevor Secopdary Schoo],
Swansea.

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

Miss A. G, Jones, Head Mistress of Wrexham County School, 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 Llanrwst County School, Denbigh.

Mr. A. F. Joseph, Head Master of Wanstead County High School,
Essex.

Mr. P. H. Jowett, 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. Keadall, 0.B.E,, F.RI.B.A, Architect to the Board of
Education.

Sir Frederic Xenyon, G.B.E,, K.C.B,, D.Litt.,, F.B.A,

Mr. W. H. Kilpatrick, LL.D., Ph.D., Professor of Education,
Columbia University, New York.

Mr. Cyril King.

Mr. A. T. Kings.

Mr. R. M, Kinsey, Head Master of Newtown County Scheol, Mont.

Mrs. L. P. Kirk, Head Mistress of Leeds Girls* High School.

Mrs. W. T. Kirk, Head Mistress of Keighley Girls" Grammar School,

ks,

I

"
2

P. 1. Kitchen, Principal of the Rugby Day Continuation School.
Klibansky, Ph.D., Oriel College, Oxfard.

M. Lall, King's College, Newcastle-on-Tyne.

J. Larcombe, late Education Officer for Glouncester,

M. L. Lardelli, late Head Mistress of Brigg High Scheol,
Llndsay. Lincs.

Mr. G. Lawton, Ph.D,, Principal of Doncaster Technical Caollege.

E§E§-‘

. R.
. D.
H

E
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Messrs. Lewis's Ltd., Liverpool, 1.

Mr. H. G. Ley, Mus. Doc., Precentor, Eton College.

The Library Association.

Mr. Emanuel Lippert, Ph.D.,

Mr, S. Lister, Head Master of Gravesend County Schogl for Boys,
Kent.

Herr T. Liti, Ph.D, ProimotEdumﬁnn. University of Leipzig.

Miss K. D. B. Littlewood, Head Misiress of Bromiey High School,
Kent.

Sir Richard Livingstone, D.Litt., LL.D., President of Corpus Christi
Callege, Oxford.

Mr, J. Lloyd, Head Master of the Rhondda Junior Technical School.

Mx. L. P. Lockhart, M.D., Medical Officer, Welfare Department,
Messrs. Boots, Nottingharm,

Mr. C. H. Lockitt, D.Sc., lateHeadl(asteroffheBmpmemmar
School, Suffolk.

Mr. E. H. Lockwood, AsmstantMasbuatFelstedSchool,Emmd
Warden of the Felsted Bary.

The London Association of Certified Acconntants.

The Londen Chamber of Commervce,

The London Head Teachers’ Association.

London Teachers’ Association.

Mr, G. A, N. Lowandes, MLC,, Assistant Education Officer, London
County Council.

Monsienr Hippolyte Luc, Directeur-Général, Direction Générals de
I'Enseignement Techniquoe,-Parig.

Mr. A. G. Lacas, Head Master of the County School, Presteign,
Radnor, .

Mr. J. Lumsden, H.M. Inspector of Schoals, -

Mr. Gregor Macgregar, Director of Education, Fifeshire.

Mr. D. A, Macnaughton, late H.M. Staff Inspector for Classics. .

Mz, J. Manton, late Head Master of King Edward VI Grammar
School, Aston,

AHms.llarlmandSpmcer.Ltd..I.oudm.

Mr. R. Mayer.

l[edwalOﬁceuofSchoohAsmuahon

Professor Dr. Fritz Medicus, University of Zirich.

Dr. H. Meier, Librarian of the Warburg Institute, Londom.

Messrs. Thomas Mellowdew and Co. Ltd., Oldham.

Metropolitan-Vickers Electrical Co., Ltd., Manchester, 17.

Midlothian Education Commitéee.

Mr. D, G. Miller, High Master, Manchester Grammar School.

Mr, A. F, Miine, Music Master at Berkhamsted School.

Miss E. H, C. Moberiy-Bell, Head Mistress of The Lady Margaret
School, Fulham, London.

Miss G. V. Moffatt, late Head Mistress of the Day Technical School,
Chatham, Kent.

The Modern Language Association,

Mr. W, Moodie, M.D., Medical Director, The London Child Guidance
Clinic.

Miss G, M. Morgan, Head Mistress of the Colston Girls’ School, Bristol.

Mr. J. Morgan, Head Master of Brecon County School,
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Miss A, R. Morison, Head Mistress of the Francis Holland School
Westminster.

Mr. A, M. Morley, H.M., Staff Inspector for Special Duties,

Mr. H. Morris, Secretary for Education, Cambridgeshire.

Messrs. Morris Motors, Ltd., Oxford.

Mr. A, H, Mumford, M.D,, late 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.

The National Chamber of Trade.

National Farmers' Unicn. )

National Federation of Class Teachers.

National Federation of Women's Institutes.

The National Society of Art Masters.

National Union of Agricultural Workers.

Miss N. Neild, Head Mistress of the Grammar School for Girls, Bury.

B. J. A. Neill, :

F, A, B. Newman, H.M. Staff Inspector for English.

H. 5. Newton, Chief Education Officer for Sheffield.

J. H. Nicholson, Principal of the University College, Hull.

Mr, F, L. Norden, late Head Master of Cockbum High School, Leeds,

Mr. D. R. W, Oates, D.Sc., Head Master of Newport Secondary School,
Mon.

The Rev. E. D. O'Connor, S.J., Rector of Stonyhurst College,

Mother Mary O'Leary, Convent of the Sacred Heart, Hove, Sussex.

Heer R. A. B. Oosterhuis, D.Med., Amsterdam.

Orient Stearn Navigation Co,, Ltd., London,

Mr. ]. L. Paton, late High Master of Manchester Grammar School

Peninsular and Oriental Steam Navigation Co., London,

Mr W. H. Perkins, Director of Education for Warwickshire,

Mr. A. W, Pickard-Cambridge, D,Litt, LL.D., Vice-Chancellor of
Sheffield University.

Mr, L. A, Poore.

Mr. G. J. R. Potter, Head Master of the High Pavement School,
Nottingham.

Rev. Mother Provincial, Convent of the Holy Child Jesus, Mayfield,
Sussex,

Mr. S. R. Pullinger.

Mr. ]J. W. Ramsbottom, Director of the City of London College.

Mr. R. A. Raven, Vice-Principal at Goldsmiths’ College Training
Department, Londoa.

Meossrs Reckitt and Sons, Ltd,, Hull,

Mr. T. Reed, M.B.E,, Principal of the L.C.C. Shoreditch Technical
Institute.

Mr. C. L. Reynolds, Hoad Master of Nottingham High Schoaol.

Mr. D. G. Reynolds, Head Master of Festiniog County School,
Merioneth.

Mr. E. Reynolds, Head Master of Watford Grammar School, Herts.

M::é{. M. Reynoids, Head Mistress of the Park Secondary Schoal,

tan.

Mr.
Mr.
Mr.
Mr.
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Mr. J. R. Richards, Head Master of Pentre Secondary School, Glam.

Mr. C, A. Richardson, H.M. Inspector of Training Colleges,

Miss E, L. Ritchie, Head Mistress of the George Dixon Conncil
Secondary School for Girls, Birmingham.

Mr. C. E. Robinson, Assistant Master at Winchester: College.

Mr. P. H. Robinson, Head Master of Tenison’s School, London.

Messra. A. V. Roe and Co., Ltd., Manchester, 10.

Mr. C. A. Ronald, H.M. Staff Inspector for Modern Languages.

Mr. Frank Roscoe, late Secretary of the Royal Society of Teachers.

Mr, J. F. S. Ross, M.C,, Ph.D., Principal of the Wigan and District
Mining and Technical College.

Monsicur D, Roustan, Inspecteur-Général, Ministire d’Eduacation
Nationale, Paris.

Miss M. C. Rowland, Music Mistress, Schoal of St. Mary and St. Anne,
Abbots Bromley, Staffs.

Messrs. Rowntree and Co., Ltd., York.

Royal Institate of British Architects.

Sir E. John Russell, D.Sc., Director of the Rothamsted Experimental
Station, Harpenden, Herts,

Mr. J. B. Rassell, late H.M. Inspector of Schools.

_Sir Michael Sadler, K.CS.I, C.B, LittD,, LL.D., late Master of
University College, Oxford.

Miss H. Sanders, Organiser of Women's Technical Classes, L.C.C.

Miss E. H. Sandford, Head Mistress of Beverley High School, Yorks.

Miss L. E, Savill, Head Mistress of Christ's Hospital High School,
Lincoln,

Dz, F. Saxl, DuectorofﬂerarhurgInshtnte. Londom,

School Medical Officers Group of the Society of School Medical
Officers.

Dr. Paul Schrecker, Institut d"Histoire des Sciences et des Techmques
de I'Université de Paris.

Science Masters Association. T

Messrs, Selfridge and Co., Ltd., London.

Messrs. Short Brothers® (Rochester and Bedford) Lid., Rochester,
Kent.

Mr. J. O. Sibree, Principal of Wimbledon Technical Colleps, Surrey.

Miss E. Singer, Asgistant Mistress at Bradford Girls' Grammar School.

Mr, E. P. Smith, late Head Master of Warwick School.

Mr. E. Sharwood Smith, late Head Master of Newbury Grammar
School.

Mr. H. Smith, Head Master of Nether Edge Secondary School,
Shefhield.

Mr. W. O. Lester Smith, Director of Education for Manchester.

Mr. H. G. Stmd.PhD Director of Education for Chesterfield.

Mr. J. H. Steelo,

Herr H. Stettbacher Ph.D., Professor of Education at the University
of Zarich.

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

E

Stirling 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 Techmnical School,
Abersychan, Mon.

Miss Mona Swann,

Mr. L. E. Tanner, M.V.0O., Keeper of the Muniments and Library,

. Westminster Abbey.

Mr. R. H. Tawmey, D.Litt., Professor of Economic History,
Upiversity of London.

Sister Teresa, Congregation of the Sisters of Notre Dame.

Rev. T. C. Teape-Fugard, Assistant 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 the Junior Day Technical School,
Toxteth Technical Institute, Liverpool.

Mr. G. K, Thomson, Head Master of Rawlins Grammar School,
Quorndon, Leics.

Mr. Godfrey H. Thomson, D.Sc., Ph.D., Professor of Education,
University of Edinburgh.

Messrs, John E, Thomycroft and Co,, Ltd.,, Basingstoke, Hants.

Mr, G, L. Thorp, Head Master of the 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 the County Secondary School,
Sydenham, London,

Mr. A. E. Twentyman, late Librarian of the Board of Education.

Mr I. Uher, Ph.D., Professor of Education, Comenius University
of Bratislava.

Mr. R. C, Unmack, late Head Master of Doncaster Grammar School,

Mr. W. E. Urwick, late H.M. Inspector of Schools.

The late Mr, W. W, Vaughan, M.V.0,, D Litt,

Miss E. M. Verini, late Head Mistress of Ely High School, Cambs.

Dr. Quido Vetter, Professor of the History of Mathematics, Caroline
University of Prague.

Mr. L. F. Wallis, Head Master of Willesden County School,Middlesex.

Mr. A, St. G. Walsh, Assistant Master at King's School, Chester.

Mr. H. L. Watkinson, Head Master of Mexborough Secondary School,
Yorks,

Mr. H. Boyes Watson, Director of Education for Southend-on-Sea.

Mr, A, F, Watts, H.M. Inspector of Schoals,

Dr. R. Weaver, Board of Education.

Messrs. Josiah Wedgwood and Sons, Ltd., Stoke-on-Trent.

West Lothian Education Committes,

Mr. A. H. Whipple, Director of Education for Nottingham.

Miss F. E. Whitaker, Head Mistress of Blyth Secondary School,
Norwich.
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Mr. E. C. White, Head Master of The Gateway School, Leicester, -
Mr. 5. W. Whitehouse, Head Master of Wigan Grammar School.

. C.].R.Whitmole.B_H.S'laﬁImpech:rfmScim

Miss J. Whyte, Head Mistress of the County School for Girls,
Kettering, Northants.

The Vesy Reverend A.T. P. Williams, D.D., Dean of Christ Church,

Mr. G. S.Wood.HeadeterdBramptnnCountySemndmySchod.
Cuomberland.
Rev. ]J. H.Woodloc.k.S.J..HeadMasin‘atSt.anmXavn"s

College, Liverpool.
Messrs. F. W. Woolworth and Co., Lid., London.,
The Workers” Educational Association.
Mr. E. Wynn-Williams, late HM. Inspector of Schools.
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NOTE BY THE SECRETARY ON THE DEVELOPMENT OF
THE CONCEPTION OF GENERAL LIBERAL EDUCATION

The Greek sophists of the fifth century before Christ professed to
teach most of those arts (fechnai) which in later times were included
in the regular course of education (enkyklios 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, he professed to teach
all the standard subjects—rhetoric, dialectic, astronomy, geometry,
arithmetic, grammar and music.(1}

The distinction between liberal and illiberal education underlay all
Greek thinking(®) on educational values, This could readily be illus-
trated by quotations from Plato (427347 B.C.) and Isocrates (436--338
B.C.). Itis perhaps most clearly and explicitly stated in the following
passage from Aristotle’s Polstics :—" It is therefore evident that we
shall have to teach our children such useful knowledge as is indis-
pensable for them, but it is equally clear that all useful knowledge is
not appropriate for education. There is & 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 shouid understand 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 condition of body, and all
wage-carning occupations. They allow the mind no leisure and degrade
ittoalower level. There are even some liberal branches of knowledge, (*)
the acquisition of which up to a certain point is not anworthy 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 own sakes or that of our friends, or
to produce goodness, they are pot illiberal, while a man engaged in
these very same pursuits to please strangers would in many instances
be regarded as following the occupations of a slave or a serf.*’(4)

In iater phases of Greek thought in the Alexandrian period, there
Was & growing tendency to stereotype the so called liberal arts or
studies (elewihsra mathemata) which were reganded as constituting the
general education or regular round of education (emkyklios paideia)
appropriate for ffeemen, namely, grammar, music, geometry, arithmetic,

® }:rpma of Elis, unlike tmost Greek thinkers, did not d the
so~callted illi

beral arts. He made with his own hands his clothes, his
ring, and his shoes, Cicero, De Orsfors, 111, 32, 127,

(% M. Guggenheim, Dis Stellung dev liberalen Kiinsts odey encyclischen
Wissenschaften im Altertum, Pmira.mmderkanmnschuleZﬁnch. 1893,

Werner Jueger, Paideia, die Formung des griechischem Menschen,
Band L. Berlin, 1936. pp. 364-404.

(*} Elestherioi spistemai. Oun p. 1338232 he uses the expression
* libera]l education * (eleutherios paidea).

(%) Politics, p. 133704-21.
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astronomy and certain aspecis of rhetoric and dialectic. This con-
ception. of the seven liberal arts or branches of knowledge, which so
profoundly influenced education in Western Europe and in England
during the Middle Ages and down to the eighteenth century, is first
found explicitly stated in tbe lost treatise of M. Terentius Varro (116
B.C.-27 B.C.) entitled Disciplinarum Libri I.X, in which he discussed
the seven liberal arts(l), to which he added medicine and architecture.
It is almost certain that Varro took the idea of the seven liberal arts
from some Hellenistic writer or writers of the first or second century
B.C.—possibly from Poseidonius of Apamea (135 B.C.—50 B.C.).{(9

These arts were called libera] 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 slaves or
persons without political rights. For instance, Proclus in his Com-
mentary on Euclid (I, p. I9) 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 Life of Marcellus 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 his discoveries
had 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 efforts only 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 liberal
arts, which in his view consisted of geometry, literature, poetry, natural .
science, ethics and politics, and contrasts these liberal arts with the
mean or illiberal arts (arfes illiberales vsl sordidas) which he describes
as the mechanical occupations of slaves.() (Da officiis I, 42.)

Seneca (4 B.C.—85 A.DJ refers to the liberal studies or liberal arts,

and to the ® primary course’ in E:;nmar given to boys to prepare
the ground for instruction in the li arts. He quotes the Hellenistic

{1) The expression ‘liberal arts’ (eleutharioi lechnad) is first found in
exm::l12 2tEGs:mak literature in Pluotarch (50-120 A.D.) Ds fuenda sanitate,
P. .

RSchanz-Hosius. Goschichie dey yimischen Litevatur (1927) 1. 567,

uly-Wissowa, Realencyclopddis, Supplementband, Vi, col. 1255-1259,
. Marron, Saint Augustin st la fin de la culturs antigus, pp. 215-217,

{*) cf. Chapter X1V, §§ 5 and 6 of Plutaxch’s Lifs of Marcellus, in which
he says that the art of mechanics had formerly been entirely separated
from geometry and had for a long time been ignored by philosophers,
who thought that it detracted from the pure excellence of geometry
to leave the incorporeal things of abstract thought and descend to the
things of sense, making use, morecver, of objects which required much
mean and manual labour. For this reason, mechanics, which in
Plutarch’s time was so celebrated and admired, had formerly come to
be regarded as one of the military arts, and had been separated from
geometry.

' (%) Owid refers to * the free born arts "—
* Adde quod ingenuas didicisse fideliter artes
Emollit mores nec sinit esss feros **.
Episiolae ex Powlo, 11, 47-48.
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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 epistolas morales, LXXXVIII § 23.)

Seneca gives his general views about liberal studies at the beginning
of Letter LXXXVIIT as follows i(—

" 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, mot our real work,
You know why liberal studies are so called : because they are worthy
of a free man.”

