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Preface. 1

During the past quarter of our century few subjects
have recelved the amount of attention which education has
attracted. A variety and multipllcity of books, magazines
and articles have been devoted to the educatlon of young
America as never before, And this flow is by no means abated
today. Educators and educationists are still exerting them-
selves to lmprove our schools and educational systems. New
plans or modifications of old plans are steadily suggested.
Somme writers receive considerable attention, others very
little. Among those who recelved such attention 1s Dr.
Ellwood Patterson Cubberley. Because of this attention and
Cubberley'!s prominence in educational circles, the writer of
this essay decided to make a critical study of Cubberley's
educational doctrine in order to evaluate it in the light of
Thomistic philosophy and Catholic doctrine especially as
manifested in encyclical of Popc Pius XI on Christian

Bducation of Youth.

The writer does not pretend to discuss all the
varied aspects of Cubberley's doctrine as contained in his
voluminous writings. The study will be limlted to fundamontals.
That 1s, Cubberlev's fundamental principles which form the
philosophical basis for practical suggestions will be present-
ed., This will be done in Chapter II of this essay. Thls
chapter will be divided into four paragraphs devoted respect-

ively and in order to: 1) Cubberley's Objectives and Alwms
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of Education; 2) Cubberley's Gonception of Education; 3)
Cubberley's Administrative Suggestions; 4) Cubberley's
Doctrine on Rights and Duties. The third chapter will be
devoted to the evaluation of Cubberley's thought in the order
of presentation of the preceding chapter with the exception
that administration and rights and duties will be dealt with
Jointly because of their close and necessary relation.
However, before discussing Cubberley's doctrine, a
brief biographical. sketch will be presented to give an idea
of the man and his far ranging influence in American public
school circles. The purpose of this study is not to contest
the fact of his fame, but to determine whether the quality
of his doctrine is such as to merit the attention of students
of education. In other words, does Cubberley expose a sound
doctrine which will be a safe gulde for teachers and officers
of education? i1l hls doctrine if put into practice result
in an improvement of education as its author pretends it
would? In finding the correct answer to these questions lies
the entire valuc of this study. In ns much a2s the author
succeeds in answering these questions this essay will be a
contribution to the study of educatlion and an ald to those
who might want to study Cubberley's writings snd adopt his
doctrine. Due precisely to the fact that Cubberley is widely
known, it is Important that the studemt have avoilahle a study

which critically evaluates his doctrine in the 1i;ht of sound
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philosophical princi»les and the teachings of the greatest
educator on earth, the Catholic Church.

The author wishes to acknowledge his indebtedness
and express his gratitude to all who have in any way contri-
buted to this study and especially to Reverend father Roméo
Trudel, O.i.I., Dean of the Faculty of Philosophy of the
University of Ottawa, for his advice and helpful suggestions
as well as for the careful reading of the mesnuscript.

The writer also wishes to thank hls Provincial,

Very Reverend Father Alphonse Simon, 0.0 ,I., for the op-
porturitv to make thils study and for the encouragement gen-
erously given during the course of the study.

Thanks, are likewise extended to other Brothers-
Oblates for their encouragement and for their willingness
to shoulder extra work while the writer was devoting himself

to this study.
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CHAPTER I

Cuvberley's Life and Inflluence.

The life of Ellwood Patterson Cubberley 1s the story
of a small town boy rapidly rising to positions of influence
in the field of Zducation in the early years of manhood. It
is also the story of a young man who would not settle down ®
attractive and lucretive positions until he found one in which
there was limitless opportunity for work and influence in a
relatively undeveloped field, the field of educational
administration *

Cubberley was born in Andrews, Indiana, in 1lc68, His
father, a druggist, wanted Ellwood to prepare himself to take
over the thriving business. But the boy was interested in
larger filelds than the buylng, neatly arranging on shelves
and the selling of drug store 1tems. wWhen only seventeen the
young man refused the opportunity to join a relative in a
prospering Chicago business, Although he accepted executive
positions in his early manhood, he soon left them to entspe
in scholarly and scientific pursuits,

At the age of twenty he accepted the position of
county school teacher in rural school in Indlana but left
this a year later to go to college. During his senior year

at Indiana State University he becamec a close assoclote and

1 Information for this chapter except where stated
otherwise, was drawn from !'.R, Benjamin, "Ellwood Patterson
Cubberley - A Blographical Sketch", llodern School Administra-
tion. John C. Almack, Editor.
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friend of the president of the University, Dr. David Starr
Jordan, Dr. Jordan chose Ellwood Cubberley to accompany him
on his weekly week-end lecture tours. This intimate associa-
tion with the great university president seems to have definit-
ely influenced Cubberley to orlentate his efforts toward
scholarly pursuits in university teaching and adminlstration.
After obtaining his bachelor'!s degree he spent only
a few months as Instructor at a small college. In 1891 he
began his university career at Vincennes University and after
only two years of professorship was asked to accept the presi-
dency of that institution, He was recommended for the position
by his friend Dr. Jordan because Vincennes University was in
need of a capable, vigorous, enterprising man. Its finances
showed a deficit; it needed educetional reorganization as
well as improvement in sdministration. In three years Cubber-
ley accomplished his task of putting the University on a sound
financial basls showing no deficlt. He had reorganized the
administration and enlarged the scope of the institution.
Cubberley could have settled down to a relatively
carefree 1life, but once the job for which he had been called
was done, he again looked for a larger field of action., This
time his desire for bigger things carried him to the Pacific
Coast. Again it was Dr., Jordan, now president of Stanford
University, who was responsible. He personally asked Cubber-

ley to accept the superlintendency of the San Diego public
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schools. 'This was not an attractive offering. !any capable
men with less courage would have refused the position. Cubber-
ley saw in it an opportunity to improve an educational system
dominated by a political faction which was trying to bully the
school board into appointing a political favorite not at all
qualified for the position. The school trustees refused and
appointed Cubberley. Immedistely he was in the midst of a
legal fight., The political faction claimed the school trust-
ees hed no power to appoint a superintendent and had Cubberley's
salary tied up. I'othing daunted, he proceeded with his work

of reorganization, which was badly needed, and in the end
defeated the politicians in court. This 1s the first instance
in which Dr. Cubberley openly challenged political control of
education. His experience in San Diego probably gives us the
reason for his lifelong iInsistance on the independence of
education from civil government as a fundamentsl principle for
good education. In most of his books he insists on the need
of freedom from all politics to safeguard the true interests
of education.

Once Cubberley had won his fight W th the political
faction of 3an viego and had established a smooth running
edministrative machinery he again felt hls energy cramped.

To keep the machinery running was not enough to satisfy him,
It was in the next position offered to him that he found the

opportunity for scholarly pursult and a wide fleld of influence.
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This time 1t was Stanford University that was having trouble.
It had able professors in its department of education but
organization and co-ordination of courses were lacking.

Again, Dr. Jordan, president of Stanford, called on
Cubberley to become professor of education and acting head
of the department, Two months later he became executive head.
This was in 1898, Cubberley was just thirty years old. Dr.
Jordan gave him three years to put order into the department
and to "make education respectable"., He accomplished the
task but this time he dld not desire to move on to a new post.
For thirty five years he stayed at 3Stanford as professor and
administrator in the fleld of education. When the department
of education was made a school of education in 1917, Cubbérley
beceme its dean and held that office until his resignation in
1933.