Among the Romans grammar and rhetoric were the first of the
liberal arts to obtain general recognition. The Romans were inclined
to identify colturs with eloguence, as the art of speaking and the
mastering of the spoken word,based on a varied and extensive knowledge
of things. In his great work on the Education of an Oraior, Quintilian
(35 A.D.—88 A.D.) begins his course of instruction with grammar (i.e.,
Latin and Greek grammar). He then proceeds to mathematics and
musi¢, 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 Renaissance and tended to displace the mediacval view of the
saven liberal arts, which was based on the ideas of later Greek thinkers
such as the Stoic philosopher, Poseidonius, In the view of the ancient
Greek writers philosophy was the culmination of these seven encylical
studigs, which stood to it in the relation of maids to a mistress. Thus the
conception of the liberal arts originated in a society based on the slave
system, was essentially aristocratic, and was divorced from the practical
illiberalk arts.

The idea of the seven liberal arts was taken over as part of the cultural
heritage of the Western Church from the ancient world and was trans-
mitted to the Middle Ages largely through the writings of St. Augustine
of Hippo (354430 A.D.), Martianus Capella of Carthage {about 430
A.D.} and Cassiodorus {(490-570).() St. Augustine wrote short treatises
on each of the seven liberal arts, or disciplinae, as he himself calls
them.(8) Capella in the first two books of his text-book entitled
Salyricon Libri 1X allegorically describes Phosbus as presenting the
seven liberal arts to the bride Philology who is wedded to Mercury.

Cassiodorus describes the seven liberal arts in the second book of his
little treatise entitled Institubionss sascularium litterarum, which was
intended chiefly for the monks of his foundation at Vivarum near
Squillace,

(Y} P. Gabriel Meier, [ie sichen freioen Kiinsts im Mittslalter, two articles
in Jahresbericht wber dis Lehr-w. Errichungs-Anmst. das Banediktiner-
Stiftes Maria- Einsisdsln, Studienjahr 1835-86, pp.1-30, and Studienjahr
A gy -

. L. Marrou, Saint Awgushin of la fin de la culture ique, Paris
(19:8). pp. 187-275. 16

{*) Retractationss, 1.6, printed in P is Laiina (ed. Migne

XXXII, col. 591. atrologe (. Migne)
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. He quaintly derives the word lberalis not from kber, free, but from
liber, a book. The seven liberal arts were thus regarded by Cassiodorus,
and probably by many mediaeval writers{l), as the literary or bookish
studies. The seven arts are described by St. Isidore of Seville (570-636}
at the beginning of his encyclopaedic compilation entitled Efymologias
which was widely read in the Middle Ages. The English ecclesiastic,
Alcuin {(Albinus} (735-804), the adviser of Charlemagne, discussed the
Iiberal arts in several works, of which only the treatises intemded as
guides to the frivium are extant. In his Grammalica Alcuin sees in
the words in Proverps IX, 1.—' Wisdom hath built herself a house,
she hath hewn herself out seven pillars *—a reference to the seven
liberal arts. (P.IL.Cl.col. 853 B,) Itisunnecessary toattempt 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 enwards,
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 writers such as Cicero, Quintilian and
Tacitus, The reason for this was that the frivium was regarded as
having a formal character and as aiming at training the mind rather
than imparting knowledge.(*) For instance, John of Salisbury
(11201180}, Bishop of Chartres, writes—" If grammar be the key of
all literature, and the mother and mistress of knowledge, who will he
bold enough to turn her away from the threshold of philosophy ? .(*)
The mediaeval universities, which developed all over Western Europe
from the thirteenth century onwards, accepted the arts as a part of their
course.(*) The ordo arfistarum, afterwards called the faculty of
philosophy or the faculty of arts, was the basic faculty in the four facuities’
(ordines)—"' Universitas fundatur in artibus,” The philosophical or

() Norden, Eduard. Die Stellung der artes liberales im mittelalter-
lichen Bildungswesen. In: Awtiks Kunsiprosa, 2, Leipzig, 1898. p. 670 fI.

Paré, G. La Remaissance du XITe sidcls, Les écolss st I ;
par G. Paré, A. Brunet, P.-Tremblay. Para: Ottawa. 1933. p, 97 f. .

{*} In the early Middle Ages the seven arts were described as
Methodus Hybermica on account of the educational activities of the
Irish monks in Germany and Northern 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,
5o .. (John Fieias Hiakory of Wtmincior Aboey, cted 57 1. A

o ", o ete’s His of Westmi , edi .

Robinson, p. 87.) i

(*) The terms ‘arts’ and ‘sciences" were used alimost inter-
changeably in the Middle Ages and down to the end of the eighteenth
century. See A New English Dictiomary, ' Science,’ 3.

cf. also the Royal Charter (dated 1693) for the establishment of
the College of Williarn and Mary at Williamsburg, Virginia, as *a
moe of universal study or perpetual College of divinity, philosophy,

guages and other good arts and sciences,’
.. The text of the Charter of 1693 is printed in Hislory of the Collsge
of William and Mary, Charleston (1874).

(4 “* Light sciences called trivials, be gmmar, logyk and rhetorick in
comparison of the quadrivial sciences.” Botoner, Twlle on Old Ags (1481),

b %fh:‘bﬁmiiberal'zl'uﬁ frequent] ted i
. seven were aen in
and painting. the most famous tepxeseny mpn:m tions msculphnem
Pinturicchio’s frescoes (1493) in the Appartamento Borgia in the Vatican,

L]
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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 scholasticism). 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 (arfes sermocinales).
The second group, known as the guwadrivium, comprised arithmetic,
geometry, astronomny and music, i.e. the mathematico-physical studies
or disciplines, known as the aries reales vel physicae.(})

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
graated 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 unijversities of Oxford and Cambridge and the grammar schools,
local and nom-local, which were so intimately connected with them
retained the framework of the system till the middle of the eighteenth
century.{?) In practice, the scholars of the Renaissance regarded
the technique of style {efoguentia) in Latin or in the vernacular, and the
miscellaneous learning required for understanding the classical authors
(svuditso), 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 Massachusetts 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-
paratory studies in the grammar schools(®), while the sciences of the
guadnvium were incorporated in the miscellaneous learning {(eruditio)
associated with rhetoric. In the higher schools 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
a3 a faculty subject. The Jesuit schools had the following gradation

(?) The terms rivivm and S:adﬂ'vium first came into general use in the
ninth century. P, Rajna, Ls denominarions Trivium & Quadrivium in Studi
medievali, (1928) 1., pp. 10-35. The term guadrivium in this sense first
occurs in extant Latin literature in Boethius (480-525 A.D.), Insfitutio
Arithmetica 1. 1, printed in P.L. (ed. Migne), LXIII, col. 1¢79D.

(*) Skelton, Why Nof to Court (1522{16d

** A poore maister ofarts . , . lyttel parte of the guadrivials,

nor yet of trivials ",

cf. M. Davies, Athsnae Brit. {1712) II, 12. .

* Edward Seymour was educated in trivials and partly in

vadrivials at Oxon.”

(*) New Ewnglands Firsl Fruils, elc., Lomdon {1643), reprinted as
Appendix D to Ths Founding of Harvard Collegs by S. E. Morison,
Ca.mbn'd%. Mass. (1935), p. 433 —

" Rulss, that ars obseroed in tha Colledga. When
agny Schollar is able to understand Tully, or such like classicall
Latine Author extygmpors, and moke and speake true Latine in
Verse and Prose, swo i aiwnt Marte ! And decline perfectly the

i 'sofNounmandVerbuinthaGmekhouau: Let
bim thea and not before be capable of admissioa into the *
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of sindies ~—grammar, shetoric, philosophy (including logic and dia-
lectic). Them:seel]aneouslmmng{m)mﬂwgamofthat
encycbpaedmlmmgwhschwasmgardedmﬂnsuchmpectmthe
seventeenth century. J. A. Comeaius (1592-1670), the best known
exponent of this tendency, sought in his Jasus Linguarsm (1631) and
Orbis Pictus (1658) to make the * small encyclopaedia * the basis of the
earliest grammatical instroction. He speaks with contempt of those
seven bberal arts a knowledge of which is demanded from a doctor
of philosophy.{?)
In meost of the granmar schools, local and non-local, in England and
‘Wales the main subject of school * business * from the sixteenth century

grammar and rhetoric, logic having dropped out or having been relegated
to the academic course at the University.(¥) Newertheless, though the
system of the arts was, in effect, disintegrated and was a mere shadow
of its formex self, the expression * liberal education,” which had ariginally
meant a training in the liberal or free arts, survived to describe an
education based on the classical languages.

A liberal education was regarded as the appropriate preparation for
the * liberal * professions.

In the latter half of the 18th century several factors combined to give
a new or at any rate an enhanced value to classical education as a social
label. Among these factors were the revival of interest in Greek studies
in the Universities and Pablic Schools about 1765 ; the convention that
a gentleman should be able to guote Virgil and Horace; the art of
cultured conversation, which "involved some knowledge of classical
Eterature ; the cult of anfigquarianism and archacology; the prestige
of Westminster and Eton amoag the governing class. The expressiod
“ libexal education * was used by a soccession of writers as meaning-
primarily an edecation based chiefly on the classics(?), e.g. Vicesimus
Knox, Liberal Education {1789); Essays on Liberal Education (1867) edited
by the Rev. F. W. Famar (afterwards Dean of Canterbary). In most
instances, however, no attempt was made to define the precise meani
of the expression * liberal education,” save for the assamption that it
was to be based on the classics. - In the nineteenth century, however,
largely owing to the influence exerted by Matthew Amold on the
Schools Inquiry Commission (1864-68), for which he prepared in 1866
special reports on the systems of secondary education in France,
Germany, Italy and the Canton of Zirich, an effort was made to evolve
a more reasoned concept of a ‘liberal education * based on the neo-
homanistic conception of general culture {Aligemeine Bildung) which
had dominated the Prussian gymnasia since the time of Wilhelm von
Humboldt (1809) and which also had a wide vogue in France owing to
the influence of Victor Cousin (1792-1867), Villemain (1790-1865) and
Victor Duarny (1811-1894). It is accordingly necessary for our parpose

1 W(lﬁ?)m,&

3 DnayumderdatalFebrwy 1662-63 —

L um to Pani's School it being Apposition Day there.
Ihmdsomeo!thenrspeecha,andtheywuemstasachmlboys
used to be, of the sevem liberal sciemces : but I think not so good
8S ours were in our time *,

{*) cf. Joseph Priestley (1733-1804) : A Cowrss of Liberal Education

waudndAdnuLsfa (1765).

Priestley used the expression ** liberal edocation ™ in & wider sense,
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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 Humbeldt (1767-1835), who was head of
the newly created Prussian Bureau of Education(?) 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 distingnished 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 influence of Winckelmann (1717-1768) and Lessing (1729-
1781). He believed that the highest example of human development was
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-governing community of fellow citizens. An all-
round education on humanistic lines was now to replace the old narrow
training in Latin grammar, Latin speaking and religious instruction.
Real insight into the spirit of the Greek and Roman civilisations and the
assimilation of their great literary masterpieces in form and conteat,
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
humanity of the old world and the ideals of the modern world. His zeal
for classical culture did not however lead him to ignore the value of
modern studies and so the purpose of the secondary school {(gymnasium
was defined by him to be the promotion of comprehensive general
culture (Allgsmeins Bildung). A revised scheme for the secondary
schodl course was drawn up under von Humboldt's guidance. The
length of the course was ten years and the subjects to which the greater
part of the time was 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
French and other modem languages were optional, The general purpose
of higher or secondary education was envisaged as the harmonious
development of all the faculties with the comprehensive formal cuitiva-
tion of intelligeace, a mastery of languages, a considerable attainment
in Mathematics, and some knowledge of Science and History,

This higher education was designed for a limited number of boys who
were preparing for university studies leading to the learned professions
and from whose ranks were to be recruited the higher officials of the
Prussian State.(¥)

The liberal phase in Prussian higher education did oot last for long,
and the enlightened ideas of von Humboldt and his collaborator
Suevern were considerably modified by a succession of reactionary
Ministers and permnanent officials between 1819 and 1836. The general
subjects of instruction in all Prussian gymnagsien when Matthew Arnold
visited them in 1866, were—Languages, vis., German, Latin and Greek ;

(") This newly established Education Departinent was organised at
that time {1308) as a branch of the Ministry of the Interior at Bertlin,
{% F. Paulsen, Geschichle des gelehrten Unicrrichis, I1, 281-299,
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Religion ; Mathematics with Physics and Natural History; Writing ;
Drawing and Singing.(")
Matthew Amold was also much influenced in the development of his
of general liberal education by thé ideals underlying the
State secondary schools in France (lycées and colldges), which he visited
in 1866. The curricalum of these schools in their main outlines embodied
the reaction against the modemn and scientific curriculum of the deoles
cendrales established by the Directary in 1795 and abolished under the
Consunlate in 1802.(%) The system established by Napoleon under the
Consulate and the First Empire thus represented in the main a reversion
to the tradition of the colleges kept by the various teaching Orders and
Congregations in the cighteenth century. Classics and literary studies
occupied the principal place in the curriculam though a considerable
amount of time was also assigned to Mathematics and varions branches of
Science. Under the liberal monarchy of Louis Philippe (1830-1848) and
during the Second Empire repeated attempts were made to break down
the dommance of the Classics and to secure more time for the study of
the Sciences and of Modemn Languages, It was urged that France required
more industrialists and engineers, who might be prepared by a scientific
course, and fewer journalists and lawyers, produced by a training that
was mainly literary. Accordingly, on 30 August, 1852, a decree was
issued establishing a common course of studies in the Iycédes for three
years, followed by a bifurcation(?) into two courses, one of which was
literary and the other scientific, with a nimber of subjects {Latin,
French, History, Geography, Modem Langnages) common to both.
The literary cowse led up to the baccalawréal ds lettres and to the
Faculties of Letters and Law at the University; the scientific
course led up to the baccalawrial §s sciemces and to the Faculties
of Medicine and Sciences and to special schools or to commercial,
and industzial careers. This experiment was not a success. The scientific
mnrsewasregardedasamethodofmpmgﬁoml.ahn.andthemhmg
of Modern Languages largely failed through a shortage of suitable
teachers. Accordingly, in 1863, M. Victor Duruy, the Minister of
Education, suppressed the system of bifarcation and in 1865 estahlished
a special course (enseignsment spérial) intended for managers and fore-
men of indostrial and commercial undertakings and for minor officials,
This course, planned as a three or four years’ continuation of elementary
education, was to exclude the Classics and to comprise French, Modern
Mathematics and Science, Geography, History, Drawing,
Surveying and Book-keeping.

The passages in Matthew Arncld’s Report on secondary education
in France, Germany, Italy and Switzerland (1866) outlining his own
views on general liberal education run as foliows :—

* The ideal of a general liberal training is, to carry us to a knowledge
of ourselves and the world, We are called to this knowledge by special
aptitodes which are born with ns; the grand thing in teaching is to
haveﬁa:ththatsomeapntudsoithuhndeve:ymehas This one's
special aptitades are for knowing men—the study of the humanities ;
that one’s special aptitudes are for kmowing the world—the study of

() F. Paulsen, op. aif, 11, S16-351 ; 445542,

{® F. Vaal, Trois Sidcles &'Histoire ds P'Enseignsment Secondairs,
Paris, 936.pp 71-126; pp. 170-218.

G. Compayré, Histoirs Critiqua dss Doclvines do 1" Education en France,
depms Sﬂadﬂ.‘iddo, Paris, 1879, 11, 359-373, _

() F. Vial, op, cil, pp. 206-218; pp. 217-231.
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nature. The circle of knowledge comprehends both, and we should
all have some notion, at any rate, of the whole circle of knowledge. . . .
He whose aptitudes carry him to the study of nature should have some
notion of the humanities; he whose aptitudes carry him to the
humanities should have some nction of the phenomena and laws of
pature, 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 modern languages, the elements of history, of
arithmetic and geometry, of geography, and of the lknowledge 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 bifurca~
tion, 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, V1, 599.)

* The secondary school has essentially for its object a general liberal
culture ; whether this culture is chiefly 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 school a direct professional school, 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. Itis the function of the special school to give a professional
direction t6 what & boy has learnt at the secondary school, at the same-
time that it makes his knowledge, as far as possible, systematio——
develops it into science. It is the function of the University to develop’
into science the knowledge a 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 peassages 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 peried (1866), it
will be seen that Amold endeavoured to make our traditional insular
conception of ‘liberal education’ more precise by describing it as
‘ general liberal cultare’.() He took the expression ' general
culture * from Humboldt's Algemsinse Bildumg. Again, Armold
borrowed the itjea of the bifurcation of humane and scientific studies,
respectively, from the decree issued by the French Ministry of Public
Instruction on 30 August, 1852.(% It will be noted thatno explicit refer-
ence is made either to physical education or to the aesthetic subjects.
The fact is that at the time when Matthew Amoid adumbrated this
conception of general liberal education, largely on the basis of existing
arrangements in secondary schools in France and: Prussia, the whole

(}) No reference is made here to T. H. Huxley's famous definition
af & liberally educated man, or to the description of liberal education
given by Cardinal Newman in his Uwsiversity Edwucation (1832), since
they relate to liberal education at the university stage. It is probable,
however, that these and similar descriptions of general academic culturs
exercised some intluence on the development of the conception of libesal
education at the grammar achool stage.

(" [n Russia bufurcation between the classical and realistic courses
within the secondary school system had been introduced as ecarly as
1329, but it is improbable that Matthew Arnold knew about educational
dovelopments in that country.