When Dr. Cubberley took hils position at Stanford the
field of education was still undeveloped. Columbia was the
only university in the world offering graduate training in
education. To be more effective in developing the new field,
Cubberley obtalned a leave of absence from 3tanford to obtain
his master's and doctor's degrees at Columbia. There he was
recognized as an outstanding man in educatlon and given an
honorary fellowship in hls second year of graduate study.

Many courses in education owe their origin or develop-

ment to Dr. Cubberley. Almost every one of his books 1s an
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outcome of the courses that he taught at Stanford. In 189G
he started a course called "Theory and Practice of Teaching"
and continued 1t until 1920L. 1In 1925 Cubberley published

the course under the title Introduction to the ostudy of

EBducation. His courses in the history of education resulted

in Syllabus of Lectures on the History of Zducation, Changing

Conception of HEducation, Public Education in the United Jstates,

A History of Bducation, as well as two source booirs of

Readings.

Though he devoted much tlme to these courses, a far
greater amount was gilven to administration courses. 7is
books on administration attest to his work in that field. But
teaching at Stanford and directing its 3chool of fducation are
only a part of his extensive work., “hile holdin~ the office
of dean at Stanford he also taught at Illarvard, University of
Chicago and at Golumbia, In 1913, 19214 and 1915 he directed
the school surveys in Portland, Butte and .alt Lake City.
In 1915 he worked on the Oakland financial survey, in 1021
he was secretary of the Californla special legislative commit-
tee; from 1920-25 he was member of the advisory commlttee of
the Commonwealth Fund; in 1924 along with Professor Jesse 3.
Sears, he lssued a report on the Cost of Kducatlion in Callf-
ornia. All this activity shows Cubberley wns considered an
outstanding leader in education and accordinsly in great

demand. Offers of superintendencies, deanships and presiden-
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cles came to him from all parts of the country but he never

left his post at Stanford becaugg7ﬁg found a boundless

opportunity for scientific and scholarly work in the field

of education. Literally hundreds of future teachers and

sehool administrators received tralning from him, Clyde .

H11l says of him: "He more than any one else, through his

scholarly research, his extensive and effective writing and

his brilliant teaching, has determined the standard of

preparation for school administrators throughout the country". 2

And John I'. Norton says: "His publications in the field of

school administration have served as educational bibles for

hundreds of school executives", 3
Besides his own publications which form an imnosing

1ist, Cubberley was slso responsible for the editing of many

more volumes: The Riverside Textbooks in Education. These

books were wrltten by professors all over the United States.

As would be expected the baslc doctrine in these books is in
agreement with Cubberley's writings. Though Cubberley was

the editor of these books 1t is remarkable that the authors

do not ocite Cubberley to corroborate their statements. Further-
more one will look in valn in books of education for citations.

Authors do include his books in their lists of selected read-

2 C,M., Hill, "Trends in the Teaching of School Ad-
ministration”, School and Society, 38 (1938), 38.

3 J.XK. Norton, "Ihe Profession Fonors a Great Leader",
Journal of N.E.A., 22 (1933), 44.
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ings but they do not quote them. This see:s to Le a strange
phenomenon when we know that he was held in high esteem in
educational circles. This fact does not seem to correspond

to his fame. However, an adequate answer to the problem lies
in the fact that Dr. Cubberley himself held the conyright to
his books and did not allow others to quote him, 4 This seems
to be the only reasonable and at the same time satisfactory
answer,

A search for eritical evaluation of Cubberley!'s
writings reveals almost nothing. ©No one has apparently made
8 serious attempt at doing so. Besides Harold Benjemin's
blographical sketch from which most of the details for this

chapter were drawn, School Executlves Lingazine gives a brief

portrait of Cubberley as a noted "administrator, teacher,
author, editor and educational statesman".

william G. Carr has made a very general resume of
Cubberley's writings, We says Cubberley taught us three
great lessons: 1) that uneducated cltizens are a public peril;
2) that the needs of the twentieth century are such that an
education which was thoroughly adequate in the sixties or
elghties would be utterly inadequate today; 3) that teaching

1s a productive occupation. 6 In thls resume we find no

4 This explanation has only the value of hearsay.
The writer of this essay mentioned thils stranpge fact to a
professor in an American university ond received from hin
the explanation as stated here,

5 School iixecutives lMagazine, 52 (1932), 92.

6 Cf. 7.G. Carr, "Ellwood P. Cubberley: I'is essage
to America", School and Society, 37 (1933), 73 .-740.
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criticsl evaluation of basic principles,

Norman Woelfel has devoted a few pages to Cubberley.
In those pages he presents not so much a study but some
conclusions of a study. After an analysis of Cubberley's
viewpoint he concludes that Cubberley places his ultimate
falth in Christian religion to safeguard our ideals and to
promote prosperity in the increasing complexity of modern
socliety. At the saﬁe time Woelfel asgserts that Cubberley
puts his falth in the public school system to assure social
progress, How these two faiths can be reconciled 1is not
evident nor does "Woelfel offer any explanation how faith in
Christian relinion agrees with faith in the public schools
from which relicion is banished or at best holds a minor
secondary place. He mentions Cubberleyt's ultimate aims in
education as socisl efficiency and the welfare of the
atate, 7 Demand for more and better gualified experts and
for greater centralization of administration, rejection of
mental discipline end memoriter learning, demand for training
in attention and guidance of thinking, falith In standardized
intelligence and achievement tests to make teaching more
definite and to check efficiency, all these "oelfel mentions

8

as belonging to Cubberley. Joelfel also pretends to present

7 ¢f. N, Woelfel, oulders of the Americsn .'ind, G§53.
8 ¢f. Iobild., 65
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an "Interpretive Criticism" ® which is largely not a criticlsm
but merely a repetition of ideas expressed in the analysis.

He offers no criticism of Cubberley's objectives or of his
centralization tendencies. Throughout there is nothing cons-
tructive and no adverse criticism based on fundamental prin-
ciples. So in all that has been written about Cubberley and
his doctrine there is nothing really pertinent to the study
which will be attempted in the following pages.

No adherent to Catholic principles of education has
attempted a discussion of Cubberley's doctrine. At a time
when there is considerable discussion about the efficiency
of education 1n America and much agltation for better schools
through reorganization of administration it is important to
examine the works of a wrlter who has a national reputation
a8 a school administrator. It 1s particularly important to
determine the basic principles which are prompting the organ-
1zation or reorganization proposed by such an author, namely,
Dr, Cubberley. If his philosophy 1s sound, the proposals
which logically flow from them wlll ultimately lead to better
and more efficient schools and therefore his ideas should be
commended. Paulty basie principles, on the other hand, will
certainly lead to bad results sooner or later. Possible

errors in fundamentals should be pointed out especlally when

9 Cf. Ibid,, 168-171.
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they occur in the writlings with the influence such as
Cubberley's, It is hoped that this study will be of some
ald to anyone seeking an evsluation of the fundsmental
tenets of Cubberley's doctrine which Influenced his practic-

al suggestions.