(41680} P
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idea of a general liberal culture for a limited #ifs of future professional
men and higher officials was beginning to disintegrate, partly owing
to changes in the structure of society, parily to the development of
the sciences, partly to the vast increase in knowledge about literary
subjects, and partly to the demand of modern industry and commerce
for fechniciens and specialists. It will be noted that there is hardly
any recognition of the 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 the
nineteenth century, public opinion came more and more to recognise
the claims of technical education and, as is shown in Chapter I of
this Report, the best educational opinion in England and Wales during
the last two decades of the ¢entury was reluctant to draw any rigid
line of division between Secondary education and Technical education.
An excellent statement of this new point of view is to be found in the
passage from the Report of the Royal Commission on Secondary
Education (1895) quoted i §31 of Chapter I. In point of fact, a series
of great thinkers in England and on the Continent had long before
that period recogmised that the antithesis between a liberal education
and a technical or quasi-vocational education was unreal and mis-
leading. There can be no adequate technical education which is not
in some sense liberal, and no liberal education which is not, from some
aspects, technical,

For instance, in the seventeenth century G. W. Leibniz (1646~1716),
who was not only a distingunished humanist, historian and diplomat,
but also a great mathematician and man of science, criticised the
traditional training given in the higher schools and Universities of
Western Ewope in the most scathing manner, protesting especially

ins# the use of Latin and the survival of the scholastic tradition in
the Uniyersities. Leibniz nrged that the teaching of youth should be,
«centred Not so much upon poetry, logic and scholastic philosophy as
wpon readia, history, mathematics, geography, vera physica, moralia
o civilia msydia ; instruction in realia should be pursued in coliections
of rarities,
apothecary's\shop, botany in botanical gardens, zoology in zoological
gardens. Thd pupil should constantly move in the theatriim naturas of
ardis, receiving living knowledge and impressions (%)

(1) A. Foucher de Careil, Osuvres da Laidnix (Paris, 1875) VIL 52;

Leibrizens en iber die Erziehung eines Prinzen, ted in
G. W. Bohmer)\ Magann fér das Kirchenrech?, Band I, (Egtl::mgen,
(1787), pp-. 188-1

<f. Francis (1561-1626) : Two Books of the Advancoment of
Lsarning {1605) =

** But this i that which will indeed dignify snd exailt knowledge,
if contemplatipn and action may be more nearly and straitly
conjoined and united together than they have been ; a conjunction
Jike nnto that pf the two highest planets, Saturn, the planet of

d contemplation, and Jupiter, the planet of civil society
and action,” (Book I, . .

#In general, there will hardly be any main proficience in the
disclosing of n u.uﬁi&u&ehs?emmgmm
sbout experim HIA Y er 3 4 experimen! apE::aium' g
to Vulcanus Daedalus, fumace or engine, ar any o kind ;
and therefore ps secretaries and spials of princes and states bring
in bills for infelligence, s0 you must allow the spials and intelli-
gmmo(naﬂ:umto bring in their bills, or else you aball be i
advertised.”  (Book IL.)

E
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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 Hall, Cambridge, entitled The Action
of Examinations (1877), pp. 57—

“ It will be of service to fix 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 are so far Technical that they spable 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 his atteation 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,

** An education is liberal so far 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
oye for beauty and 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;
she would not care a bit whether his pictures were valuable or not.

" An education so far as it is technical is careful not for the workman
but for the work : Technical Education wants to get good pictures, and
she 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 his volume of essays entitled The Aims
of Education and Other Essays (1929), p. 74, writes :—

*“The antithesis between a techmical 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.
In simpler language, 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. The 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 mathe-
matics is verbiage.

" There are three main methods whicharerequired in a national system
of education, namely, the literary curriculum, the scientific curriculum,
the technical curriculum, But each of these curricula should include the
other two. \What I mean is that every form of education should give
the pupil & technique, & science, an assortment of general ideas, and
aesthetic appreciation, and that cach of these sides of his training should
be illuminated by the others. Lack of time, even for the most favoured
pupil, makes it impossible to develop fully each curriculum, Always
there must be a dominant emphasis, ‘The most direct aesthetic training
naturally falls in the technical curriculum in those cases when the

(41080) r2
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training is that requisite for some art or artistic craft. But it is of high
importance in both a literary and a scientific education.” In another
passage, on pages 8483 of the same book, Professor Whitehead writes :—

“ No human being can attain to anything but fragmentary knowledge
and a fragmentary training of his capacities, There are, bowever,
three main roads along which we can proceed with good hope of
advancing towards the best balance of intellect and character : these are
the way of literary culture, the way of scientific culture, the way of
technical culture. No one of these methods can be exclusively followed
without grave loss of intellectual activity and of character. But a mere
mechanical mixtare of the three curricula will produce bad results in the
shape of scraps of information never interconnected or utilised. We have
already noted as one of the strong points of the traditional literary
culture that all its parts are co-ordinated. The problem of education is
to retain the dominant emphasis, whether Literary, scientific, or technical;
and without loss of co-ordiration to infuse mto each way of education
something of the other two.”

Professor John Dewey gives an admirable statement regarding the
misleading antithesis between culture and utility in the following
passage of his work entitled Democracy and Educalion (1922), page 305:—

“ Of the segregations of educational values discaossed in the last
chapter, that between culture and utility is probably the most funda-
mental. While the distinction is often thought to be intrinsic and
absolute, it is really historical and social. It originated, 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 npor the
results of the labour of others. This fact affected the psychalogical
doctrine of the relation of intelligence and desire, theory and practice.

« It was embodied in & political theory of a permanent division of
human beings into those capable of a life of reason and hence having
their own ends, and those capable only of desire and work, and needing
to have their ends provided by others. The two distinctions, psycho-
logical and political, translated into educational terms, effected a
division between a liberal edication, having to do with the self-sufficing’
life of Leisure devoted to Imowing 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 sitnation 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 a4 democratic society is to do away with the
dualism and to construct a course of studies which makes thought a
guide of free practice for all and which makes leisure a reward of accept-
ing responsbiility 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, PhD,
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 determined
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
dificulties be eliminated or even minimised 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
& great variety of causes. Except the United States most countries
in the nineteenth century developed dual systems of education—the
slementary for the masses and the secondary for the group selected
on the basis either of wealth or of intellectual ability. Asthe elementary
school established itself and as national needs, especially on the indus-
trial and commercial side, developed, the elementary branch of education
itself 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 ninetoenth century and after a period of unrest the curricula
were expanded to include, in addition to the traditional classics and
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 War. 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 recognised that elementary education alone provided
inadequate opportunities for the development of the potentialities 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 duat systems of educational organisation
which had been inherited from the nineteenth century involved the
sacrifice of large numbers of pupils of ability, of pupils capable of
profiting from further education which the existing systems did not
provide adequately. Out of this unrest, which, unlike the unrest of
the last two decades of the nineteenth century, was not concerned
primarily with matters of curriculum in the secondary schoal but with
the orgunisation of education on s national basis, there resulted the



416 APPENDIX ITT

movement for the unified educational systems,—the Einksitsschule in
Germany, the #cole wwigue in France, and secondary education for alt
in England. From these three countries the movement spread rapidly
to others nntil it has today become world-wide.

Of the general program implied in this movement two items appear
to have gained acceptance already. The first is the general recoguition
of the need of a common foundation for all up to the threshold of
adolescence, that is, up to the age of eleven or twelve. The second is
the wnification of the administration of all types of education under
one amthority; thus in Italy and France the Ministriea of Public
Instruction have become National Ministries of Education to administer
and supervise both general and vocaticnal education in their various
branches, in the United States the Federal Bureau for Vocational
Education has been made a division of the United States Office of
Education; in Germany this unification has only recently beem
adopted in the Third Reich, while in England it had already been
anticipated when the Board of Education was established in 1899.

The adoption of a common foundation for the large majority of
children and the unification of administration of all types of education
have only revealed the difficulties involved in the whole question of
post-primary education. To demand secondary education for all in
the interests of equalisation of educational opportunities is one thing ;
to devise methods by which the individual pupil may receive the kind
of education from which he can best profit is another. Only two aspects
of the problem are clear ; ﬁ:st.underpresentemmmiceondiﬁonsand
the prospects of technological developments in the future adolescents
will become increasingly unemployable, which means that society mast
extend its educational guardianship over them ; and, second, if the-
iunct:onofedumtmnxsthepmpamtwnoicmmm.—-mtelhgenttothe
world around them, conscious of their duties and responsible, equipped
for the work which they are best fitted to undertake, and trained to the
extent of their abilities apd interests to enjoy the cultural and spirituat
things of life—an extension of education becomes inevitable. Leaving
on one side those who are not likely to profit at all from soch an -
extension—and with educational programs and teachers of vision the
number is probably far smaller than is nsually sopposed—it &s no more
unreasonable to expect a gradual extension of education for all up to
the age of eighteen than it was a hundred years ago when an extension
to fourteen was regarded as impracticable and undesirable. Without
attempting any prophecy as to the time when such an extension may
take place, the fact at present and in most countries is that an immediate
extension of compulsory education is necessary, if the world is to be saved
from the dangers which menace it from allowing hordes of unemployed,
unsupervised youth to enter adult life completely wnequipped, ua-
trained, and illiterate as citizens.

I this general thesis is sound, and an analysis of conditions in most
countries would prove it to be sound, the problem with which educators
and statesmen are confronted is not that of providing secondary edu-
cation for all, but rather to discover varietiea of types of education for
the adolescent groups from which each individual is most capable of
profiting. In other words the problem is one of the distribution and
differentiation of facilities and opportonities for education. The
problem is not simplified even in such & country as the United States,
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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 administration
has in the Unjted States not provided a solution. It is beginning at
last to be admitted that the single school may cater to the averagze 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.(t) In the extensive discussions which have taken
place in France during the past ten years on the organisation of the
drols unigus nothing is more striking than the repeated suggestion that
a permanent commission for selection and guidance  (Commission
Permansnts ds Sslsction sl Orieniation) 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 more
pertinent definition of the purpose of administration has ever been
formulated than that of Sir Grabham Balfour. * The purposeof admini-
stration,”” wrote Sir Graham in his lecture on Educational Administration,
*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 conditiona
which will enable the pupils best to profit by their training."

IM.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 different terms when he said that it involves
free tuition (gratwitd), selection {sélsction), and distribution (rationalisa-
#ion) ; ho might have added to this guidance (orismiation) as the
necessary corollary of selection and distribution. (¥

The discovery of the " right education ” for the * right pupils ™ is
today one of the most crucial tasks with which the administrator is
confronted. It is difficult enough in the American high school which
is open to all pupils on equal torms ; it is far more difficuilt in those
systems in which various types of education are offered not in the sams
but in different schools and in which fees are charged in soma but not
in others. The problem is as acute in Germany where fees are charged
in most post-primary schools and the provision for free places is slight,
a8 in France where fees in the secondary schools proper have been
abolished ; it is as serious in Italy where fees in the post.primary

(*) Sce Tildsley, John L., Ths Mownting Wasts of the Amsrican
Secondary School (Cambridge, Mass, 1936).

(") By an smift¢ of April 22, 1937, and subsequent circulars cfasses
d'oriemtation have been introduced in & number of Fronch lycdes and
solliges by way of experiment to advise pareats and pupils in the choice
of suitablo secondary schoal courses.
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schools are nominal as in the United States where the high schoals are
free ; and it is the subject of inguiry in the Scandinavian countries,
Tosnheth:spmhlﬂnufdlshibutmwnldbeasuﬁumﬂydxﬁmlt
task even if it were Emited merely to the discovery of techmical devices
when the comiplexities of soctal and traditional values must be taken
into account.

Secondary education as it is generally conceived in the popular mind
has come to be regarded as the education of the privileged few, as an
education for statns. It is looked vpom as a preparation for what are
called the “ white collar ** or “ black coat ™ jobs and consequently as
a method of release from mammal occupations. This popular attiteds
is maupifested even in the American high school im which, althongh
provided, the academic courses seem to be preferred by the majority
of parents and pupils, despite the fact that manual occopations enjoy
a higher statns than in less democratic countries. The abolition of
fees in the secondary schools of France has resolted in an increased
enrolment of more than 60,000 pupils in less than ten years. In
Germanytheredndmnmtheoppnrtumhrploymtmﬂn

wage-eaming occupations in the years following the War resulfed in
overuumimghoﬂ:mﬂwsemndaryschoulsanﬂmﬂnm An
analogons sitpation presents itself in the Scandinavian countries
Thatthsmdthhasmthummpedenghndsmdmmdbytho
fact that some * central ” schooks have departed from their original
aims and are preparing their pupils for the first secondary schools
examination. The preferred place enjoyed by the traditional secondary
school in social esteem and in the competition for employment renders
ﬂlehsko:fﬁndmgﬂmenghtedmforﬂ:eughtpupahmdnﬁcﬂt

others are admitted, and not always on the same standards, as fee- |
payers. France, for example, only discovered another problem when
she svaght by abolishing fees in secomdary schooks to assert the right
of the state to exclode the mow-ealrwrs from the advantages of secondary
eduocation at poblic expense ; the anthorties concerned are at present
strugeling with the problem of devising soitable methods of selection.
Only the totalitarian state at one extreme and those countries which
bave a soblime faith in the magic of * scientific tests * at the other
seem to be ready to embark on a policy of * human engineering * which
overrides human nature and certain social prepossessions and attitodes ;
the Natiomal Sodialist anthorities in Germany, by restricting admission
to the universities, bave inevitably deflected large mambers from the
existing secondary schools without, however, having given thonght to
{ie need of providing new types of schooils for the pupils so divertad ;
in the United States, an the other hand, it remains to be seen whether
cumuls tive record cands as bases for guidance will be sufficiently strong
to overcome the popular and democratic demand for equality of
opportunity. In both cases it remains to be seen how saoccessfolly
Plato’s theory:of social and educational organisation will be vindicated
in the twen'icth centery.
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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 teachers’
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 affected 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 {ard-arrivés, 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 not only for individual pupils
but for society as a whole. That there is some unrest on the subject
is obvious ; it is only necessary tg refer to Professor C. W. Valentine's
study of The Reliability of Examinations (London, 1932} which, although
it deals only 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
intensive investigations by special committees in England, Scotland,
France and Germany.(*) For the present all that can be said is that
while the selective examinations serve as a method for ranking pupils
they are under suspicior 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 secondary school subjects (foreign languages, mathematics, and
sciences).

Such in general are some of the questions which arise at the outset
in a consideration of the organisation and interrelation of schools which
provide education for pupils beyond the age of 11 plus. They cannot
be settied by the adoption of such a slogan as * secondary edncation
for all.” Ou the other hand, considerable progress can be made by
bringing the traditional secondary schools within the general purview
of the probliem 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
scheme recommended in the Report on The Education of the Adolescent

{9 Sir Michael Sadler is chairman of the English committes, whose
investigation is being conducted by Sir Philip Hartog ; the Committes
has already published a number of volumes, including Aw Examinalion
of Examimalsons (London, 1935). The German committee has recently

blished some of the reslts of its investigation in Schilerausiese,

vihh und Erfolge by Otto Bobertag (Berlin, 1934). The creation of
the committees was the result of an international conference on
examinations held at Eastbourne in 1981 under the anspices of the
Carnegie Corporation and Carnegie Foundation of New York and of
the International Institute, Teachers College, Columbia Umniversity,
gee Comferemcs on Exsminations, New York, 1931 ; Conferencs om

reminanons, New York, 1936 : and Kaondel, I L., Evaminations and
Thowr Swbstituins in the United States, Now York, 1937.)
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(see page 173 £.). Only in this way can the problem of the education
of the adglescent or of post-primary educaticn 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 is best
fitted. Should a scheme of this kind be adopted, it must inevitably
bring in its train the problem of devising moré satisfactory methods
of distributing pupils into the different types of achool than those which
are immediately available. For those countries which have only
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 the United States with its single high school
catering in the same institution to the highly differentiated needs and
capacities of all adolescents this is the crucial problem to be solved in
the immediate future. Since the problem is new, it must be solved
by new methods, less open to criticism than the hazard of a single
examination.

The selection or preferably the distribution of pupils, since the majority
of the 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 differentiated 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 the ¢anlture in
which they live. But over and above all these is the fact common to
the members of all groups that they are to be citizens. Accordingly
the first principle laid down as a result of the conference in 1916 between
the Council for Humanistic Stidies 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 the early
stages, The principle was stated.as follows :—

‘The first object in education is the training of human beings in-mind
and character, as citizens of a free country, and any technical training
of boys and gu'ls for a particular profession, occupation or work must
be consistent with this prihciple,

The same principle, although applied to a more or less specialised type
of school, is emphasised in Board ,of Education Educaiional Pamphlet,
No. 83 (1930), issued by the Board of Education, London, in the state-
ment that (—

The training given in the Junior Technical Schools cught to be, and
in actual practuce is a truly cultural education,

Obvicusly for the age group under consideration, boys and girls
between the ages of 11 plus and 15 or 16, vocational training or prepara-
tion for a particular occupation is undesirable and under present
conditions of juvenile 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 concerned or under
a scheme of partnership of both is, therefors, not a question which
need be considered here. The courses 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 his world
and laying the foundations for the life of a citizen through physical,
moral, aesthetic, and intellectual training. Of the numerous definitions
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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 has 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 influence which goes forth from us.

The general aim of all post-primary schools should be the same, but
beyond this the work of each type of school should be determined by
the differences 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 the 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 achooling 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 order to make possible the transfer of late developers to the type
af school best adapted to their abilities. It is for this reason, for
example, that pupils who hold national acholarships in France may be
transferred from the Jeoles primaires supérisures to lycées or colldges
or vice versa as their capacities are revealed.

The curricula of post-primary schools other than secondary have been
so fully and so ably discussed in the Report on Ths Education of the
Adolescent, and those for senior schools are being developed with such
insight into the needs of the pupils concerned in the published courses
which have come to my attention that it is unnecessary to deal with
them here. It is pertinent, 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 first place
traditional preconceptions about the curricula appear to have been
discarded. Secondly, they have been adapted more closely in accordance
with the needs and abilities of the pupils and the local circumstances
in 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 possible greater flexibility and elasticity than would
otherwise be possible. This was equally true of the central schools in
the early years of their development and until, for reasons which were
not primarily determined 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
possible out of this experiment to develop methods of establishing
standards without resorting to the practice of external examinations,
The essential foature of the new curricula is that they represent an
attempt to put into practice a new interpretation of a liberal education.
It is, in fact, not an exaggeration to say that the most sigmificant
statement in the Report on The Education of the Adolsscent {1926) is
the pew definition of & humane or liberal education.

A humans or liberal educati says the R , is not one given
through books alone, but one wol;‘i'c.h l:m:nySl g3 chdm into mntactg:vith
the larger interests of mankind, It should be the aim of schools of the
last three types (i.e. selective central achools, non-selective central
gh.ools. "ncgl senior classes, elt:x%‘ to provide such an ednut::ln by me::;

curriculum con o itieg for ical wor
closely related to l.imtm(l?mm pract .
(*) Report on The Education of the Adolascent (1926), pp. 84 and 174

(41000) Pe3
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The aim of the * modexn * 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 curriculum, which became the foundation of
secondary eduncation during the Renaissance, was advocated because
the curriculum of the medieval secondary school had become formal,
sterile, and unrelated to life ; the new curriculum of Latin and Grtek
was to serve as a preparation for the * living interests ** of mankind.
Within a comparatively short time the new education bad in turn
become formal and lifeless, and by the beginning of the seventeenth
century Bacon (and Bacon did not stand alope in his criticisms of
contemporary education} could write:—

These four causes concurring, the admiration of ancient aunthors, the
hate of the schooclmen, the exact study of languages, and the efficacy of
preaching, did bring in an affectionate study of elogquence, and copia
of speech, which then began to flourish. This grew speedily into an
excess : for men began to hunt more after words than matter ; a.nd more
after the choiceness of phrase, and the round and clean wmposition 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, ddvancement of Learning, Book 1.)

He deplored the lack of teaching of * histories, modern languages,
books of policy and civil discourses, and other the like embellishments
unto service of state,” or, to use another of Bacon’s phrases, studies of

“ subsmnce and profit,” that is, an education related to “ living .
interests.” The same principle governed his advocacy of the sciences, '

for * the true and legitimate goal 6f 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 true
nature of all things, whereby God might bave the more glory in the

workmanship of them, and men the more fruit of them.” Nearly -

three centuries weére to elapse before modern languages and sciences,
history and English 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 xmore nearly to * living
_interests”. This movement, which originated in the German universities
and secondary schools, strongly influenced Thomas Amold's reform in
the teaching of Latin, Greek and ancient history, and again secared 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 ou their
.own merits as humanities related to * living interests *, an argument
could be made for them on the ground that they tﬁnned the mind,
‘Hence, when modern languagey, sciences and other modem subjects
began to sssert claims for inclusion in the secondary curriculum, both
arguments. were used, that they were * living interests *’ and as good
wehicles for mental training as the classics. But the neéw schjocts fou
‘the sake of protective coloration scon adapted themaolves to an orgmi
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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
practical.

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 purposes, 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
preseot discussion is, however, limited to the curriculum. At the same
time, in order to avoid the dangers of control by a government autheority,
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 at the beginning of the present century and schools maintained
at public expenss were eatablished 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, and the theory of mental training. Thus the Board of Education
in their 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 . While the aim
continues to be the same, its definition in terms of a psychology now
discarded bas been dropped.

The development of the secondary school curriculum has been: devoted
in the main to securing a proper balance between subjects and the
posiponement of specialisation. This was all the more necessary since
the Public Schools had brought with them a strong tradition of classical
studies, while many of the new council schools grew out of the older
organiscd science schools. In an efiort to promote a proper balance the
Board’s Regulations have laid down the following general requirements |
for the first four years of the curriculum, that, for boys and girls betwee}l
twelve and sixteen -—

Except with the previous permission of the Board, adequate pmvimon
must be made for instruction in the English language and literatare, at
least one langunge other than English, geography, history, mt}:ematxcs.
science, drawing, singing, manual instruction in the casg’ of boys,
domestic subjects in the caso of girls, physical exercises, a.nd f?‘ organised
games,

So long as the number of pupils in the secondary schools remained
small and consequently highly selected, such e curricufum may have
been adequately adapted to their needs and abilities. , ‘The last thirty
yoars, however, have witnessed in England as elsewqem a remarkable
increase in the number of pupils attending the secondary schools.
A cummiculum suited to a limited group of pupily is not necessarily
adeguate to meet the widened range of the abilities of a far larger group,
drawn from a wider range of social and cultural backgrounds and
selected on the basis of an examination which in itself is not necessarily
& guarantee of ability to pursue a curriculum which is aarrowly defined.
Uader such circumstances there inevitably but not deliberately results
a tendency to adjust the pupils to the cumiculum rather than the
curriculum to the needs and abilities of the pupils, There is no intention
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of suggesting here that the needs and ahilities of pupils can be the sols
criterion for the development of courses of instruction. The American
experiment of the past thirty years may be uvsed a3 a waming on this
point. The danger of providing a Procrustean bed in the form of a
somewbhat inelastic cuxriculum directs attention to the noed of a mom
generous interpretation of another of the Board's requiretnents which
fornishes a better guide to the organization of courses than a statement
of subjects. This requirement is that a secondary school must provide
a progressive course of general education of a kind and amount suited
to an age range at least from twelve to seventeen.

The problem may be considered from another point of view. In
the absence of the type of control and sapervision of the schools which
is found in those systems of education which are strongly dominated by
official regnlations and prescriptions, England has resorted to the practice
of external examinations by non-offidal examining boards. Despite
the reduction in the aumber of examinations for which pupils may be
presented, and despite the limitation in the number of examining boards
concerned with secondary schools, the fact remains that the work of
the schools must be affected by the requirements of the extermal
examinations. It would be foolish to deny that somne form of standardi-
sation and some means of comparing the work of secondary achools of
such a great variety as exists in England is pecessary. The question
must be seriously considered whether the present system of examinations
is the best that can be devised and whether external examinations of any
kind can be developed which do not result in restricting the work of the
schools to be examined. Even if examination requirements were flexible
as to the namber of subjects to be permitted, the question wonld still
remain whether they do not restrict the work of teachers both in tha
range of content within each subject and in the methods of instruction,
whether they do not tend to produce an emphasis on those N
of a curricnlum which lend themselves to examimation. It is not
necessary to raise the whole question of the reliability and validity o
marking, which may opep yp an entirely different method of attaci

g
A further complication has been introdunced into the English situation
which is peculiar to England. Secondary Education has by tradition
come $o be regarded essenti as preparatory to the universities o
some other form of higher education. With the increased namber
attending ‘the secondary schoals it is no longer true that even a majority
of the pupils will continue their studies even beyond the first four year:
of the secondary schools. As has already been proved in most European
countries, there is considerable danger both to the individual and to
society in looking upon secondary educaticn as preparatory to highex
education ; such a sitmation must inevitably lead to an over-production
of intellectuals adxd the wnrest consequent on their inability to find the
niches in the ecdnomic word for which they regard thernselves as
fitted and preparedd. This condition for the present has not yet been
reached in Engiand \but there is no Teason to suppose that it may not
develop in time if decondary education and preparation for higher
education come to regarded as synonymous. The dificulty cannot

be solved by the tion that what is good for a liberal or general
education is equally for admission to universities. In practice
this assumption tends to' be reversed and what the universities regard
as essential for issiom or matriculation comes to ba the accepted
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This is in fact what has happened in England and the 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 has led to the nnrest which has prevailed on the subject
of examinations 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 :—

That the imposition upon the secondary schools of a school certificate
examination of the present type is having a very unfortunate influence
upon the attainments, character, and opportunities of at least half of the
pupils in those schools, who do not benefit by the course of education
prescribed or the methods of teaching which it necessitates.{?)

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 cent., enter commercial and industrial
life, or, in the case of girls, remain at home. This means that the pupila
leave with a truncated course and » smattering of subjects selected as
the basis for further study and adapted to the needs of a minority.
The interests of a general education tend to be sacrificed 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 thoss who leave achool ; but it does mean that a general
education should be so organised thatit develops certain abiding interests
in the pupils. The question must be faced whether tests in examinable
koowledge and information in & narrow range of subjects can serve to
develop such interests. With some pupils it may, but with the large
majority life interests must be continuous with the environment and the
world in which they live. Here lies the real distinction between what
are called the * academic * and * living int **, This, indeed, has
been the secular quarrel between * schools " and educational theorists.
This was the burden of Montaigne’s jibe at the schools of his day,
** The most great clerkes are not the most wisest men *.

VWhat are some of these abiding interests which are continuous with
the environment and the world iz which we live # Obviously a command
of English larguage, 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 social, economic and political questions at home and abroad, and a
Inowledge of how these questions have emerged—an important aspect
of contemporary education which has not yet received the attention
that it desarves. (1) The study of history alone and certainly the study

(Y) That this resolution has not been ineffective is indicated by the
sanouncement in June, 1935, by the Northern Universities Joint
Matriculation Board that it would in 1938 differentiate the first
socondary school certificate from the matriculation certificate, a
g:posnl which should result in differeatiation of courses in the secondary

ools

{® The Association for Education in Citizenship was established to
stimulate national interest in the importance of instruction in thess
fields, ull the wmore important to-day if the ideais of democracy are to
be presorved, ‘
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of sections of history, however desirable the development of the historical
sense may be, cannot -achieve these ends. For the gemeral studemnt
history must be meaningless unless it is brought down to the present,
mor is it of great significance for the present unless it is studied from as
many points of view as possible and particularly as the development
of living peoples. Intelligent reading even of the newspaper demands
today & 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
life of modem society. For the average pupil, that is, for the pupil
who leaves school at about sixteen, a gena:a.l introd uction to the sciences,
whick 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; an
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 ma.mpulatmg mathematical
concepts which are not likely to be used again onte a pupil has left
school. Without depreciating the important changes which have alrea.dy
been made in the teaching of foreign langnages, much still remains to
be done in two directions, to develop ability to read foreign literatures
with enjoyment and +o inculcate in pupils the realisation that foreign
languages and literatures are expressions of living people and institutions,
whetber in the present or in the past. In the case of modern langnages
opportunities for travel, the development of the wireless, and the
interchange of foreign films 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 ability should receive the first emphasis.

Probably none of the suggestions made for reform are novel and as
vne examines modern textbooks one becomes impressed with the
changes which have been proceeding in the attitude to the traditional
subjects. 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 insurmountable obstacles
to the main ends of a sound educgtion, just as they have tended to
restrict the development of new aspects of the eurricnlum which
represents important interests of the individual. Music and the arts
lhave long been regarded as extray and as extras they have been relegated
to the fringe of the curriculum. If, however, they have a rightful piace
among the " living interests ™ of today and as instruments for the
enrichment of life, they deserve greater attention than has been given
to them in the past.” The inclusion 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 training for leisure—all the
subjects which have been mentioned should meet this aim——but of
preparation to understand and enjoy the increasingly rich contribution
of cur modern environment. If no reference has been made to the
importance of sound health and physical well-being, it is becaunse no
one concerned with 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 certificate examination. It i3 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 Nuxnn has-
s0 well stated in a classic definition of general culture, differentiated
modes 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 ¢ua subjects; to accept this is to perpetuate the
so-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 examinable
in the traditional manner, is at least an open question. It is equally
problematical whether external examinations constitute a better
method of moaintaining 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 contribute. The intrinsic value of professional
preparation can best be measured by the extent to which the prospective
teacher realises, as Sir John Adams once pointed out, that his task is
to educats 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 the confusion
of purposea between a school certificate and a matriculation examination
can be avoided,

This important aspect of secondary education need not be discussed
further here. It is, however, pertinent in this connection to refer to the
eflorts made in Germany under the republican rédgims, first, to reorganise
the curriculum from the point of view of the contribution which each
subject can make to the total preparation of pupils for the world around
them, and, second, to substitute for the traditional examinations a
new form based uvpon the pupils’ records, the teachers’ estimates of
ability, and exercises which seek to discover not so much what the
pupils can at a given moment remember of their studies but what they



428 APPENDIX IIX

can do with the materials which they have studied. In other wonds,
all subjects were according to this schemo to develop living intercats
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 sugpests desirable lines of development, for it
means that education can no longer be regarded merely as the mastery
of a number of subjects but as the use of aspects of human activities
to train individuals as human beings in mind and character, as citizens
of a free country, with an understanding and appreciation of the 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 the attempt to explain mental phenomena
by referring them to certain relatively independent agencies which are
in truth only class concepts invested with a fictitious reality.” (1)

It was patural that the eflorts of the earliest students of the mind
should be towards classifying mental processes and explaining their
causes. It was 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 bedily
processes. Just as we have legs for walking, eyes for seeing, and a
tongue for talking—different parts of the body for different bodily
functions—so 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 the Platonic(¥) doctrine of the
pépn (parts) and dvrdusig {powers) of the soul,  Similar anticipations
are found in pre-Platonic philosophy. Thns several Pythagorean
philosaphers attempted to locate different mental functions in different
parts of the body.(*) Aristotie asserted the ultimate unity of all
mental function, and described the Platonic parts or divisions of the
soul as uctivities of this one conscious principle.(%)

The classifications adumbrated in these eaxlier Greek writings
gradually took shape in the distinction between, first, the intellectual

() G.F. Stout, *Herbart compared with English Psychologists,’
Mind, XIV (1889) p. 1.

(m Tim. 42A, 61C, Polit. 309C, Rep. X. 477C, 580D, 81IC.

() cf. Philsbus, 159,

(% It has rot, I think, been noted that some of the latest and most
characteristic doctrines of modemn psychology and of modern physics find
remarkable anticipations in the writings of Plato and Aristotle. Modern
psychology corrects the simple view of the early experimental and
ftl:ysiologic&l psychologists (the followers of Weber and Fechner,

r example), and inzists that in sense-perception what we perceive
are, not isolated stimuli, but pattems or Gestaltem—such as shape,
movement, sire, number, and the like—characteristics which are
perceived in common by more than one sense-organ : but already in the
Aristotelian doctrine of the " common sense * (a mmudmglﬁﬂe) we
find the same insistence on the ** common or central unifying function of
scnse by which we perceive ra woud aicfyrd ie., Dumber, figure,
magnitude, movement, etc.” (Ross, Aristotis © De Senss of ds Memoria,
P- 14; see imlly Aristotle, Ds Amima, 425a, 14-30). Modemn
physics, quite indcpendently of modern ology, has reached an
analogous conclugion ! it insists that *' what physics uitimately finds
in the atom or in any other entity ™ are not isolated individual
substances, but only “ structures ™ or patterns, which thus “ becoms
for us the sole realities,” and are perceived as relatively constant or
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or theoreticat functions of the mind, and, secondly. the practical or
moral fanctions of the mind, with the emotional sometimes added as
a third division. An emphasis on the practical or moral activities
appears in St. Augustine(?); but otherwise the interest chiefly centres
in an attempt to classify what we shounld nowadays call the cognitive
rather than the orectic processes. Thus Avicenna (d. 1037) distingunished
the outer senses from the inner, enumerating five of each—the inner
senses (common-sense, memory, fancy,imagination, and judgment) being
all located in the brain. Similar classifications appear and reappear in
the writings of the scholastic philosophers; and it is with them that
the doctrine of faculties takes explicit and dogmatic shape.

Of the earlier scholastic writers, Thomas Aquinas (d. 1274) offered

an analysis of the faculties which bas proved at once the clearest and
the most influential.(*) His scheme is as follows:

Psayche
Knowledge Desire
(cogmition} (appetition)
Intellectual | Intellect Will .
Semsory | Sease Tmpuse { foncupiacible

stable beneath a changing interplay of unknown operations between,
anlmown materials (Eddington,” New Pathways im Sciemce, p. 262).
What is this but a re-formulation in more explicit terms of Plato’s
famous doctrine of €3y and i3éa {” forms™ and “ pattern-forms**) ?
No doubt, the originators of the Gesiali theory would have admitted
a continuity of doctrine, though its’ more recent advocates appear 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 Brentano; and Brentano
no doubt was greatly influenced by the classical and scholastic tradition
surviving in the Catholic University at which he taught. But the wide
acceptance today of the Gestalt theory in psychology, as of the analogons
theory in quantum physies, is the outcome, not of the plausible advocacy
of some intvitive gemius, but of experimental research and of rigid
logical deduction : for example, in psychology as in physics, the new
mathematical instrument is now the comprehensive algebra of ‘matrices’
of numbers), which replaces the older algebra of isolated
numbers, and will no doubt be in turn replaced by the ° theory of
gronps'. But what is most striking is that the two bodies of scientists—
physicists, on the one hand, and psychologists, on the other—each
largely in ignorance of what the other was doing, should have been
{orced to much the same conclusions—conclusions which to the simple
materialists of the 19th century would have seemed revolutionary, but
are in fact entirely consistent with the teaching of the older idealists.
To discuss the philoscphy of education is beyond the province of an
educational psychologist ; but he may at least be permitted to deprecate
the widespread mnotion that modern psychology (so often wrongly
identified in the popular mind with psycho-analysis or behaviourism),
=r Zur that marter malern science, must tend to promote a materialistic
view of human life and education. It is evident that the trend of
present-day psychology is in exactly the opposite direction,
() Confessionss, Bk. X, Ch, xiii o saq,

() Summ. Thool, Pt. I. Q.lxxx, Act. 2 of seq.
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Feeling {fruition) appears not as a separate fundamental faculty
but as " an (incidental) act of the appetitive power.” Duns Scotus
(d. 1308), on the other hand, following Angustine, regarded Feeling as
something separate from and co-ordinate with Desire.(?)

Both Aquinas and Duns Scotus sub-classified the intellectual faculties
along much the same lines as their predecessors; and, with numerous
minor variations, these subdivisions were preserved almost unchallenged
to the i7th century. Thos 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 ocur own time. Bacon, it may be remembered,
analysed the faculties of knowledge, and classified the sciences, under
similar headings.