000000000000000



CHAPTER II

Cubberley's Doctrine

The purpose of this chapter 1s to point out and to
bring together the more important parts of Cubberley's
doctrine on education, His more fundsmental views which
loglcally form a basls for other ideas and suggestions will
be presented first, Thus, it is hoped, a fairly complete
Picture of Cubberley's doctrine and its various parts will
be obtalned, as well as the logical connection of these
parts, as far as logic there may be.

when a person attempts to define or describe some-
thing, very often he flnds that he cannot do this to satis-
faction without reference to other things. Thus, for
Instance, we cannot give a complete definition of the eye
without referring to the purpose of that organ. We cannot
fully define a fish-hook without reference to fish, to 1its
purpose of catehing fish,

This fact becomes even more appearent 1n the case of
actions or s group of actions, a process. BEvery act or
process necessarlily has a pufpose, necessarily tends toward
en end. Or, to use more ﬁodern and educational termlnology:
every act or process has an objective or aim. Now, education
or educating i1s a process, a long serles of acts. Therefore,

to state & platitude, education has an objective or objectives.

we ceannot fully define the educating process without including
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these objectives or aims,

For thls reason, we shall first treat about
Cubberley's objectives and aims of education before we
try to explain his conception of the process of education.
The present chapter will be divided into three sections:
1) Cubberlsy's objectives and aims of education, 2) his
conception of the educatling process, which is the primary
means to achieve the objectives, and 3) the organizationsal
and administrational means which he suggests to achiieve his

objectives and aeims,

A - Cubberley's Objectlives and Aims,

The most significant change in education in the
United States 1s probably the change of purpose. The change
that has taken place was, as will be seen later, to & large
extent a change for the worse.

Barly educational efforts were dominated almost
exclusively by religious purposes. To a large extent early
settlers came to America to enjoy religious liberty. From
the very outset the individual sects were concerned about
educating youth in the belief of their parents. '"Indeed,
at the beginning of our educational history in the Unilted
3tates, all our common schools were denominational, and our

colleges were practically seminaries for training of candld-
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ates for the ministry". 1 The chief purpose of teaching
children to read was to enable them to read the Bible.

"The 0ld Deluder, Satan, Act", a Massachusetts law of 1647,
shows this quite clearly. 2 Four years earlier Harvard
College, now Harvard University, was founded. One of the
main reasons for its foundatlon was "to advance Learning
and perpetuate it to Posterity, dreading to leave sn 1111t-
erate !'inistry to the Churches, when our present Ministers
shell lie in the Dust" 5.

This concern about educating of the young for member-
shiv in the Church and the perpetuation of a learned ministry
was very much the same in all colonies, iIn New England, 1n
the Dutch colonies, in the German Lutheran settlements in
Pennsrlvanla, In the Angllican colonies of the South and in

4 For the llew England

the Catrolic colony of laryland.
Purltans and Calvinists education was an affalr both of the
church and of the state 98 servant of the church, while in
most of the settlements inbterference by civil suthority was
resented 5. The first general laws regarding education, the

Massachusetts laws of 1642 and 1547, were enacted by the state

1 O'ponnell, chsrles L,, ‘he rhilosophy of Cathollce
Bducation, 6. C.. also, ..¢. Cubberley, Fistory of .ducation,
357,

2 ¢f., B.f., Cubberley, Readings in Pistory of Education

299.
3 Ibid. 2¢90.
4 cf, E.f. Cubberley, Illistory of hducation, 373-87.
5 Cf. Ibid,, 364 and 3575,
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as servant of the Church 6. Thether civil government entered
the educational realm or not, the chief objective of educatlon
in Protestant colonlies was to enable everyone "to read the
Catecnism and the Bible, and to know the will of the
Heavenly Father" 7.
Both the instruction iIn and the supervision of them
(the carly schools) was religious in nature and their
purpose was almost wholly to teach young people how to
read the word of God and to fit them for a religlous
life within the church under whose control the school
was maintained 8,

Elementary educatlon sought primarily to insure the
intelligent reading of the Bible by all; the grammar schools
and colleges, going a step further, aimed at providinz learn-
ed ministers in church and state.

Not until the second half of the eighteenth century
did these prevalling conditions change. By that time
religious interest had waned throughout Protestantism but
especlally in America. The religious purpose of education
ceded ground to new pufpose of "prevaration for life in the
world herc" 9. 30cial, pollitical and economic factors more
and more came to the fore and demanded greater secular learn-

ing than America had known. Commerclal end industrial demands

paved the way for a distinctlvely Amerlcen institution, the

6 Cf., Ibid., 365-366 end E.P. Cubberley, State School
Administratlon, 5-6.

7 Ibid., 374.

8 E.P. Cubberley, "The College Hducetion and the Super-
intendent of Schools™, 3chool and Societ 17 (1923), 539.

9 Cf. L,P., Cubberley, History of Education, 437-439,




Cubberley's Doctrine 15

Academy, with a curriculum designed to meet practical secular
needs., Though the Academy was 8till deeply rellglous, such
subjects as algebra, geometry, history, geography, music and
other llberal arts and sciences held a prominent place 10.
The Academy movement grew in momentum throughout the latter
half of the elghteenth century. As time went on they
incereesingly devoted themselves to studies preparing for
business life and the rising professions 11. They continued
in favor and prominence until the appearance of free, public

state supported high school 12

. The academy marks especially
the transition from the religlous ecclesiasticism of the
early colonisl schools to the secularized school of the
present day 1°. Running parallel to this transition 1s the
transition from the private or church-control ldea of schools
to the State~control and State-support ldea. The change in
interest and aim from relligious education to secular education
brought about this second transition.

Besides the growth of industry and business, and the
ever growing population of citles, the extension of full man-
hood suffrage was of special significance in changing object-

ives and alms of education. "General education” for all and

"eivie virtue" were looked upon as an absolUte necessity for

10 ¢f. Ibid., 463-464 and 697.

11 ¢f. E.P. Cubberley, Public Education in the United
States, 250.

12 Ccf. Tvbid., 230-251.

13 Cf, BE.P, Cubberley, FHistory of Bducation, 657.
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true civil and political frecdom under our democratic form
of government. Publlie men and workingmen alike voiced this
need and clamored for free education as a natural right 14.
Less and less interest was taken in religlous sectarian
education. Horace Msnn, as Secretary of the Board of Rkd-
ucation in Massachusetts precipitated a fight on the question
of sectarian educatlon by advocating the complete exelusion
of any sectarian teaching from tax supported schools. "This
battle to control the educational system" as 1t is called,
started in 1838, was finally ended in 1855 by an amendment
to the state constitution. By thilis amendment only regulavly
organized public schools 1In which no sectarlian doctrine was
taught became eli~ible for sny share of state school funds.
The State of Nes Yor» had settled the question earlier, in
1342, by 2 similar law., But the battle in T'assachusetts
started earlisr and the name of Forace Mann has gone down in
American educationecl history as that of the man who gave the
coup de grace to reli ious educrtlion in state supported
schools 15. To Dr. Cubberlcv and other devotees of public
education, lann 13 the great pioneer in the work of adapting
general education to the sociasl, Industrial, snd political
needs of our great Amorican democracy. Isnn proclaimed that

the aim of educstion™... should be soclsl efficiency, civic

14 Ccf. Ibid., 670-671.

15 For further det~ils on this quostion see J,P. Cubber-
ley, Uistory of Edueation, 689-693% and Public Education in the
United States, 250-240.
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n 16
virtue, and character...