Against this traditional view the first clear protest is sounded by
Locke {d. 1704). He retains the distinction between an 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 absiract
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 he lays his finger on the fallacy involved : “ We
may as properly say that the singing faculty sings, 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 Wolf (d. 1754).
Wolff sought to define and systematise the views of Leibniz and his
followers. He argues that the activity of the mind operates in different
directions, and thus displays separate faculties. The faculties of
memory, imagination, reasouning, will, and the like, are arranged by him
in a kind of hierarchical order, and discussed in somewhat dogmatic
terms, but not without considerable insight into actual mental pro-
cesses.{4)

Kant (d. 1804) was interested more in forms of coganition than in
faculties of cognition. He is usually credited with finally laying down
a clear distinction between the threefold aspects of mental life—Ikmowing,
feeling, snd willing, or, as they are now called, the cognitive, the

(} Leibniz and Hamilton reserved thes term faculty far 'active’
experiences and proposed the term capacity for the two * passive’
expericnces of fecling and fruition (pleasure and pain). As noted below,
the threefold divison was reintroduced by Kant; it has been
preserved by Ward and Stout, and so lasted to the present day. The
work of the correlational and the biological schools in psychology,
however, bas led many to recombine * conation * (desire) and * affection”
(feeling) under the single Aristotelian heading of * crexis.”

(") Essay on Human Undersianding, Book 11, :

(*} Brett, Hhstory of Psvchalogy, Vol. 11, page 260.

() C. F. von Wolfl {1679-1734), Piychologra Empirics, Leipzig, 1732,
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affective, and the comative aspects, but still treais them as separate
functions to be discassed in separate treatises. On the coguitive side,
his shasp distinctions of sense, intelligence and reason are stromgly
reminiscent of the traditional facumities, though the epistemwological
acconnt of them is piven a very different twm.

‘The popular notion of mental faculties is probably due not s0 much
totherewgmzedanthontaonphﬂmph and psychology as to the

of the early phremologists, F. J. Gall (1758-1828) and J. C.
Spurzheim (1776-1832). At the beginning of the 15th century the
study of the brain had led physiologists to regard it as a single organ
homogeneous throughout. The phrenologists: advocated a theory of
strict localisation. They split up the mind into 37 faculties. These
were separated into two main groupe—the intellectnal and the affective.
The intellectual group was further subdivided into a perceptive and
a reflective subgronp, while the aflective faculties were subdivided
into propensities and sentiments. Each faculty was supposed to
be lodged in a separate organ of the brain. This doctrine was based
on no first-hand stedy of cerebral anatomy or physiology, and was
quickly demolished by experimental wark, which showed that, so far
as processes can be localised, their distribution corresponds, not to the
so~called faculties, but to the crgans of the body to which the issuing
nesves fibres ultimately go, ie., the muscles and the several semses.

On the Continent, the doctrine of faculties was successfully attacked
by J. F. Herbart, {1776-1841), who, in this respect, has probably
influenced subsequent psychologists and educationists more than any
other man. His argument is that, once we start postolating a different
faculty for every distinguishahle process of the mind, there can be no
end to our list. Each fresh writer makes a new catalogoe, and finality .
will never be reached. Actording to Herbart, the essential proceses
of the mind are due not to the opération of separate faculties, but to
the activities of presentations—of what Locke would bave called ideas.
He distinguishes, not different kinds of faculty, but different degrees
of activity ;: and of these he names four, viz., (1) memory, (2) imagina-
tion, (3) judgment, and (4) widerstanding, the two former being of a
lower degree and the two latter of a higher degree. Nor are the
activities to be sharply distinguished. Each activity passes
gradually into another. Thus ™ hig picture of the mind is so far new
that it may be said to abandon entirely what i5 nsually called the
doctrine of faculties.” (1)

In this country the doctrine of faculties has been finally overthrown
by the work of the Associatiomists. They bave sought to show that
all forms of cognition can be described as the effects of association
working on or combining sensory elements, and have forther indicated
that much the same laws of association operate in the domain of feeling
and of volition. Thus the mind is no longer regarded as * made up of
a number of separate powers, each of which carries on its operations
with supreme indifferensce to all the rest, and as having no more organic
unity than a nomber of sticks fastened together in a bundle *. All
parts of our mental life are regarded as “ having the same fondamental
texture . This standpoint, particularly on the Continent and in
America, has been further reinforced by the endeavour to explain the
principle of association as emsentially a physiological association, ie.,

(7 Brett, History of Psychology, Vol. II1, p. 55.
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as the formation of nerve paths or nerve connections between cell-groups
within the brain. As a result, the lines of division between different
mental processes become somewhat blurred. We cannot distingnish
an act of will from an act 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 influenced most
of all by Sir John Adams’ early book on The Herbartian Psychology
(1897). He regards the predominance 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.” * Locke got rid of innate ideas ; but he could not free himself
of innate faculties. And Herbart did for innate faculties what Locke
had done for the innate ideas. I-Ie swept away for ever the whole
brood."(4)

In America the attack starts with James’ vigorous polemic against
phrenclogy. ‘* The 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 the_ears, utterances of the lips, etc.). An organ of the brain, to be
the seat of such a faculty, would be a complete brain in miniature, just
as each faculty is a homunculus deoing this or that. A science of the
mind must reduce such complex manifestations to their elements.”(¥)
Thus such arguments bring us ultimately to the point most succinctly
expressed by Ward. * There is only one faculty of the mind—attentive
consciousness : instead of a congeries of faculties we must assume a
single subjective activity which we may call attention."(?)

For educational practice, the most important consequence of this
change of view has been the progressive discrediting of the old hypo-
thesis which rested on the doctrine of faculties and by which the
traditional curriculum has largely been supported—the doctrine of
‘mental discipline® or *formal training’. If the mind consisted essentially
of a number of faculties, it would follow that education shouid
consist essentially in the training of those faculties through exercise
or discipline. But if the differences between one mental process and
another depend solely on the mental contents and not on the mental
activities, it follows that education must deal, not with activities, but
with contents. For example, if each memory is due to its own specific
association, we can no longer spsak of memory but only of memories ;
and the learning of one set of facts will not strengthen any * organ of
memory * which can be used in the learning of another set of facts,
Here 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,” the main point of popular discussion is: which is best fitted
to cultivate the mind—Classics, Science, Mathematics? The Herbartian
sweeps aside these claims, and raises the preliminary question: Do
any of them train the mind at all ? Pupils now learn poetry for the

{ Loc. ait., pp. 33, 47-8,

Principies of P.sydology Vol I, pp. 28-9.
Ward, art. ' Psychology,® Encydlopedia Bnluluu, Sth ed., val.
XX, pp 37 s soq.
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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)

The first to put the corollary to an experimental test was James
himself. 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 mental faculties. These experiménts(?) clearly
demonstrated that, whether the processes concerned were simple or
complex, the effects of special training were transferred to a far more
limited .extent than previous educatioaists had supposed. Transference
was found-to be exceptional rather than inevitable; deleterious as
well as beneficial; and apparently the outcome of processes quite
different from those which had popularly been assumed. Hence, the
problem with which recent investigators have been concerned is not
so much whether transfer of training occurs, but rather under what
conditions it occurs. The general conclusion to which most of them
have been led is that transfer of training may be most effectively
ensured when the methods or the ideals learnt during the training
period are made clearly comscious and so freed of their context (3)
The practical consequence might be summed up as follows. If the
pupil iy intelligent enongh to understand the logical techniqae involved
in a given subject (mathematics, for example}, thea we may expect a
transfer of this technique to other subjects (e.g., t0 non-mathematical
problems), when—some would say only when—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 sufficient intelligence to grasp this
abstract technique or to pursue this abstract ideal, then it may stll
prove possible to impart the correct method as a habit, bat this habit,.
being mainly vnconscious, will now be confined to the particylar con- |
text in which it has been acquired.: for such children, therefore, the
training must be incorporated in that specific subject-matter to which
they will be required to re-apply the babits later on.

In malipng thiy statement, however, one important reservation must
be added, which was too often overlooked by the early anti-formalists."

(:; Lec. cit, pp. 107, 134,

(*) The first and most famous of these investigations was that carried
out by Thorndike and Woodworth in 1801 : ‘ Influence of Improvement
in One Mental Function upon the Efficiency in other Functions,’
Psychological Review, VIII, pp. 250 at seq. The long series of researches
which followed this pioneer effort will be found summarised in Whipple’s
chapter on * The Transfer of Training ’ in the Tweniy-Ssventh Yearbook
of tha National Society for the Study of Education (Part 1L, 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 The Present Status of Disciplinary Values in
Education.

(*) “ From experiments of an exact nature and from much more
numercus rough-and-ready wunrecorded experiments which teachers
are every day making, it scems very probable that transfer can be
greatly aided by methods of teaching : in general, the rule appears to
be that any teaching which makes the pupil more comscious of how
successful resnlts are obtained is likely to assist transfer” (Godfrey
Thomson, Insiinct, Intelligancs & Characier (1924), pp. 143-5: (author’s
own italics). Cf. Nunn, Edweation : Its  Data and First Principles
(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 intellectnal processes (e.g., grammatical speech) are picked
up, a8 we say,  unconsciously ’ : they are acquired out of achool and
during the very earliest years by what may be termed *incidemial
learning . This, as is now generally admitted, cannot be explained by
mere ‘ agsociation ' ; and just as facuity psychology sank into discredit
under the blows of the associationists, so an exclusively associationist
psychology has been gradually discredited by the work of the new
“hormic® and * Gestalt’ schools. The doctrine of Gestalt is too
recent to have had much influence 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 training.

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 this linkage as purely mechanical
and physiological. One early outcome of intelligence-testing, however,
was to demonstrate that, in the intelligent activities of school children,
a purely mechanical or physiological association is by no means the
only process at work., The associations themseives may be cognised ;
and—what is far more important—the cognition may be implicit as
well as explicit. Such conscious or cognised associations are termed
‘relations ', Thus, one of the best of the early tests of intelligence
iavolved reasoning by what the teacher cally * 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 tham
numbers or symbols :—

» l "
@ " 10)(20 2..i'0X90 .......... ?

() "ABC:BCD::CDE:.......... [
Problems such as thess involve something more than the mechanical

reproduction of associations already formed : they ‘' involve (a) the
perception, implicit or explicit, of a relation, and () the transfer of
this relation to a now problem, evoking a new ides, not by association,
but by so-called relative suggestion **.{1} It will be observed that instead
of forming the association the child is required to perceive it ; and then,
instead of reproducing an old idea, the transference of the perceived
telation enables him to produce a new idea. What holds of ideas holds
also of actions: so that all transfer of training can be reduced to this
scheme ; but this scheme cannot be reduced to the effects of past
association.

Professor Spearman(?) has made these two ° neogenetic principles "—
the *eduction of the relation* and the ‘eduction of the correlate’
83 he terms them—the basis of the whole psychology of knowledge.
But although the attention of the experimental psychologist has gnly
recently been drawn to this double principle by his search for intelligencs
tests, under various mames it has been frequently mentioned by older

{*} Burt, * Experimental Tests of Higher Mental Processes,’ fownal

of Experimental Pedag L 1911, p. 101. cf. ¢d. * Expenmental
g_nvesugatigx:;. of Fon:g Training,* ?Rapod of L.C.C. Conferemcs of
m"-

(Y The Natwre of Inisliigenee & the Primciplss of Cogwition, (1923).
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. »
writers.(!} 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 ';
Spencer{®) made his double™ axiom of relations ' the basis of all thinking
and considered it to characterise the *highest form of intelligence *.
It was, however, Stout who first developed the full implications of what
be proposes to re-mame °proportional or analogical production.’
He points out that the principle involves the final surrender of the old
associationist doctrine as a complete account of intellectnal 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 terms it)
& ‘ thought-schema *. ()

Now, whereas simple relations can be clearly perceived, a complex
aystem. 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 be 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

(Y Logicians have long recognised that ** all reasoning depends on
the properties of relations.” But this view has had little inflaence on
psychology, first, becauss it has been traditionally 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 since James' emphatic pronouncements on the subject
have psychologists been willing to admit that, whatever has been the
correct view in logic, in consciousness the awareness of & relation may
certainly exist without any awareness of its terms. '

The first explicit discussion of the ‘eduction of correlates’ is to
be found in ¥ume—one of the earliest and most thoroughgoing of all
associationists. * Suppose,” he says, “a person to have become
perfectly well acquainted with ¢olours of all kinds except one particuiar
shade of blue. Let all the different shades of that colour except that
single one be placed before-him, descending gradually from the deepest
to the lightest......Now I ask whether 'tis possible for him, from his
own imagination, tu’ sapply this deficiency, I believe there are few
but will be of opinion that he can,....tho' the instance is so particalar
and singular that 'tis scarce worth our observing ** (Hwman Naturs,
Book I, pt. i, sect. 1, p. 815).

(M Philosophy of the Human Mind, Lectures xocdii-xxxvii,

) Principles of Psychology, Pt. 11, chap. vi.

4) Mind, Vol. XV1 {(0.5.), p. 50. Admnalybe Psychology, Vol. IL, pp.
78 et seg. In his earlier article he speaks of ‘ proporfional systems’
and of ‘ proporiional production "—preferring to borrow his terms from
writers on language rather than from writers on logic. In his later
book he substitutes Brown's term ‘relative or relational snggestion.’
I should prefer to speak of a ‘ mental schema * (rather than of a * thought
schema, ') to emphasise the fact that it may govern adaptive thoughtiess
action as well as processes of conscious thought. Here, I fancy, lies the
novelty : experiment reveals that *creative analogy,’ which the
philosopher held to be characteristic of the original thinking of the
genius, appears, not only in the thought-processes of young children, but
even in their adaptive actions, where the re-adaptation is immediately
carried out without thonght and even without relevant consciousness.

{(Y) Once again, the fact bad been recognised by the early association-
ists who realised that its occurrence offered great difficulties to the
associationigt theory. Their favourite instance was that of meaning ;
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yelztions (though simple) involves a high degree of intelligence, whereas’
the transference of implicit schemata (though complex) may be carried
out by young children at a very early age. A child of threes who has
heard his father hum a song in a tenor key may reproduce the tune in
his own treble voice : the tune forms a pattern which can be transferred
from the original context to a context wholly new, and that without
any special practice in the new field. A child of four, having heard 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 ”.() How long would it take a French child
in the /ycée to learn and apply correctly all the rules for changing
pronouns, adverbs, and verbs when converting such a sentence from
oralio racla to oratio obligua ? )

These familiar observations have been confirmed by numercus
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 is often an insensible training ; or, to quote the epigram of a
famous headmaster: * Education is what remains when the boy has
forgotten all he ever learnt . It follows that, in rejecting the doctrine
of formal training in its traditional shape, the modern educationist must
beware. of flying 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 was to explain why * it is not necessary that signifi-
cant names ghould, every time they are used, 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, Works, Vol. 1, p. 150, Ci,
Hume, T'reatise on Human Nature, Bk, I, pt. i, sect. 7), Again it should
be noted that the patterns may ba patterns of action as well as patterns
of ideas, A blind man who has sprained his right wrist may sign hia
name for the first time with his left hand, and the style of his signature
will be much the sams as before, although he has never used the
muscles of the left hand for writing and has never seen what his
signature looks like,

) It was apparently instances of this sort that led Stout to insist
on the importance of the process both in language and in thought.
An early discussion of the process and of its unconscious character
will ba found in M, H. Paul's discussion of “ word-combination by
maloﬁ_zg" (Principles of the History of Language, {1890), chapter V).

* lic, Book 1II, 401 D. As early as 1631 Comenius argued
that children would learn to read more quickly if they were taught
from the very outset to read whole sentences instead of associating
isolated letters to form isolated words and then associating words to
form sentences. In a dictation given to girls in Standard VII I found
that 11 out of 37 could spell the word * phagocyte * correctly although
they had certainly never heard or seen it: think of the numerous
elaborate rules that would be required were English orthography to be
taught by explicitly educed relations. It may be noted that Wood-
warth, who, as we have scen, was in 1901 a pioneer in destroying the
old notion of formal training, writes thirty years later ** the doctrine
of Gestalt has made the theory of learning more uncertain than ever *
{Contemporary Schools of Psychology, {1931), p. 182). As I see it, the
immediate problem for experimental education is to ascertain for what
pupils and for what parts of the curricolum, it is better to teach by
educing conscious and explicit relations and for what it is better to teach
by tho organisation of implicit and complex whoias.
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“because, in their search for crocial cases, they confined experimental
work largely to tasks of a simple and mechanical kind. Always there is
a danger that the stmplifications of the laboratory may omit what is
the most important ingredient in real life, pamely, incentive or motive.
Too odten the problem has been conceived, both by the theoretical
psychologist and by the practical teacher, as mevely the problem of
imparting knowledge or of forming habits ; and the emotional and
moral aspects of the procesy, or, in more accorate terms, the affective
and the copative aspects, have been ovedooked.

Even in the broader implications there is now a disposition to feel
that. the reaction against facalty psychology may have gone a little
too far. Granting that the mind is a unity, and not an aggregate of
mental powers, it is aot a homogeneons mnity, but an organisation.
Valuable distinctions, noted and perhaps over-emphasised by the
earlier classifications, are now in some danger of being lost ; and the
later potion of the mind as a simple mechanism for linking vp elements
by association, much as subscribers are linked up by the switchboard
at a centxal telephone exchange, is not only a gross over-simplification
of the facts, but fails to explain the peculiar individual difierences
obsesvable between individual pupils. It is found that certain children
may be peculiarly deficient, not in aill-round intelligence, but in some
q:aualgmupofoogmhveopmhnns—e.g_,mvmalmh:m,mmechmml
memorisation, in verbal manipolation, i

the like. Mpeculmriﬁes.whidxhavelnmstndmdsﬁtsﬁmﬂy
!mveg:mnsetnthedampuonofspeuﬁcmenm factors *, operating
over and above *general imtelligence °. Atﬁxstsn.ghtthﬁenew

“‘factors " are not umlike the old-fashioned ° faculties®. The chief
differences are that the factors are statistical abstracts, not caunsal*
entities or amatomical organs in the brain, that the lines of distinction
are relative rather than absolute, and that the evidence for them rests
on an empirical analysis of data collected by means of experimengal
tests, not upon mere armchair specalation.

‘The practical corollary is obvicss. The problem of the best methods
of teaching or training and of the best choice of subjects is to be
determined, not merely by a consideration of the peperal nature of the
mind as such, bat by a close and- first-hand study of the needs and
Iimitations of the particnlar individnals to be taught ()

() In a brief Report on Formal Traiming (Report of a Committea
by the Education Section of the British Association pre-

sented at Bristol, Awwwsl Report, 1930, p. 608} I have endesvoured to
sovrmarise the educational bearings of current psychological viewa

Mhmmm (1911) chap, VI, German
Faculty Psychology following Wolff ™ ; Sicbeck, Geschichis dor Psy-
chologie ; Eisler, Wmiﬂhlos.B:gnﬁk,s.v. " Secleovermogen.™



439
APPENDIX V

MEMORANDUM ON THE COGNITIVE ASPECTS OF TRANSFER
OF TRAINING BY DR. H. R. HAMLEY, PROFESSCR OF
EDUCATION AND ACTING DIRECTOR OF THE INSTITUTE
OF EDUCATION, UNIVERSITY OF LONDON

Dr. Ballard in his book, The Changing School (1925) says: “It
sometimes happens that one section of the educational world is torn 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
torn by controversy over this subject to-day, but, if I may judge from
the letters that I am counstantly receiving from teachers and administra-
tors, there seems to be a widespread demand for authoritative
information on this still nnsettled question. My usutal 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 experimental researches that
have recently appeared.(¥)

The pmblem of * transfer of training,’ which is linked up with that
of * formal training * or * mental discipline * has been stated in various
forms: Are the effects of mental exercise gemeral or speciic? Can
we, by exercising a mental capacity on a particular subject, strengthen
that capacity as a whole? If so, is the strength thus gained available
for other subjects or in other situations ? Can the effects of training
be transferred from one mental function to another ¢ (*) The older
or traditional answer to the last of these questions was emphatically
in the 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 belief had its effect on the
curriculum ; indeed, in large measure it determined it. Latin stood
the test because, among other things, it improved the memory and
cultivated the 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 has been
asserted, and even proved to the contrary, such beliefs are still voiced
today. In the introduction to the Report on Nafural Sciewcs in
Education {1918)(%), we are told that * As an intellectual exercise it
(science) disciplines our powers of mind and quickens 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
stated by Thorndike : * The common view is that the words accuracy.

(.E British Association : Report om Formal Tmmﬂg Bristol (1830).

(Y} Ses relerences below.

(*) In this memorandum * transfer of emotion ' from one eet of
conditions to another is not considered. Such *conditioning’ of
emotional expression is & normal accompaniment of all education.

{*) Natwral Scisnce in Education. Report of the Committes appointed

by the Prime Minister ; Chairman, Sir Thomson. H.M. Stationery
Office (1918). 13-
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quickness, discrimination, 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 upon, ;
that these elemental abilities are altered by special discipline to a large
extent ; that they retain those alterations when turned to other fields ;
that thas in & more or Jess mysterious way learning to do one thing well
will make one do better things that in concrete appearancs have
absolutely no community with it.(%)

The first murmurs against the faculty doctrine sesm to have come
from Ward and Herbart, but it was William James who made the first
attempt to tackle the problem experimentally. James’ conclusion,
which was only mildly disturbing, had the effect of stimulating others
to like endeavour. It was not until 1901, howewver, that Thorndike
and Woodworth announced the results of the first serious attempt to
deal with the problem empirically. Their conclusions.have been
described by Sandiford as * a veritable bomb-shell in the educational
camp,’” and indeed they were, not only becaunse they seemed to shatter,
at a blow, an age-long and cherished tradition, but also becanse they
led the way to a revoluntion in curriculum constxnction, The latter
consequence of Thorndike’s experimental results is seldom realised.
The general inference drawn by these workers may be given in their
own words: ‘" Improvement in any single mental function need not
improve the ability in functions commonly called by the same name.
It may injure it. Improvement in any single mental function rarely
brings abont equal improvement in any cother function, no matter how
similar, for the working of every mental function-group is conditioned
by the nature of the data in each particular case.” (¥} Others had
disposed of the ° faculty psychology ' by denying that faculties exist
Thomdike achieved the same result by takinog from facultjes their
real meaning. Henceforth all abilities became individual and spomﬁc.
That being 80, a new interpretation had to be given to the term ‘a
liberal education.’ A liberal education must provids opportunities for
a ‘liberal * number of subjects. This theory, accepted in the United
States, with lesa criticism than the importance of the subject merited,’
le for the introduction of the © unit * or * credit *
done so0 much to lower American educational
basis of these experimental findings Thomdike
-known theory of ‘identical elements,” which bas

ing to this doctrine *‘a change in one mental
function alters anylother only in so far as the two functions have as
factors identical . ents. The change in the second function is in
amount that d the change in the elements common to it and the
first.”(8) Such a conclusion seems to be demanded as a logical
necessity, for, & thare is a correspondence or correlation between any
two function$, there must be a common factor subsisting between them.

Admitting the thenry of ‘ identical elements * as an explanation of the
facts, our next questiun, and an important one, is : what is the nature

Thorndike, E. L, Educational Psychology, (1903), 11;.184
Thorndike, E. L.and Woodworth, R. S. Influence of gr::emant
in one Mental Function upon the Efficiency in other ctions,
Psychological Revisw, (1901), p 250,
{* Thomdike, E. L. Educational Psycholagy, (1903), p. 80,
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of this ¢common factor or identical element ? Is it a mental or sub-
jective factor, or is it a factor inherent in the objective situation ? In
other words, is it an element of mind or of material ? Again, in modern
mathematical language, we have to ask ourselves whether a condition
which i3 * necessary * is also ‘ sufficient ’ ? There is abundant evidence
that in this case it is not. We shall return 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 the
Twenty-Seventh Yearbook of the National Society for the Study of
Educalion(l), by Orata in his Thsory of Identical Elements("), and by
Rugg and Vevia Blair in a monograph, prepared for the National
Committee on Mathematical Requirements (U.S.A.), entitled Ths
Prosent Status of * Disciplinary Valuss ' in Education.() 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 the report of the National
Committee in very interesting, for, in addition to the summary of
researches, it gives the answers 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 some of
the most eminent mathematicians in the United States, were driven
to examine the disciplinary values of their subject as part of their
enquiry into the aims of mathematical education. This admirable
report, which is recognised in America as ’ thecharter of the mathematica
teacher,’ has laid the foundation for mathematical education in that
country which will stand the test of the mathematician and of the
psychologist for many years to come. Not the least valuable chapter
in this report is that dealing with ‘ disciplinary values in education.’
The balanced statement of the results of research is, I believe, largely
responsible for the fact that the leading American teachers of mathe-
matics have strenuouasly resisted the suggestion of the * general educator *
that the main aim of achool mathematics should be utilitarian. As
Bagley is sometimes quoted as an opponent of the idea of * transfer ’
some of his remarks may be of interest ; ** In my opinion, the possibilities
of transfor are increased by the kind of teaching that makes the student
conscious of the procedure as such, and keenly appreciative of its value
&3 & general procedure. The theory of °identical elements’ I regard
as sound-~but it is not rick in pedagogical suggestiveness, The theory

() Whipple, G. M. Ths Transfer of Traiming. 27th Year Book
of the National Society for the Study of Education, Pt. I, Ch. XI1I.
Soe also Sandiford, Peter. Edwucational Psychology, pp. 279-289, which
gives a shorter summary of significant researches up to 1928,

(") Orata, P. T. Thd Theory of Idsntical Elements. Ohio (1928},
Also Transfer of ining and Educational Pssudo-Science, M athematics
Teachker, May, 1985, p. 265.

In the first of thess works Orata gives reference to most of the
ram.r\:]hs%ssupm 1927, and in the second he brings the list of references
up to 1833,

(‘E The Pressnt Status of * Disciplinary Values' in Education,
V. ir—an Appendix to the Report of the National Committes on
Mathematical Requiremonts entitied : Ths Reorgasisation of Mathe-
m(191.3l 1% Secondary Education, Mathematical Association of America,
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of transfer through * concepts of method * and *ideals of procedure *
formijsbes a definite sugpestion for teaching. The two theories are not
inconsistent with one another; a persson who has pained an under-

inpg and an sppreciation of a procedure will pot be limited to the
‘identical elements” which come by accident; he will ssarch for
identities—for places at which the procedure may be applied.”” It is
strange that Orata, in his otherwise thorough analysis of the literature
on this subject, makes po reference to this report of the National
Committee.

As will be seem from an examination of these summaries, investigations
into the subject of formal discipline fall roughly into three classes:
those that deal with sensory and perceptual experiences, those that
deal with such mental activities as memoary, observation and reasoning,
and those that have to do with methods of teaching and the relative
disciplinary values of various school sobjects. Thorndike's eatier
investigations came within the first aof - these categories, but his
copclusions were assmmed to be of far wider application than the
results warranted, and wider, I suspect, than Thorndike himself intended.
Later ipvestigations into the more complex mental functions do not,
by any means, support the negative conclesions that were drawn from
his earlier work. Orata has estimated that in over eighty per cemt.
ofthe:maamhmpnhhshedhetwuml%landl%thuamevﬂmm
of * definite * or * appreciahle ' transfer (1} ; in neardy half of these it
conld be asserted that there was * considerable transfer.” Some of
these experiments, it is troe, may be discounted because of their fanlty
methods of procedure, and others becanse of their questionable statis-
tical techniques, but, when these less satisfactory stodies have been
eliminated, there still remains a substantial balance in favonr of formal,
training ; thﬂelscenamlyvuyhtﬂetnmppurttheamhnnm
ﬁeqnmﬂyhaardh)—da.ythatthﬁdﬂ:mnnnffmmaltmmngum
* exploded myth.* .

The general procednre followed in all these researches was roughly
the same, namely that of comparing the improvement shown by
individuals or groupe of individuals who had been set certain edm-
cational tasks. The statistical analysis of the results was not difficalt
because it involved little more than the computation of smms and
difierences. There are, however, snares even in simple statistics and
these, as I have already indicated, many investigators were unable to
avoid. The main weakmess of these researches has been the lack of
careful planping.

In most of the earlier experiments, and in some of the later ones, two
groupofmb,edsmu&dfmpurpossoimm one, the

' ar * experimental * group, and the other, the * control * group.
It was not until it was realised that the real problem was not whether
transfer of training actnally occurs, but under wkat conditions it does
occur, that the number of groups was increased to three or more. Lot
us suppose that we wish to compare the effects of a ° special * type
oftra:mngmthﬂmseaitheameptedur'mvenhmnl type.
Onrpmhimxsmton]ytndctumnewhethu‘tha special * type of
training is more efficacious than the ‘conventional,’ but also to
determine whether it is more efiective than po training at all, Therefore,
to compare any two methods of training, we have to employ three

(4 It should be noted that in thess ressarches the word * transfer *
is used in relation to many different phenomena.
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groups of subjects : the first being the * training group * which is given
‘gpecial’ training ; the second, the ’practice* group which is given
thre ‘' conventional ’ training or ordinary practice; and the third, the
‘ control ‘' grouip which is given po training at all. The omission of
this third group was a scrious defect in the early researches.

Woodrow's experiment({!} 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 af 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 modern research on this subject. -

The results of Woodrow's experiment may be stated in his own words :
" In the case of all the end-tests except one, however, the difference
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 littie 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 than one kind. There iz 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
the experiment.

The conscious application of & special method to the study of a
school subject is well illustrated by Miss E. P, Johnston's investigation
into the value of geometry as a training in logical thinking. This
experiment, the results of which were 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 conscious use of & 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 eflectively when
trained to use consciously a technique of logical thinking, and farther-
more, docs such training, more than 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
with commendable restraint: '* The data would seem to offer con-
clusive evidence, in so far as one experiment can be considered to do so,
that when pupils are taught to use, consciously, a technique of logical
thinking, they try more varied methods of attack, reject erronecus
suggestions more readily, and without becoming discouraged maintain
an attitude of suspended judgment until the method has been shown
to be comect. Furthermore, the resuits in tests of reasoning other
than geometrical would seem to indicate that such twining in logical

() Woodrow, H. The Effoct of Type of Training upon Transference,
Journal of Edwcatiomal Psychology, March, 1927,

{45840}

Q<



444 : APPENDIX V

thinking with the materials of geometry tends 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 bave quoted this passage at length because it is an admirable
summary of the results that may be expected from teaching by an
enlightened method. It is also an excellent .example of cautions
inference from data Wwhich would stand the test of more positive ¢claimg,

It is worth noting thdt 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 Independence was quoted. If it is axiomatic that ‘all
men are created equal * and * are endowed by the Creator with certain
inalienable rights,” then certain conclusions regarding the Constitution
must follow. Such references to non-geometrical illustrations are geod
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 executed research. We have, of course,
Thorndike's elaborate statistical investigations into the mental dis-
cipline of varions school subjects leading to the conclusion that * the
intellectual values of studies should be determined largely by the
special information, habits, interests, attitudes, and ideals which they
demonstrably produce. The expectation of any large difference in
general improvement of the mind from one study rather than another
seems doomed to disappointment.”(¥ The problem that we are at
present discussing, namely, the conditions under which general mental.
training may be expected from the study of any subject was not the
real object of Thorndike’s investigation. (%)

Among the experiments that have followed the general lines of those
carried out by Woodrow and Miss Johnston the following should be
mentioned : Meredith,(4) on the transfer from the defirition of scientific

{Y Johnston, Elsie P. Teaching Pupils the Conscious Use of Tech-
nique of Thinking. Maikematics Teachker, April, 1924,

(%) Thorndike, E. L. Mental Discipline in High School Studies.
Jowrnal of Educational Psychology, Jan. and Feb., 1924.

Broyler, Thorndike and Woodward. A Second Study of Discipline
ilng 21-;igh School Studies. Journal of Educational Psyckology, September,

(*) 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, Conscionsness of Method as a Means of Transfer
of Training. Ths Forum of Education, Feb,, 1927, 1 regard this as
the most significant work on the subject that has been carmried out in
this country. ’ ~
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terma to the definition of terms in ordinary daily use; Judd(Y, on the
effect of consciously formulating guiding principles of generalisation ;
‘Winch () on improvement in logical reasoning following practice in
problem arithmetic ; Coxe(®), Haskell(8), and Hamblen(®), on transfer
of training from Latin to English, following a copscious adherence to
certain methods of instruction ; Ruger(®), on the effect of developing
formulae or gemeral 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
gince the classics have often been credited with peculiar value as mental
disciplins, Hamblen's study, which was in its main essentials 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. e 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 the organisation of subject matter even when
derivative work was not given. Coxe's study related to the spelling
of English words of Latin derivation, He 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 speliing.

Ons other study not mentioned in the above list may be cited.
This is the invastigation mads 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 modern statistical analysis. The author reports that
no support was given to Latin * as an intellectual discipline serving to
extend the scope of intellectual capacity in whatever field it might be
apphed.”() I do not think the classicist need be unduly disturbed
by this pronouncement, for the author goes on to add: * These con-
clugions shouild be understood, of course, in terms of * Latin as taught *
and ' Other subjects as taught,’ with the possibility remaining that

() Judd, C. H. The Relation of Special Training and General
Intelligence. Educational Revisw, Vol, XXX VI, 1908,

% Winch, W. H. The Transfer of improvement in Reaso in
School Children. British Journal of Psycidogy. Vol, XIII, 1923,

(*) Coxe, W. W. The Influence of Latin on the Spelling of English
Words, Jowrnal of Educational Rassearch, March, 1823 ; March, 1924,
Monograph No. 7, 1925,

{") Haskell, R. I. Doctor’s Thesis, University of Pennaylvania, 1923.

%) Hamblen, A. A, Doctor's Thesis, University of Pennsylvania,
1925. Both theses deal with the effects of the study of Latin upon
the knowledge of English derivatives.

(*) Ruger, H. A. The Psychology of Efficiency. Archives of
Psvechology, 1910,

D Whelden, C. H. Tmmng in Latin and the Quality of Other
Ac:cgi;m.ic Work, Jowrmal of Educational Psychology, October, 1933,
b 497, .

£41800) : Qo
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some change in the type or method of instfuction in Latin, or some
change in the manner 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 classics.

This account of researches into the subject of Formal Training would
hardly be complete without some reference to ideals, which some
writers (e.g. Godirey Thomson and Fox) consider to be the key to the
problem of transfer. According to Thomson, ag 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.”(Y) Of the experimental
investigations into the importance of ideals, that made by Ruediger,
following an earlier stady by Bagley and Squire, on the effect of
inculcating neatness as an ideal, is probably the most reliable yet
presented. Ruediger’s conclusion may be quoted becanse there is
little doubt that, paucity of evidence notwithstanding, it is capable of
fairly wide application. ‘' Neatness made conscious as an ideal or
aim in connection with only one school snbject does function in other
subjects,” (%)

It is not easy to extract from thess researches and the interpretations
that have been placed npon the results any central concept or geneml
principle, The conclusion seems to be that transfer of training depends
apon the conscions acceptance by the learner of 'methods,” * pro-
cedures,’ * principles,” * sentiments,” * ideals,’ and schemata or patterns
of thought. The only word which emerges from these concepts as
common or generally applicable to them all is the word comscious.
OQrata, in his summary of the studies that bave appeared since 1927,
estimates that 70 per cent. of the studies support the proposition that
the effect of training is general and that, therefore, transfer takes place
most effectively through conscious gensralisation (to use the words of
Judd}, whereas about 30 per cent. may be classified as supporting the’
theory that practice is. specific, and that transfer therefore takes place
through tdentical elemenis.(*) If these conclusions are to be reconciled,
‘Thorndike's Theory of Identical Elements must be given a much wider
interpretation than that commonly accepted, As Judd has consistently
emphasised, common elements are common mental elements; they
are not necessarily common elements in the objective situations. They
are methods, procedures and ideals that are, im the Gestalt sense,
* functionally similar.” Burt has very clearly expressed this thought
in his Report to the British Association +—** Transfer of improvement
occurs only when there are common usabls elesmants, shared both by the
activity used for the training and also by the activity in which the
results of the tmaining 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 i3 more likely to be

‘ (1)14';"l_xgmson, G. H. Insting, Iniolligencs and Chavecter (1936},
PP. .