About the waning of religious interest and secular-
ization of public school, Cubberley writes:

Fortunately for the cause of general education a
new theory as to the purpose of the school arose about
the middle of the elghteenth century.... the theory
that schools ought to be essentially civil affairs,
the purpose of which should be to promote the Interest
and to advance the welfare of the state rather than of
the church, and that their aim should be to prfgare
for 1life here rather than for 1life hereafter.

Here we see quite clearly what the final purpose,
the aim of education is according to Cubberley. The aim is
entirely temporal. Nowhere do we find in his writings any
indication that he might be lnterested in something beyond
this world. The alm of the schools should be to prepare for
life in this world, not for life eternal in heaven.

Furthermore, hls aim 1s a state alm: the welfare of
the state. PFe mentions it clearly in the text just cited,
and in almost every instance where he speaks of the purpose
of the schools we can see something of thls state alm as his
final goal of all our schools, They are the instruments of
our American democracy and thelr worth depends entirely on
how well they serve that purpose. According to Cubberley,
they will do this 1f they succeed to train young people to
take an active, intellligent part in the complex soclsal,

political, and commercial life of our democratic nation.

16 E,P, Cubberley, Tistory of HEducation, UJ9.
17 E.P, Cubberley, "The College kducatlion and the
Superintendent of Schools", School and Boclety, 17 (1923),
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The objective of the school, therefore, is social and civic

usefulness, and the linal aim is the welfare of our democrotic

state. In this aim and objective we have Cubberley's purpose

of education 1n its entirety. 1In his judgment, knowledge of

the past and mental discipline are of little use as a means

toward that purpose.

Following are some Cubberley's statements relestinc to

the immediate purnose or objsctives of education:

(1) Its (the school's) aim 18 §5 not mere knowledge,
except as knowledge will be useful; not mental discipline
of the drill sort, but a discipline of the whole life:
not a head full of facts, but a head full of ideas; not
rules of conduct learned, but the abllity to conduct
one's self properly; not a pupil knowing civics, but one
who cen think over civic questions; and not so much a
learned as a well-tralned output 19.

(2) During the past half-century the school hss been
transformed from a disciplinary institution into an
instrument of democracy calculated bo train young people
for intelligent living in the complex and difficult world
in which they now find themselves, I[ts efficiency as an
instrument of democracy 1s determined by how well it ful-
fills this function 20

(3) ... the modern school aims to train pupils for greater
soclal usefulness and to glve them a more intellicent
grasp of the social and industrial, as well as the moral
and elvic, structure of our modern democratic life 21.

(4) The purpose of instruction 1s changsed from the memor-
lzation of facts, to that of fitting pupils for personal
responsibilities; from that of accumulatine~ information,

18 Cubberlsy does not dlstinguish between aims and

objectives. Uere we would use the term "objective".

19 8.P. Cubberley, Public BEducation in the United

states, 518,

20 Ibid,, 519.
21 Ibid,, 514.
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to that of training young people to stand on thelr own
feet; from that of transmitting to them the inherited
knowledge of the past, to that of preparing them for
social efficiency in the 1ife of to-morrow <2<,

(5) The school must grasp the significance of 1ts soclsal
connections and relatlons and must come to realize that
its real worth and its’adequate reward lies in its social
efficiency 293,

Everywhere we see Cubberley insisting on social
efficiency in our complex modern 1life. He is entirely taken
up with the social function of the school: to give children
a sense of membershlp in the community, in the 3tate, the
Nation and the world; and then, to awaken guiding moral
impulses, to imnpart a spirit of service and a sense of
responsibility and to traln for effective self-direction 24.
Armed with these the product of the school 1s considered by
Cubberley to be social efficient and a gusrantee for the
welfare of the state, This latter is the final purpose and
aim of the school: to promote the interest and to advance
the welfare of the state. Besides the quotation given above,

there 1s another which expresses the state aim perhaps even

more forcefully. In en article published in School and

Soclety, our author expounds the supremacy of the state over

all others concerned. He says expllecitly:

22 B.P. Cubberley, Public School Administration, 413.
23 E.P. Cubberley, Changing Conceptions of Education,

54.
24 Cf, E,P., Cubberley, Publlc #ducation in the

United States, 517,
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.+« the schools are state schools established to
carry out a state purpose;.... the rights of the
parent over his child are limited, and cannot be
exercised if in conflict with what the state has
determined by law to be the rights of the children
or the larger needs of the state 2°,

This statement seems to be the crown of all his
pronouncenments. There can be no doubt about Cubberley!'s
ideas as to the purpose of the school. He 1s consistent

throughout his various books, from Changing Conceptions of

Education published in 1909, to his revised and enlarged

edltion of Publlic Hducation In the United States which

appeared in 1934. The 1deas as expressed in his theoretical
works we find applied in his recommendations to the Board of
Education of the City of Portland when he directed a survey
of schools in that city in 1915 26.

Nowhere can we detect any interest in the child as an
individual or in the perfection of man as an individual. The
only virtue to which he refers as an objective of education
1s "eivie virtue" 27. Such virtues as obedience, docility
and submission he terms negative qualities and "... poor prep-
aration for social and industrial efficiency, or for democrat-

ic 1life and government" 28 Implied 1s the rejection of

authority and of the place of intelllgent, reverential fear

25 B,P., Cubberley, "The Independence of 3chool Govern-
ment a lLiecessity", School and 3oeciety, 37 (1033), 267-262,

26 Cf. E,F, Cubberley, The Portland Survey, 114-115.

27 ¢f. B.P. Cubberley, Tindependence of ascLool Covern-
ment a Necesslty", School and Jociety, 37 (1953), 268.

28 Cf., Ibid,
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in education or, again, that the rights of the individual
entail no obligation,

Evidently Cubberley is not interested in traditional-
ly respected virtues or knowledge or discipline. Ils object-
ives are less tangible things: appreciation, expression,
widened horizons of ambition, personal responsibility, larger
ideals for life and for service to soclety 29. But even in
these he is interested only because he thinks they willl make
man socially efficlent and thereby promote the welfare of the

state. Woelfel, in Molders of the American Mind, refers to

sociel efficiency and state welfare as the keynotes ln Cubb-
erley's theory of education 50. True, Cubberley mentions
"morel uplift of the people" as a contribution of public ed-
ucation. This could be interpreted to indicate solicitude
about personal individual perfection of man, but this lonely
mention is weakened by the fact that Cubberley replaces rules
of conduct and morals by moral impulses, And it is also
eclipsed by the frequent emphatic mention of social efficlency
and the welfare of the state as the real purposes of education,
To all appearances moral uplift 1s just another aspect of

soclal efficiency, based on the "morcs" of the day, not on

sound principles of morality. The lack of consideration for

29 Cf, E.P. Cubberley, Public School Administration,

413,
30 Cf. N, Woelfel, .‘olders of the American [lind, &5.
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man as an individual is still further emphasized by the utter
disregard for the teachings of the Church and man's eternal
destiny. we took theé schools away from the Church, Cubberley
states, In order to make of them constructive institutions
for our demoeratic life 31. He very clearly implies that he
considers the influence of priest and religlous instruction
as strong supports of autocratic government. He discredits
them completely as wholesome influences for democracy 52.
Moral or religious instruction for him is not an answer to
produce national morality, because, as he says, this instruc-
tion usually does not get beneath the problenm 55. Upon the
public school, devold of all religious training, Cubberley
places the whole burden of moulding and unifyling our hereto-
geneous national 1life. In it alone does he place his entire
faith as the agency which will promote national welfare 54.
Any other agencies will do so only 1In so far as they have
been influenced by the publlic school. Religion has no place
in Cubberley'!s school system, He grants it no quarter and
puts no relience on religious moral teachings as a wholesome

means to help safeguard natlonal morslity. Apparently he does

not even want a basic code of moral laws based on the essent-ls

31 ¢f. E,P, Cubberley, Public Education in the United
States, 764.

32 Cf. Ibid., 765.

53 Cf, Ibid., 762.

34 cf., Ibid., 761
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of Christlianity. He would simply awsken "guiding moral
impulses” and develop ability to conduct oneself, but not
teach rules of conduct. Norman Woelfel states that Cubberley
places his ultimate falth in Christian religion to safeguard
our ldeals and promote prosperity In the increasing complex-
ity of modern soclety. There seems to be absolutely no found-
ation for this in Cubberley's writings. Rather there is good
reason to say that he does not place faith in Christian
religion, certainly not in religious instruction, as we have
Jjust seen., Nowhere do we find an indication of such & falth
in religion as woelfel mentions, If Cubberley relied on
Christisn religlon he could not be so inflexible in urging
end demanding that no tax money be used to support a school
conducted under the auspices of a religious group, whether
Catholic, Protestant, or Jewlsh 55. He specifically mentions
the public school system as "the one great common construct-
ive and 1Integrating force in our national life" 56. He men-
tions this precisely in a chapter where he treats the religlous
question. There he also sxpressly questions the efficacy of
sectarian religious instructions for moral end clvic train-
ing, and adds that the work the publlec achool is doing,
measured in morsl and religlous valuecs, is by no means in-

eonslderable 57. He does not elaborate on this, nor do we

35 ¢f, £,P, Cubberley, State 3chool Administration,720-720.
36 Ibid., 729
37 ¢f. Ivid., 727.
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see how the public school, which 1s 1lrreligious ex professo,
can be doing snything that has considerable religious value.
A little later he seems to contradict himself as to the
religious value of the school. There he says: "The schools
and the churches each have thelr proper work to do, and each
must do it in 1ts own best way" 38. Th-t would seem to imply
that they do not work for any common goal. The churches work
for religious ends, the schools for social efficlency and the
welfare of the state.

At present we do not wish to dlscuss the question of
what the churches, in particular the Catholic Chureh, do or
should do for the welfare of our democratic state. we merely
wish to point out that Cubberleyt!s objectives and aims of
education do not include the objectives and aims of religion
and religious education, and specifically, that he does not
inelude the perfection of man as an indlviduel and as a ereaturs
of God with an eternsl destiny. The publlc school cannot be
bothered with such an alm., According to Cubberley public ed-
ucation seems to consider the Individual only In as much as
he enters the socisl realm, It makes him soclelly efficient
and so looks for the Improvement of soclety and the welfare
of the state. Nothing in Cubberley's mind can replace the
public school in American democracy. They are his fetish,

Private and parochial schools, he concedes, are useful and

38 Ibid., 730.
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meritorious 1f they are better than the public schools and
if they provide a spirit of friendly competition. Bven then
he sees a danger in too large a development of private schools.
The danger appears when the social, political and profession-
al leaders send their children to private schools. For, then
it will be still harder to obtain sufficient tax money for
public eduecation., The publlc sehool might disappear. In
substance this means that no matter how good private schools
are and even though they can accommodate all children, we
8till need public schools. The greater need of the state
demands 1t 39. Apparently according to Cubberley nothing can
replace the public school to take care of our national welfare.
The attitude that he takes toward religion and rel-
igious Instruction is quite loglcal once he has rejected
preparation for life after death as an aim of education. Rel-
igion and religlous instruction essentially treats of mant's
relation to his Creator with a view to order and direct human
thought, volitlon and activity so that man may realize the
wish of God regarding man's eternal destiny. True, religion
concerns 1itself with every phase of human actlivity in this
life but slways and only in &s much as the activity of this
life has a relation to eternal 1life. THence, 1f we do not

include preparatlon for life hereafter in the aims of education,

39 ¢f. B,P, Cubberley, State ichool Administration,
711-712, especially f.n., 3, 711.




Cubberley'!s Doctrine 26

we must loglcaelly greatly minimize or entirely exclude the
role of religion in education.

To make a resume of Dr. Cubberley's thought relating
to objectives and aims in education we may divide them in
three categories. PFirst, those which he explicitly proposes;
secondly, those which he rejects; and thirdly, those which
he neglects to mention though held by Catholic educators
and educationists,

The objJjectives which Cubberley proposes are: knowledge
of soclal, industrial, moral and civic structure of our demo-
cratlc life and a sense of membership in soclety; knowledge
that is useful, which according to the general trend of his
thought, probably means knowledge that is soclally useful; a
sense of responsibility and better ideals for life and service
to society; ability to think for oneself or effective self-
direction; abllity to conduct oneself by guiding moral impulses.
All these are expected to produce the great objective of social
usefulness, And that in turn Cubberley thinks will assure the
final aim of public education: the welfere of our democratic
nation.

Objectives rejected by Cubberley are; knowledge
except such as explained above; knowledge of the past or
possession of the social herltage; knowledge of rules of con-
duct or code of morality; mental discipline; such virtues as

obedience, docility and submission as poor preparation for
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democratic 1ife; knowledge of religlous doctrine and religlous
training. Along with these objectives, he discards the ultim-
ate aim of Catholic educetion, preparation for life everlast-
ing. Logically this rejection entails the rejection of any
intermediate objectives which wholly and entirely lead
exclusively to this finsal aim, It is not necessary to go

into detall abcut these because they are included in religious
doctrine and training.

The third category of objectlives and sims, those which
Cubberley does not mention, we shall reserve to a later
section of this study. They will be brought out when we
evaluate Cubberley's doctrine and explain the true objectives
of education according to sane philosophy and the teachings
of the Church,

Ellwood Patterson Cubberley was not professionally a
philosopher. le was not nor intended to be a philosopher of
education, and therefore, did not try to establish his
suggestions and ideas on ultimate basic principles. TIle does
not, for instance, tell us why public education hes primarily
a stete purpose. He glves us no sociologlcal explanation of
this theory. In his writings we would search in vain for an
explanation on the nature of man before announcing the
objectives of education., This a phllosopher would do.
Cubberley's writings reveal him chiefly as an administrator

trying to work out a precticael program in which his general
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idess are applied. This, however, does not prevent us from
peering beneath the surface to find the fundamental assunp-
tions which would logleslly lead to the ideas which he has
expressed, This is a question of interpreting a person's
views in terms of more basic principnles. If, for instance,
g person says that the final aim of education is 1life ever-
lasting we may rightly assume that such a person is not a
materialist. To make a statement, that person must believe
in the spirituality and immortality of the soul., The infer-
ence in this case 1s very simple.