(*) Ruediger, W. C. Indirect Improvement of Mental Function
through Ideals, Educational Revisw, No. 1919, p, 364. See also Mental
Discipline, School and Society, Jan, 13, 1917,

(") Orata ,P. T. Mathematics Teacher, May, 1935, p. 267,
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nsable 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, antomatic 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 ag the best summary of our modern
views {0 bes 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 learner, 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 tbe more intelligent in the critical tests. Several of my
students heve shown this to be true, when they have been forced to
work by a rotation method with groups of unequal intelligence. If
transfer i8 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 degres of transier 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 at 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 ?
It is smisrest or enthusiasm which gives to intelligence its power. None
of the investigators to whom I bhave referred has made an adequate
estimate of the interes! displayed by his learners ; only two of them have
mentioned the subject of interest at all. Again, no one seems to have
made any estimate of the efforf put into’learning by various methods.
Yet it should be evident that the problem of formal trammg is not a
purely coguitive problem—no educational problem ever is. My main
objection to the theory of identical slements is that it is expressed in
cognitive terms and that it does not, even in its more modern form,
give due consideration to the conative and afiective concomitants of
the cognitive elements involved. In our next advance in this subject
we shall have to take much more serious account of these conative and
affective aspects of the learning process.

In all transfer there is communication. Transfer of training is not
the communication of * elements * but of life ; it is not a process but a
living process. Methods, procedures, ideals, principles and patterns
of thought are not inert entities ; they are mental experiences impreg-
pated with life. As Nunn has expressed it, in another connection !
** The prime contribution of the heroes of Science to the world's cultural
waalth is not the scientific method but the scientific life. Our business,
then,is to teach the realisation of the life, not the mastery of the method.”
The study of science, or mathematics, or Latin may be justified to a
groater or less extent on utilitatian or disciplinary grounds but its full
justification can only be sought in terms of a richer and more deecply

{Y) Burt, C. Formal Traiming. Report of a committes ted
by the British Association and presented at Bristol in 1930‘;1;’?‘; 4.

{¢1000) Q-2
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significant mode of life. Method is not enongh. This was in onr minds
when the distinction was drawn betweon necessary and sufficient
conditions.

Statements such as those made above do not, however, indicate wa.ys
in which interest may be aroused, 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 psychological digression.

Spearman has shown, in his * Principles of Cognition " that when two
* fundaments ’ (A and B) are presented to our minds we tend to educe
a ‘relation * (R) between them. For example, if I were to write two
letters O and o, or S and s, a child would say ; ** One is bigger than the
other.” Again two numbers 7 and 11 would evoke the response:
** Their sum is 18 ** or ** Their difference is 4.”" This process of eduction
may be represented by a formula A—>R<«—-B, where the arrows
express the fact that the relatiom is ‘educed’ or drawn from the
fandaments. Eduction is not merely a result ; it is also a process, The
arrows suggest more than mere eduction, however; they suggest a
tendency, a tendency to think in the direction of the relation, whenever
the same fundaments, or similar ones, are presented. For example,
having once seen that 7 and 11 lead to the number 4 by a process of
subtraction, the child will the more readily educe that relation when
the same numbers are again presanted. The armows may, therefore,
be said to indicate a certain intentional stress, 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 ita
own repetition. ‘The strength of this condition depends partly on the
intellectual ability of the person and partly on his interest in the subject.
It has been said that the problem of education is the problem of interest.
This is, of course, not the whole truth, but no one wonld doubt that
learning is facilitated by interest, Interest gives the bonds that are
symbolised by the arrows in the formula A—3»R<—B a purposive
set in the direction of edugtion. Interest, like magnetic influence in
a metallic field, gives strength to mental patterns and largely determinés
their mode 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 is inseparably boumd to them ; on the other
band, the relation may be fres, that is so fully abstracted that it may
be *intended ’ apart from its context. Lorimer calls the capacity of
the person to deal with relations apart from their fandaments as * free
intelligence.” As an illustration of free relations we may take the
inculcation of habits. One teacher of mathematics insists on neatness
in the mathematics lesson, on the ground that neatness tends to reduce
the liability to error; another teacher of mathematics achieves the
same end by presenting neatness as a desirable ideal. In the former
of these cases, neatness will in all probability be bound to its mathemati-
cal associations; in the latter it is likely to be fres, in the sense that
it will be observed in non-mathematical situations. It is not an
uncommon experience to find a child neat in the mathematics classroom
and slovenly everywhere else.

Other illnsirations could be cited from elementary problems of
learning. Most teacherm who appreciate the importance of concrete
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aids in early number teaching, also realise the danger of keeping the
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 C on triangle B and agreed
that they were alike. He was on the point of saying, ** You see, then,
that all thiras 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.(%)

Rignano gives some a.musmg illustrations of this lack of ahbility to
deal with abstract relations in his “ Psychology of Reasoning.” A
neighbour owed an old lady 12 lira but was owed 7 lira by 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
bad 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 experimental 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 bound to its geometrical fundaments and a logical system
as far as possible fres 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 differences 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 the logical relations developed from it are free and accessible,
available for use in non-geometrical situations. That is to say,

relations and relation systems are of general value in so far as they are
iree and available for use,

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

Soms years ago I made a comparative study of the heuristic and
didactic methods of teaching elementary school mathematics, The
results showed that those who had been taught by the heuristic method
were not only better able to apply their knowledge to unusual problems,
but were also much more eager to do 50, At the end of the ysar both
classes wers asked whether they had found their mathematical work
iuteresting, and, if so, why ? Those who bad been taught by the
heuristic method admitted two interests, one in the subject itself, and
the other in the method by which the subject bad been taught. One

(lé;)l)&;nsf?l&rd‘ B. A Study of AMalhematical Educatiom. Oxford,
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of the boys, better psychologist than he kmew, wrote: " The new
method cleans and expands the mind. It gives us the desire to think."
‘Where 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 anthorities I have quoted have set forth the results of true intel-
{ectual training with greater insight—a well-ordered mind, ready and
eager {0 expand.

It is unfortunate, especially in view of the extravaganut claims that
are sometimes made for the disciplinary value of the classics, that no
psychological study of classical smbjects has been made comparable
with those that have heen carried out in other school subjects. That
the study of Latin or Greek can be made a valuable intellectual discipline
few would be ready to dispute. That thesa subjects are, by their very
nature, superior instruments for this purpose is certainly open to
question.(*} The stundy of Latin may be as useless as a mental training
as that meaningless juggling with symbols: which sometimes goes by
the name of * mathematics." The question is not, whether the classics
are valuable instruments of culture or of mental training, but under
what’ conditions they can be made so. It is unfortunate that the
aunswer to this question cannot be given on the basis 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 communication of thought (%),
through the agency of languages, which though structurally different,
have cextain conceptual correspondences. If that is so, tramslation
is the communication not of word, but of thought, which in the process
of communication becomes free of its linguistic origins. But thought-
cannot be liberated until words have been discriminated and langnage
forms have been analysed, On the gultural side, classical studies are of
value in so far as they refine and enrich the mind ; on the disciplinary
side they are of value in so far as they provide occasion for what may
be called * functional thinking." The latter statement will need a word
of explanation. The word *function® may be used in two different
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 expected to perform,
without imputing to either any necessary association with mathematics,
But when we assert that * the temper of the teachar is a function of
the comdition of his liver,” we imply a correspondence between the
state of the one and the condition of the other which could be expressed
with equal precision of thought by a mathematical equation. The
variables in this case are * the tempar of the teacher * and * the condition
of the liver * and the statement is to the effect that these two variables
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.

() Fora cbmpmhensive study of the place of Latin in Education seo ;
g;.l;slstme. C.W. Latin: Its Place and Valus in Education, London,

(¥ The word ‘thought’ is here nsed generally and includes the
expression of feelings as well as ideas. :
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! Functional thinking * (¥ 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 * fanctional
thinking,' although we frequently use the word in the scientific sense,
as when, we speak of * the functions of words * or * functional grammar,’
mearing 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 betwesn 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 verbs. Could the subject possibly be made more barren and
uninspiring ? If the truth be told, as they stand, isolated words may
not mean anything, 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 until about
twenty-five years ago, when Sir Percy Nunn, in a work of real genius,
pointed. the way out. Nunn’s Algsbra(t), which is a- treatise on
! functional thinldng,” has rescued school mathematics from the crippling
offects of its own relentless logic. I bave no doubt that mathematics
taught in his way is excellent mental training, Again, I bave no doubt
that Latin or Greek taught in an analogous way would have the same
desirable virtue. .

Before Nunn’s treatiss was published, the subject of algebra was
either exiremely mechanical or extremely abstract and was almost
wholly unrelated to the child's natural interests or future needs. The
study of algebra began with arithmetical substitutions, often of a
meaningless kind, and continued through the fundamental operations,
factors and the like, to quadratic equations. Since the publication
of that work these formal exercises have given way definitely and
finally to °formulae,” *graphical representation,’ °‘variables and
functions,” concepts that are both fundamental and dynamic. School
mathematics is now based on the fundamental concepts of the subject
rather than upon the acquisition of mechanical skills in logical order.

The comparative study of the heuristic and didactic methods of
teaching school mathematics to which I have referred showed that
algebra and geometry taught from the * functional * point of view gave
much batter results with non-mathematical problem material than the
more formal teaching methods.(*) In other words, °functional’
mathsmatics proved to bs better mental training, Whether this

(') The expression * functional thinking* was first used by Felix
Klein, the German mathematician, Klsin maintaiued that training in
functional thinking given in the mathematics classroom wouald carmry
over to similar non-mathematical thought processes.

() Nunn, T. P.t TMs Teaching of Algebra, (1914); Exercisss in
Aigsbra, including Trigonomatyy, {1913-1914).

) Hamley, H. R. Relational and Functional Thinking in School
Mathematics, being the Ninth Yearbook of ths National Cowncil of Teackars
of Mathematics, America, 1934, This book gives an outline of the
course followed by the experimental group.
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superiority was due to the method followed or to the interest engendered
by that method need not at present be decided. The one seemed to
involve the other,

So far as I am aware, there has not appeared on the teaching of any
other achool subject, a work comparable with Nunn's Tsachking of
Algebra. The distinctive features of that work are that it is based upon
firm philosophical foundations, that it takes full account of the pupil's
interest and needs, that it looks backward into the past (historical)
and forward to the future (the practical needs of meodern life), and that
it iz dynamic rather than static in its treatment. It is a treatise,
indeed, not on mathematics but on mathematical thinking. I am
venturing to suggest, with considerable trepidation, that the teacher
of the classics wounld Jearn much from an examination of the general
principles cutlined in the Teaching of Algebra. He would find, without
an undue straining of analogy, that the iwo sabjects have certain
common features, Fumctional mathematics is based apon five main
logical concepts: ‘the class,’ 'order in the class,” ‘the wvariable,’
‘ correspondence * and * functional relationship,’ These concepts have
their counterparts in the study of the classics. For; corresponding to
the * variable,” which is the type or symbol of a set of numbers or points
arranged in a particnlar order, we have the * word,” which is the type
or symbol of certain perceptnal or conceptual meanings, With worda
as our materials translation from one language to another becomes &
functional process. Considerations such as’ these lead one to the
conviction that the full mental value of classical education conid only
be obtained by treating the subject * functionally.’
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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

{Prefatory Note.—It seems necessary to indicate at the outset the
rather severe limits within which this memorandum is conceived.
The four Dominjons 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
years in the development of secondary school curricula in these lands—
still more any attempt to foreshadow what ia likely to happen in the
near 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 and dissatisfaction, and each year brings news from many
quarters of significant departures from precedent,

Moreover, from even a detailed analysis of the varions prescriptions
and of the results of the examinations based on the curricula so framed,
one might derive an inadequate and actually misleading idea of what is
really happening, if the evidence were derived from the documents
alone. Long, intimate and ever-renewed contact with the working of
the schools themselves is necessary if one is to understand the real
menning of the new movements, and to estimate rightly the reforms
which would bring satisfaction. I know only South Africa and part of
Canada at first 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 first-hand knowledge of what goes on in the schools
of either country. It seemy well, therefore, to limit the scope of this
memorandum to a very general estimate of the influences which have
operated in shaping the Dominion outlook on secondary education, and
80 on the prescription and working of secondary curricula. Illustrations
from the field of practice will bs adduced from time to time, but no
attempt is here made at anything so ambitions as a comprehensive
survey of the facts.) )

1. Some Common Féaturss in Dominion Education

Hazardous as it may be to generalise I think certain broad statements
can be 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 difierences between the Dominions and the Mother Country
in this regard. In all four lands well-developed systems of education
are now functioning. So recent are they, however, in their present
form, that a considerable number of the very able administrators who
did so much to create them are still alive. It is surprising, at first sight,
that creations so modern should embody 50 conservative a spirit.
Some reasons for this will be suggested in the sequel. For the present
we have to note some outstanding features which all these systems have
in common.

They are all popularly controlled, governed by a comprehensive
body of legislation, and administered by » permanent official working,

(41000) Q-
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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 Camnada(Y),
the duty of providing and maintaining the school is thrown preponder-
antly upon local funds. Curricula are prescribed often with clpse
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 aor concerned directly for educational efficiency.
Of late years this mass-demand has taken as one of its forms pressure
for access to secondary education, and Departments everywhere have
been much concerned beth to meet the demand and to prevent it from
having the effect of depressing standards, Usually they have succeeded
to such a degree that popular outery, 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, in South Africa, Australia and New
Zealand, the Universities had a virtual monopoly of the examination of
secondary school pupils. In Canada the Departments have kept this
function in their own hands, the Universities prescribing only the subjects
of the Departmental examination in which candidates for matriculation
must pass. Recently, however, the Cape and the Transvaal in South
Africa have instituted their owa Senior Examinations. A year or two
ago New Zealand followed suit. In Australia the practice is general
to conduct the examination in ¢ach State through a Board upon which
the University is largely represented. More will be said below of
efforts to remedy the -alleged consequences of excessive University
influence in school examinations. .('Alleged’ is used advisedly, for,
the complaint is lond even in Canada where the Umvers:b.es as such
play little part in the examining.)

The general plcture then, is one of highly centralised, popularly
controlled and popularly responsive State systems, increasingly pressed
upon by equalitarian demands, and increasingly called upon both to
extend and to diversify the provision for secondary edncation that has
been offered hitherto.

But there are also mportant dx.ﬁerences and of these, since they
concesn vitally the attitude adopted towa.:ds secondary education,
something must now be said.

IX. Significant Differsnces

Reference has already been made to one of these, that which concerns
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 Canadian Province considerably more than half the cost of
maintaining schools is borne by the local School Boards. What may be
called vestigial remains of School Boards survive in the South African
Provinces (except Natal), and in New Zealand. But, elective as they
are, they have no real powers of initiative in policy nor any financial

(*) The appearance of decentralisation in Canada—with nearly
24,000 Schocl Boards, one for every 450 of the population—is largely
musory. In all that concerns the day to day procedure of the school
and the action of the teacher, the administration ia as highly centralised
as that of an Australian State where the teacher is a Civil Servant and
the whole cost of education is borne by central Government funds.
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resources of their own. In effect they are little more than advisory
bodies to the ceatral authority, and local agents to do jts 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.

Even 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 the 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 schoolsis 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 and functioning of local School Boards in
Canada does not seriously break the uniformity of the picture of central
prescription which is presented by the Dominiong, it does influence
directly the content and eflectiveness of secondary education. So
tenacious is the small local unit, so deeply rooted is it in the customs and
traditions of the people, pointing back as it does through the New
England village to the English Tudor parish {minus squire and parson),
that dll 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 I1I * Authority is a vast
organisation, .

The result is a diffusing of provision for secondary education (or at
least of authority to teach the secondary curricuium) which militates
serionsly against both efficiency and elasticity, and goes far to account
for the continuance of minute prescription from the centre. In some
pafts of Canada it i3 the practice to allow ° secondary ' courses to be
taught in one-teacher schools. It is conditions such as this which serve
to perpetuats minute and narrow prescription.

Even in the other Dominicns the same essential factor operates
though not 80 extensively and so harmfully as, in the special conditions,
it doos in Canada. The people of sparsely populated areas demand
increasingly for their children facilities analogous to those enjoyed by
their fellow-citizens in the towns, and where concentration is not feasible,
some makeshift must be provided. Not every community can afford
the elaborute system of boarding-bursaries by means of which Southern
Rhodesia solves this problem.

Facts such a3 these, operating, be it remembered, in commmunities
which are deeply imbued with an equalitarian spirit, must be kept in
mind if we are to judge fairly the practice of centralised prescription that
characterises every Dominion. If sheer administrative form be taken
s a basis of distinction among the four Dominions, Canada would
stand by itself, while Australia, New Zealand and South Africa would
constitute the ‘centralized ' group., But, as we have seen, this dis-
tinction on the basis of administrative form cuts lest deep than might
have been expected. There is another distinction to be drawn which is,
perhaps, more significant of deep-seated differences of attitude and
spirit, and may become sven more significant in the future. On this
basis the classification woyld be Australia and New Zealand in cae

{41900) Q- sz
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group, Canada and Sonth Africa in the other. ‘The first two have
developed their secondary education mainly on ‘ English * lines, the
other two on lines whick can be called * Scottish * only if a whole genus
is confused with one of its species.

In Anstralia and New Zealand, until the early years of the present
century, democratic impuise took the form of a demand that the State
shounld concern itself mainly with elementary education, at a high
level of efficiency for all, under a system s¢ planned that the child in
the connf:y ghounld be under no d_isadvanta.ge as compared with his
fellow in the town. That teachers in these landa should have become
Civil Servants; at the disposal of the Department to go wheme they are
sent, is in some degree a result of this demaxd.

Secondary education was regarded in a light which is very well
expressed by a definition of it recently put forward by the head of one
of the la.rge public schools of Australia (i.e., ¢ public®in the 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 he can
afford 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 illaminating 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 leng in such
an idea, it might also be recalled that there was the same acquiescence
in the Tnited States ‘nl:.ltll near the end of last century.

* Post-primary ' provision was made alongside the largely private
provision for * secondary * edncation, in the shape of higher elementary,
central and junior techmical schocls, The twentieth centnry was well
advanced before the State, infiuenced perhaps by the English example
of 1902, concerned itself seriously with secondary education. The
large State secondary schools and the assimilation of existing post-
primary forms to the secondary typs are a product almost entirely of
this century. Australia and New Zealand are thuos faced by a problem
of ‘ Hadowisation * not unlike that which is presented in England.
‘We shall have cccasion to note later one valuable result of this history
in that it served to secure the fixing of standards in secondary education
proper at a high level.

.. Conada and South Africa present a very different picture. A sharp
distinction between elementary and secondary as anything more than
stages in a common course of education has never been popular in these
lands. The single school providing for both levels has been the desired
and'customary type, though achools modelled on English public schools
bave long existed, and their nuombers tend to increase in recent years.
Canadian and South African systems of today are thus of the " single-
track * type, a continuous series of grades or standards grouped in
sections the limits of which are still matter for experiment. Using
American terminology we may say broadly that Canada has had the
8-4 (or 7-5) type which it is now trying to convert into the 6-3-3 type
(interposing thus the Junior High School), while South Africa has what
may be calied a 2-6-4 type, the initial 2 standing for what are known
as t;le ” a;b-sta.nda.rds." and the final 4 (secondary) tending to subdivide
as 2 + 2.
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Such a system, revealing as it does a marked social ethos, is too
narrowly described if it is called just * Scottish.” For in South Africa’
its main determinant has been the social philoscphy of the Dutch-
speaking Afrikander, rooted historically in the Calvinist Reformation
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
Revolationary War. Later, Scottish emigrants coming to either land,
found a social and religious temper which was highly congenial to them,
and so were 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 the 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 da.nge:s 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 ficod, Canada has difficulties here, since the tendency in
that country has been to construe the term ‘secondary ’ as meaning
certain cowrses of siudy (which might be pursued in a one-teacher
school or even by correspondence without a achool), rather than as a
certain type of school with minimum standards of equipment and
organisation, - Constantly increasing pressure 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
and Departments are combining to meet it by distinguishing sharply
between School Leaving and University Entrance, and by encouraging
in the secondary schools work of the Sixth Form type. ¢ Semnior
Matriculation ’ is still, in some areas, accepted as exempting the holder
from the first year of the University course, but the tendency is strongly
towards bringing the normal standard of University entrance up to
this level. The institution in Ontario of ‘ Honours Matriculation,’
like * Leaving Honours ’ in Australia, is an intermediate step in this
direction.

South Africa is, perhaps, better equipped to face the problem. There
the Education Departments do set required minima of stafing and
equipment for the recognition of schools as * secondary,’ and reserve
the right to determine the level up to which any school may work.
Also the Statutory Joint Matriculation Board exercises its powers, not
always without friction, to maintain standards both in its own examina-
tions snd in those of the Cape and the Transvaal, the two provinces
which have instituted senior examinations of their owa.

In respect of another difficulty, that of diversifying the forms of
provision for secondary education, the relative advantage as between
the two countries is reversed. Canada is better placed than South
Africa. In both the problem may be indicated as the converse to that
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with which England is faced to-day. In England we have to devise
some means of mtsgvahng. with the main structure of *secondary’
education eo0 nomins, forms of post-primary education which have
grown up quite independently. In Canada and South Africa the
problem is to discriminals diversified forms of secondary or post-
primary education (particularly for younger adolescents) from the single-
track contintum. Canada’s effort in this direction has consisted partly
in the provision of vocational forms of a secondary school course, 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
everywbere 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
offerings 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 vocaticral and technical
education. Thus a wholly artificial attempt is made to divide the
seamless vesture; or, as one commentator bas put it, the attempt is
like trying to use a ray of moonshine for a garden fence. The result
is to force the provincial schools back upon ‘academic’ courses,
and to restrict severely tbat fruitful co-operation among widely
diversified institutions which experience is proving to be so esseatial
to the esecuring of real elasticity and actuality in the devising and,
adaptation of seccndary curricula.

Moreover, South African Universities, exerting powerfu] influence
through the Joint Matriculation Board and through their deg'l_'ee
courses, bave cast an unfriendly eye upon efforts to establish genumine
Sixth Form work in the schools. The result is that schooling ends,
for all but a negligible handfil, with the passing of the matriculation
examination, and thus opportunities 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 are 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,
social ethos and administrative method which determine the general
background, in order that the spirit in which secondary curricula are
framed and applied may be get in the right perspective. We turn now
to some characteristic features of the curricula themselves.

III. Soms Geneval Features of Curvicula -

At first sight it would seem a surprising thing to say that the most
conspicuous feature of secondary curricula in the Dominions is their
marked conservalism. Buat it is true, nevertheless. The consexrvative
spirit, in spite of some appearances to the contrary, is certainly stronger
than it i3 in England. Some reasons which may account for this will be
adduced presently; the fact itseif is bornein irrefutably upon any observer
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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 Anthmehc Algebra &ngd 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 stages, but after that Physics and Chemistry, with the customary
content, reign almost unquestioned. Biology, however, is beginning
to appear, particularly in schools with an agricultural bias.

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

Latin, though 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 popils in the secondary schools of New
Brunswick are recorded as doing &tm In Ontario in 1933 the numbers
recorded as taking Latin in the ‘ Lower School ' course {Junior) are
81.524 as against English—which may be regarded as compulsory—
35,880, In the Middle School {Senior) for the same year the numbers
for Latin are 17,151. It would seem that very many puplls are studying
Latin for not more than about two years.

The State of Victoria has recently determined that Latm shall be
the first language to be taken up in secondary schools.

Some Universities still demand Latin for matriculation at least into
the Faculty of Arts, but the tendency to relax the requirement seems
to be growing. In South Africa pupils may matricalate with no
languages but the two official ones, English and Afrikaans, and there
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 relaxed,
though at least one Australian State holds a full-dress examination of
all pupils at the end of the elementary course. In Canada the practice
of examining pupils for * grade-promotion * in the secondary stage is
dying out, and in Ontario and the State of Victoria much progress has
been made in the * gccrediting © of schools for matriculation purposes
80 a3 to dispense even with the matriculation examination. Tentative
moves in the same direction are being made elsewhere.

Bat, in general, the official examiner still rules the scene with a
rigour of standards that is stil! commendably high.(*) And the practice
is quits common of indicating passages in a prescribed text-book
which are * not required for examination.” It is to be feared that,
in some parts of Canada especially. the study of * Science * consists
in mot much more than learning certain essentials from a text-book.
The examination is often the only means of guaranteeing that there
has been serious study at all, and it is inevitahle that, on the ¢ne hand,
modes of study should adapt themselves to ths recognised modes of
testing, and that, on the other hand, prescriptions by authority should
behaddmw:tbtheexmmhonmvmw It is only in the more

(!) Thoogh there are some indications that a kigh standard in the
mtnkngot;mpusmno:ahmysummpnmedby;hxghmndudd
tarking.
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and densely-populated areas that experiment with more
flexible forms of gnarantee is at.all safe or even practicable. Yet the
man on the land, lxtﬂe@sposedtu{megohasnghts.demandsafmr
ehannofothmthﬂd:m.mmoteﬁumthelargeemmasﬂwymaybo.
In such circumstances nniform prescription and wniform examination
assume the character of the equalitarian instroment which they so
often are.

A *halfway ' examination at the end of a stage (usnally two years)
which"is variously cailled Junior or Intermediate or Lower has a place
in three of the four Dominions. In Aunstralia it comes appropriately
at the point where the clder post-primary courses ‘ engage * with the
system both of the newer State secondary and the earlier private
secondary schools, Transfer to a full secondary schocl on the com-
pletion of a Jumior {or Intermediate) stage appears to be commmon in
Australia.

In South Africa where there is mo post-primary system parallel to
the lower stages of the secondary, the junior examination tends to fall
mtod:.sme.exceptasaﬁnale:ammatmniorpnpﬂswhodonotpmpose
to go beyond Standard VIIL

In Canada, by reason of the working of the traditional 8—4 system,
the Grade VIII, or High School Entrance Examination, has discharged
thefmcﬁmafa]umorexammatmn. With the introduction of the
6-3-3 plan and with it the Junior High School, Canada is moving
mearer to the Australian pattern.

Everywhere Junior curricula are somewhat closely prescribed, with
a very narrow range of options. Further, the desire to have a comunon
Junior course, and the dificolty of meeting varied needs in a sparse
population, involves sometimes undue postpototworkin foreign
languages. In at least one Canadian province a plan is abont t6 be pot
mﬁoeﬁectwhﬂebythehnguagemmtbebegnnunt:l(;ndex.

At the seniar level the apposite d).ﬂicu]tyansa. that of a considerable
variety of options to be equated in a common certificate. New South
‘Wales, for instance, it would appear, has tended to reduce the value of
its certificate as a guarantee of general education in the effort to cover
a wide range of options in one examination scheme_(1)

Canada endeavours to organize distinctive curricula such as Academic,
General, Commercial, Agricultural and- Industrial, and to mark the
certificate accordingly. Everywhere, however, in spite of all that has
been done, the pressure is toward the academic form, whatever the
more direct needs of the pupil may be. Aunstralia, perhaps, has gone
farthest in tbe successiul enconragement of courses other than that for
matricalation.

Generally then the conservatism that has been noted as a conspicuous
quality of the practice of Dominion systems of secondary education
refuses to yield. Efforts to relax the rigidity of prescriptions and
examinations, to emancipate teaching, and to heighten relevance and
actuality in studies generally, have met with only a limited degres of
success. Ome would suspect, therefore, that there must be operating,
to produce such temacity, ceriain powerful factors inherent in the

(%) See “Secondary Edncation in New South ‘Wales,” by W. J. Elliott,
Educational Research Series No. 38, Australian Council for Educational
Research, Melbourne,




APPENDIX VI 461

situation in which the Dominions find themselves. This does a.ctua!ly
seem to be the case. Something in the very situation of a ‘new’
country forces it to cling to established wgys with a quite special
tenacity—at least in education. It may be worth while to snggest very
cursorily some of the influences which may be contributory to an effect
so different from what might have been expected,

In the first place, operating with overwhelming power in the formative
stages of Dominion history, there is the great force of cultural self-
respect and cultural loyalty. The danger that children brought up in
the new land may fall below the cultural 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
ag 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 so one must resist all risky tinkerings with the respectable and
time-honoured in the curriculum. The powerful influence of the Uni-
versities bas been very strongly exerted in this direction, and it has been
reinforced by the influence of immigrant teachers—not from Britain
alone—~-whe from vanity, pre]udlce, 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 pattern finds pre.
scriptive powers enough to maintain itself, Foralongtime, 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 schocling are both expanding rapidly, the
difficully becomes acute. Hencae the task of maintaining standards
and of holding together the essential strocture 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 burcaucratic 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
sorvice that was performed by the martinets is not always fully
appreciated.

The influeace of the professions, desiring to have a qualification that
would be recognized in other lands, has worked in the same direction.
S0, too, has a very general aversion from the large multi-bias school
that is so common in the United States. The * academic ' tradition
has thus been kept clear and free even in Canada, where, although there
are some large High Schools, the great central core of traditional stadies
has been kept largely intact, * Technical * education, even when pro-
vided by the same authority as that which provides secondary, has
usually been treated as & thing apart, and secondary schools bave sniffed
at it even more forcibly than have those in England. In Canada,
where the Dominion Government provides much of the cost of technical
education, and in South Africa, where the Union Government has the
rights of control, there are additional factors making for segregation,
No one c¢an doubt that, in the long runm, it is secondary rather than
technical education which suffers more from this detachment. Where a
school for edolescents works with a cwriculum baving a vocational
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colour, the:eisacuriousave:sionﬁommllingitsecondaryataﬂ.
Even if the title * High School * is conceded, it muast be preceded by a
qualifying epithet as thoygh to save the purity of the real thing. Itis
a Technical, Vocational, Commercial or Agricultural School rather than
just plain secondary. In South Africa a claim might even be raised
for transferring such a school from the control of a province to that of
the Unior 1

‘Thus do elements which might enrich the normal secondary curriculum
come to be regarded almost as a kind of contamination, so that culture,
it would seem, is to remain unhandy, and practical skill to be considered
uncultural. Not until the Dominions feel fully assared of the security
of the replanted culture in its new home, and more clear than they are
to-day as to the distinctive qualities of their own culture, will they feel
it safe to break down this curions segregation.

It may be relevant to add that the Dominions are still dependent
upon Great Britain for much of their current literature and for their
ideas about science, thongh everywhere there are signs of a growth of a
native point of view, and of native cultural products. The influence of
the United States is growing, as is to be expected in the nature of the
case, but ever in Canada it has made very little impression on the
central tradition of the secondary curricula. This is due, no doubt, not
so much to influence directly exerted from Britain, as to strong per-
gistence of the old ‘ Loyalist * attitude towards culture, brought mainly
from New England after the Revolutionary War.

"IV, Conclusion

The general 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 npon secondary curricula.
Perhaps it is to be expected that this-disposition would find its strongest
reflection in the History courses. In some parts of Australia there is a
tendency to restrict History teaching proper to British and Australian
history. PBut genexally there is strong evidence in the courses provided,
especially those for the later years of the secondary school, of a desire
to send pupils out with a well-compacted knowledge of modern history
as a whole. The intention is evidently to equip the adolescent with the
necessary historical keys for the interpretation of the modern world
as viewed from the standpoint of his native land. Canada, in particular,
has devoted mmch thought and experiment to the task of selecting and
organising relevant historical material for this purpose. The subject
appears usually under the heading of * Social Studies,” and includes
some civics and ¢lementary ecopomics. But the material is mainly
historical. PBritish Columbia, in particular, has worked out elaborate
schemes for the presentation of history in a series of ' units * designed
to shape a balanced perspective. English teachers might learn much
from such schemes, especially those teachers who are dissatisfied with
what they regard as the undue provincialism and limitation of some
English schemes of teaching.

Canada, too, has gone far in the development and wse of school
librarigs, and this will, in due course, react on the still-continuing
disposition towards minute prescription of studies in literature.

Some Australian States are experimenting with Economics and
Economic History as secondary school courses. One even allows for
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Logic! 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 pressyre 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 has its responsibility
also for, frequently enough, the administrators are ready to move but
public opirion 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 even 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
science increased. Above all the course in English should be improved
by baving less formal grammar and more practice in both speaking and
writing, a wider range of general reading, a less intensive study of prose
and poetry, more extensive reading for enjoyment and appreciation.”

The writer of this passage may have been influenced by the achieve-
ment of a neighbouring province which, aftér exhaustive study, produced
a stout handbook of over 600 pages, giving not only courses of study
primary and secomdary, but much admirable advice to teachers, and
much enlightened comment oa 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 * curriculum has upon arts and crafts in the school. Expense
and the large number of small schools interpose serious obstacles in the
way of refoim, but neither is so serious as the swollen state of the
" academic ' subjects, fed as they are on a diet of examination prestige,
and encouraging, as they tend to do, an over-valuation of facile verbalism.

Such work s is done in the arts is apt to be perfunctory, formal and
old-fashioned, though thers are schools in Canada which are doing
really distinguished work in art and music and drama. Speech, on the
whols, is seriously neglected, and all the emphasis on physical training
Beems to issus in more vigour than grace. Genuine and significant
artistic movements, such as are gathering strength in Canada and
Australia for instance, seem to have littls or no connection with the
schools. But the ferment of dissatisfaction is working, and the Anstralian
Director of Education, recently returned from England, who gave
utteramce to the following downright opinion, would, doubtless, find
his opinion echoed by colleagues elsewhers in the Dominiops. He is
reported as having said :—" I doubt if one pupil in a hundred in the
schools of Britain could pass our Scholarship Examination at the age
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of 13} years. But these same boys can draw plans of a reasonably
complicated article, make it out of wood, hammer it ont of bronze or
some other metal, carve or otherwise form on it some neat design, which
has been previcusly 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 furniture
in the rooms of a house or flat, model in clay and fashion toys. Both
boys and girls at 13§ have, in the great majority of cases, a good know-
ledge of science acquired practically, and experimentally. No cne will
deny that slill 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
guestion.”

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 consequences of a too-hasty casting off of a dependence
which they feel rather than openly admit. Thus they have not yet
faced squarely the question of Latin, to discover what specific value it
can have for them in their special sitnation, and how it should be taught
and handled to achieve that valuge. Up to the present the disposition
has been one either of drift or of nncritical orthodoxy. There are signs
now of an awakening to the essential task of re-interpretation. 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 one of conservative acquiescence in a
tradition, the tradition being maintained by a rather rigorouns use of
prescription and examination. But the days are coming when the
Dominions, each in its own peculiar situnation, so different from that of
the Mother-Country, will fegl ready to offer and to take firm stand upon
.that variant reading of Western culture which, with an increasing ’
awareness of what they are doing, they are now workmg out. For the
present the initiative is still with Britain ; Britain is still the land of
intellectuat and educational adventure, one of ** those tradition-ridden
centres where men are adventurounsly thinking * of which an Australian
writer speaks. But it will not always be so. Interchange will, at least,
become more equal, and there are abundant signs that this new epoch is
beginning. The creative possibilities of British education can no longer
be adequately known by concentration solely upon what is achieved
in this country.
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