In examining Cubberley's objectives and aims, no
such clear and simple inference present themselves. Still,
it 1s not impossible to attach appropriate labels to some of
his ideas. TILet us take first the most evident case: his
ideas on ethics or morslity. He discredits the wvalue of
religious moral instruction and exeludes relipion from the
public school. ©Now any morality that is not grounded on a
religious basis is at best a naturalistic morality.
Naturalism in ethics 1s based on the doctrine of Rousseau,
on the theory of the essentisl goodness of hunan nature. It
neglects the doctrine of original sin and likewise the elevo-
tion of human nature to a supernatural status and end, It
discards the idea of any suvernatural ald, grace, to achieve
the ultimste destiny of man. /hether Cubberlev consciously

admitted these tenets of naturalism we cannot say. But it
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is certein that anyone who proposes education without
religion, adopts a vractice which is the logical consequence
of Naturalism, If Cubberley did not belleve in the essentlal
goodness of humsn nature, he should have realized that he
would have to asppeal to other than purely natural and temporal
motives to achieve correct and sound personal es well as
social ethics., ™"Waturalism in morsls" 1is, therefore, the
first label that we may rightly attach to Cubberley's pronoun-
cements,

Ageln, referring to morals, we hsve seen that he does
not believe in teaching rules of conduct. He would simply
develop ability to conduct oneself and would awaken guiding
moral limpulses. But if we do not have rules of conduct, if
we do not follow a code of moral rules, what criterion shall
we use in judging whether a person has or does not have the
ability to conduct himself? TFow shall we know whether a so-
called éuiding moral impulse is good or bad? ‘hich impulses
shall we awaken and which shall we suppress? ljorality thst
is not based on a code of morals approved by reason, directly
or indirectly, is left at the mercy of social environment and
individusl good-plessure. We have seen that Cubberley is
particulerly insistent on social conditioning for social
efficiency. 3Since he does not rely on a code of morality,
the logicel assumption ls that he bases morals on social

environment, This leads to the theory that morals are social
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and actions are good or bad, rlght or wrong In as much as
they conform or do not conform to the prevalent custom of

the comrmunity. Thus soclal environmont forme our morsls. If
the majority of any community do a certain thing then that
thing is morally right, This is the doctrine of John Dewey.
Since Cubberley approves of Dewey's educational philosophy
there is an added reason to believe that Cubberley bases
morality on socisl environment. Wwith (laritain we might call

theory
this/"Soclologism". It... "derives the supreme rule and

standard of education from social conditioning” 40.

This term, "Soclologism®, applies not only to
Cubberley'!s ideas regarding morals, but also to his object-
ives in the reslm of knowledge. There too he is primarily
concerned with knowledge obtained through social condition-
ing by introducing the educend into society and to the socisal
problems of his community, state and nation. Here again he

re fers to Dewey and invokes him as an authority on the matter.

He quotes from Sehools of Tomorrow in which Dewey says:

"Knowledge that is worthy of being called knowledge, training
of the intellect that 1s sure to amount to snything, 1is
obtained only by participating Intimately and actively in

sactivities of socisl 1ife” 4l.

40 J, kKaritain, gducation at the Crossroads, 15.
41 ¢f. @,.,P, Cubberley, Publlic Iducation In the United

States, 516,
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By accepting this statement, Cubberley makes it clear that
even in the field of knowledge, he considers social condition-
ing the supreme rule and standard.

Agaln, in reference to knowledre as an objective of
education, Cubberley 1s evidently addicted to "utllitarianism".
He frowns upon teachin., the traditional knowledge of the past,
that 1s, on handing down the spiritual and social heritage.
His purpose is to teach only knowled..e thet is useful. Taken
by itself this statement would be most sensible. Anyone who
would propose to communicate knowledge that is useless would
be considered foolish, if not slightly insane. If, however,
we talkte Cubberleyt's proposition in conjunction with his other
proposals and as?part of his whole prosram we see that it
implies the utilitsarisn concept of knowledge. It implies
minimizing the value of abstract or speculative thought, and
in general 1t judges as useless any knowledge that cannot be
put to use in some activity. By Cubberlev's approval of
Dewey's statement about knowledge, we see that the only
knowledge which he deeris worthy is knowledre that is obtained
through social activities, Jhatever a person may learn 1s
worthless unless 1t 1s put to uce, in fsect only when put to
use in socisl activity does it become knowledge worthy of the
name. Here we heve sociolo _isn and utiliterianism comoined,
a socliologistic utilitaricnism,

There i1s still another tralt that seems to shine forth
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from Cubberley's objectives, Thls is a certlin individual-
istic rationalism. Ee does not want the teacher to be an
instructor, does not want hl:1 to hénd down knowledge, wants
rather ablility to think and effective self-direction in the
educand., He discards obedience, docility and submission. In
sunch o comblnation we have definitely the trait just mention-
ed, If the teacher is not regardec as an authority but merely
as a stimulus and guide, the educend will almost inevitably
get the 1mpression thst everythin: depends on his own reason-
ing power, especially if he 1s not expected to obey or to be
docile. Perhaps the teacher could gulde the student's thought
Into the rizht channels. But why should the student submit

to such guidance, and what will leed him to such submission

if he 1s not to be obedient, docile or submissive? Without
such virtues he is well prepared to resent guidance. If he
does not actually resent, what motive will he have to follow
the guiding hend, when emphacis is placed on his reasoning
and his own effectlve self-direction? e is belng formed for
individual rationalism. There would seem to bc a contradict-
lon between this ration=alism znd soclolorism. Ihe latter

does not encourage rationallism; 1t is besed on the influence
of social environment. But a reconciliation may be possible.
True, the educand is to be develomed and tr-ined criefly by
the soclal stmosphere, but while coming 1n contact with

soclety he should also see the present and future needs of
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our democratic soclety, For these needs he 1s to find a
solution by his own thinking. The crux of the matter will
be to bring the educand out of his lethargy of following
the social trends whence he has most of his knowledge and
training. What preparation will he have to see the social
needs? Recognizing the needs would seem to be a reaction
and rebellion agalnst the training received, in as much ss
he realizes that following the social trends is not always
the right thing.

To effect a8 full reconciliation if that is possible
we would need more information gbout Cubberley'!s thought
than he has expressed in his writings. His statements as

they stand do not offer a solution.

B - Cubberleyt!s (Conception of Hducation.

Dr. Cubberley speaks about two older conceptions of
education, both of which he rejects., They are the 'infor.iation
or knowledge conception’ and the "wentnl discipline concoption".
His condemnation of these can be Tound in most ol liis boo.rs:

in Inbtroduction to tine Study ou iducation, in publlec sducation

in the Uniced .otates, 1n [uolic Sclwol Adaia!stretion, in

Changing Conceptions of iducation, as well os in articles

published irn educational magazines,

About the knowledge conception and the courses ofl
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study which it used, he says:
fhe pedagogical conceptions as to the purpose of
education which lies back of the construction of this
type of courses of study are that it is the mission of
the school to pass on the accumulated knowledre of the
past to the next generation; that the mere process of
acquiring such knowledge ~ives ~ood mental discipline;
end that knowledge is synonymous with power 42,
Cubberley urther describes the conception as
insisting on factuel knowl edge and tool subjects as ends
in themselves without relating them to practical purposes
in life, that 1is, without asking whether they would be used
by pupils in lire outside of the school. Hence much time
was wasted on proble:is that are of no use to anyone except
a teacher. The simple mastery ol book knowledge was the
objective and this knowledge was conceived of as giving
power and as the surest road to virtue 40. Knowledge and
civic virtue were considered as somewhat the same thing. A
natural corollary of thilis was that all children had to learn
the same things and at least a certain minimum amount.
Uniformity for all became the rule,
The following are the characteristics which Cubberley
ascribes to the knowledge conception of education: addicted
to textbook:s and instruction, and to meanorization; over-

emphasls on arithmetic and formal grammar: nepglect of content

subjects and constructional activities, that is, expression

42 E,7, Cubberley, Public School Administration, 4093.
43 Cf, E,I'. Cubberley, Publliec Education in the
United States, 513,
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subjects; abstract and un productive; wasting time on tool
subjects that are of no use outside the classroo~: absence

of adaptstion to varying needs and, therefors, injurious to

8 large minority of children; no correlatlon between closely
related subjeects. Officers of education simply assisn so
much work to be done in a given amount of time. They act

as inspectors, to cheeck up on the work of the teachers and
pupils., Proof that the work is beiny done is found in period-
ical wrltten tests and reports of nrogress based on the
acquisition of test-book material. The teacher is almost
exclusively an instructor and his instruction is dominated

by antiecloation of forthcoming examinations, He follows his
text 1n a routine way, without any personal thinking or
initiative, The principal iInspects, keeps records, and hands
out school supplies. Professional death is the result for
the whole teaching bodv. And as to the children, meny are
retarded or eliminated due to lack of Interest and absence

of differentiation in studles according to individial ability
and needs. Retarded chlldren lose self-confidence and fi-
nally leave school with scanty book knowledge and less

preparation for life 44.

B e ep——

44 ¢cf. B,P, Cubberley, Public School Adminlstration,
406-411. ie¢ have largely paraphrased from these pages. Cl.
also, Introductlon to the Study of Education, 155; Public
School Adminlstration, 434-440; Pyblic Fducation in~<rs

United States, 513-514.
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In Introduction to the Study of Education he seems

to imply that the knowledge conception considers the mind
of a child simply as a reservoir or container to be filled
with facts. Fe does not say this expressly but he rejects
the 1dea of the mind as a container to be filled with
knowledge of facts and the mental disecipline conceotion of
the mind as a bundle of faculties to be trained by means of
mental gymnastles 45. This seems & direct ellusion to the
knowledge conception as regarding the mind as a container of
facts,

Such, then, 1s Cubberley's description of the
knowledge or informetion conception of education, of the
school operating under 1it, and of the courses of study con-
structed under its domination. Beasuse of the idea of the
mind which he ascribes to it and because of the varlous
characteristics thst he attributes to it in operation, he
rejects it.

The mental diseipline concention of education is
somewhat similar to the knowledge conception. Cubberley
says it "... was based on the assumption that the mind could
be trained by a uniform procedure of mental discinline and
drill" 46. It also insisted on definite, selected subject
matter but it added a psycholocical organization and present-

ation of this matter. Insistance on information is also one

45 Cf, w.,P. Cubberley, Introduction to the Study of

Education, 156,
) 46 Cf. Public Hducation in the United 3tates, 513,
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of i1ts qualitles, DBub it does not maintsin thet the mere
acquisition of informatiorn or mastery of & ecertain smount
of book knowledge leads to power esnd virtie. Rather the
mental activity and drill, the ment:1l gymnsstics necessary
to master selected subject-matter were thought to trsin the
facultlies or powers of the mind.

By means of selected subject-matter, now psycho-
losicelly organized and presented, teacliers would be
able to drill the attention, will, memory, imaginstion,
feclinjs, judgment, reasoning, sbility in observation
and sense discrimination, and othrer "powers of the
mind", and thus awaken the egoistic and social feelings,
stinulate the higher sentiments, and develop the moral
character of children so tauaoLt, 2y such means the
citizenship-g8im of education would be reaslized 47.

This quotation fromn Cubberlev 1s perhaps somewhat
misleadlin~., The purposes that he mentions here are not the
immediate obJectives of the mental diseipline conception.
The fundamentsl doctrine underlyings it is the doctrine that
human nature is endowed wi th a number of distinet fuculties:
intellect, will, imacination, ete. Still, this doctrine 1is
not specially characteristic of the mental discipline
conception. what is specifically meant by this conception

48

sttaches 1itsell to the theory of "transfer of trainin.™ .

Taking for pgranted that man has distinct Tacultiles or

47 1bid,., 514,
48 Cf', J.s., bursell, uducatlonal Psychioclogy, 236,
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powers, the advocates of mental discisline mailntain each of
these faculties can be trsined by means of exercise and drill
in certain subjects. This exercise and drill is thousht to
produce permanent treining or discinline, something akin to,
if not actually, a hsebit in each faculty. The discipline, as
a permanent positlion, would tnen enable a person to cope
successfully with provlems other than those actunlly nmet in

X

the training would transfer or

carry over frou class work to other kinds of work 49.

school work, Thsat 1s to say,

Uniformity of both subdject natter and wethod of
procedure for all students wa: introduced bocause not all
subjects were co.asldered ant to zive the wind tle exesrcise
necded to discipline its powers. Thus, for instance, mathema-
tics has long held and still holds fevor vl th many because
they consider it specially adapted to develop the habit of
precision in thinking,

About the work of the sclool operating under this
conception, Cubberlcy says:

The mind of the child was concelived of as consisting

of a number of more or less water-ti ht coupartments,

or "facultic..”, %S.e drillinc of W' ich v, %1 > Susiness
of the school. Tmparting information, drilling for
masbery, anc concrolli.n: thz selivol vere 1. vor' of

the teacher; the work of the supervisor consisted large-

ly in bectin: tlie piplls Lo se> thet tha teachin - had
been well done. ... the work for esach grade was quite

49 Cf., Ibid., 238-241; E.P. Cubberley, Introduction
to the Study of Education, 155; and Public BducatlIon in
the United States, 514, ', n, 1.
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definitely laid down; the kind, amount, and order of
subject-matter to be learned, by all pupils in all
parts of the clty, and regardless of age, past expe-
rience, future prospects, or physical or mental con-
dition, was uniformly prescribed for all; ... 90

Cubberley's objections to the mental discipline
conception are much the same as for the knowledge concept-
ion: too much instruction eand drill, too great uniformity,
etec. But besides all this, he claims that it had a faulty
psychologicallbasis. He calls it "a now abandoned psycho-
logy known as a faculty psychology". o1 If faculty psycho-
logy is false, then the mental discipline theory also 1s
false because it 1s based on the assumption that man has
various faculties or powers,

Apparently Cubberley has aligned himself with the
many mononistlic psychologlists. They deny the existence of
the soul and along with 1t 1ts faculties. ind, they
assert, is merely a phase of our bodily organism; there are
no spliritual faculties 52. Dewey, for instance, admits no
duality of mind and matter. 1In fact, he does not even
admit that mind 1s a faculty. "Mind", he says, "is an organ-
izetion of original capacities" 55. "Mind is primarily a

verb., It denotes all the ways in which we deal consciously

50 Public Hducation in the United States, 514.

51 Cf. E.P. Cubberley, Introduction to the Study of
Bducation, 155,

52 ¢f. H.A, Kelly, Educational Psychology, 314.

53 John Dewey, Democracy and kducation, 363,
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and expressly with situations in which we find ourselves"” 5%
"Mind... 1s a body of organized meanings by which events of
the present have significance for us,.." oo

These definitions by Dewey are of interest to us
here, because Cubberley approves of Dewey's philosophy 56.
Cubberley concelves of the mind not as a contalner to be
filled with knowledge nor as a bund e of faculties to be
trained by mental discipline. Rather, he says, "... each
child is regarded as a bundle of possibllities to be develop-

a" 57. And hence he adheres to ",,. the more

ed, or represse
recent conception of education as a process of developing
the inborn capacitlies of children" 58. The type of courses
which conform to this conception he calls "the developmental
type of courses" 59

The chief characteristics which Dr. Cubberley

assigns to this newer conception of education are essentially

the same both in his older books, such as Public School Admin-

istration published in 1916, and in his most recent book,

Public Education iIn the United States, published in 1934.

54 John Dewey, Artc as Experience, 263,

55 Ibid., 273.

56 Ccf., E.P, Cubberley, Publlic EBducation in the United
States, 506-~507, and 693.

57 E.P. Cubberley, Introductlon to the 3tudy of
Education, 156,

=58 of. Ibid., 155.

59 Cf. Public Schoecl Administration, 283; also
Public Education in the Unlted States, 514.
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The development conception, first of all, implies a changed
conception of the child 60. It rejects the knowledge concept-
ion and the mental discipline conception of the child and the
mind of the child. The mind 1s a bundle of inborn capacities
or possibilities, To develop these or to repress them is the
chief funetion of the school. Knowledge is no longer thought
of as memorizetion of accumulated knowledge of the past but
as a life experience and inner conviction, not as a finished
product in itself, but as a tool to do something with. The
school is not thought of so much as a preparation for life
but as a place where children are brought into contact with
real life experiences.

The whole conception of the school... changed from

a place where children prepare for life by learning
certain traditional things, to a place where children
are daily brought into contact with such real life ex-
periences as will best prepare them for the larger
problems of life that lie just ahead 6l.

Excessive drill was replaced by lessons in subjects
involving expression and appreciation. It is to be noted here
that Cubberley speaks only of elliminating excessive drill,
not all drill. He explicitly states that drill where drill

g 62

is needed 1s to be kep . PFurthermore, when he says that

60 In the exposition of the develop conception we are
paraphrasing Cubberley's text. Cf., Public School Administra-
tion, 283-290, and Public Education in the Unlted States,

BI4-519.

61 E.P. Cubberley, Publlic Education in the United
States, 515,

62 ¢f. B.P., Cubberley, Public Education in the Unlted
States, 517.
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the sehool has changed from a place where chlldren prepare
for life by learning certain traditional things he does not
exclude the traditionsl subjects: arithmetic, geography,
language study, literature, history 65. He includes them
in the studies of the modern school, but through reorganiza-
tion and redirection of the wrk in these subjects they are
to be adapted to present day needs, to local conditions and
differentiated student ablilities and destinies. He also
states that there is room for elimitaion of some traditional
subject matter as wasteful of time and of no practical value
to the student in life ocutside of the school. 1In short,
some matter in older subjects must be eliminated; what is
kept should be reorganized and redirected; there should be
adjustments and differentiations in instruction to meet in-
dividual and community needs 64. While some things are dis-
carded, new things are also added. Such as advocated by
Cubberley are community civies, studies in science and
industry, studies of community life, study of community
health problems, studies of home needs, domestic science,
manuel training, drawing, musie, thrift training, manners

and eonduct, play and gemes, For (Cubberley, all these are

subjects that belong to the modern school program. And the

63 C¢f. Ibid., £&18.
64 Cf, &.P. Cubberley, Public School Administration,

290,
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subjects in which the student expresses himself, musle, draw-
ing, manual arts, etc., are those which Cubberley conslders

a
especially characteristic of the modern elementary school °5.
while he retains the traditionsl subjects we cannot avoid
the impression that they hold a very minor place in his
curriculum. In fact, how would it be possible to introduce
all the new subjects that he suggests and still leave a worth-
while place for reading, writing, spelling, arithmetlc, and
grammar? Nowhere does he give us an exact idea of the import-
ance he attaches to these subjects. Still there 1s no doubt
in our minds that he attaches greater importance to express-
ion subjects. This has already appeared previously when we
examined his alms and objectives of the education process.
Principals and teachers under the development conception of
education hold a new position. Teachers are no longer essen-
tially drill masters, hearers of recitation or disciplinarians,
nor are they chiefly instructors.

The main duty of the teacher, under these newer
courses, came to be that of gulding and directing the
normal processes of thought and action on the part of
the pupils, of extending their appreciation in new
directions, of connecting the work of the school with
life 1n a better way, of widening the horizons of the
thinking and the ambitious among the children, and of

stimulating them to develop for themselves larger and
better 1deals for life and service 66,

65 Cf. E,P, Cubberley, Public ©iducation in the United

Stateg, 518-5190.
66 Ibid., 516.
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Yet, Cubberley retains both the functions of drill
master and instructor, but not as the principal functions
of the teascher. The principal function was to propose
problems to the pupils and then to guide them In examining
and studying them. At all times the solving was the main
thing, not learning by memory someone else!s solution 6?.

The teachers stand as stimulil to individual sact-
ivity, as whetstones upon which those stimulated could sharp-
en their thinking, and as critics who would help children to
develop thelr abllity to reason accurstely and well 68.

The principal or supervisor holds very much the
same positlion as the teachers but in a more indirect way.
He does not come into contact with the pupils as do the teach~
ers. Hils predominant duty is to help and gulde the class-
room teacher. He, along with the teacher, studies over the
problems of instruction, suggests methods of procedure with
a view to adjust and adapt the school work to the needs and
capacities of the children in the school 69.

The courses... will be regarded as dynamic rather
than static, in the sense that year by year they will
be subjeet to change to meet changing needs, or to
bring them more into harmony with the best results of

the best experience within or without the clty. The
needs of the communlty are ever changing and growing

67 ¢f. Ibid., 517,
68 Cf. Ibid.
69 ¢cf., E,P. Cubberley, Public School Administration,

283-284.
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while the needs of the children vary much, and the

adaptation of schocls, teaching, and subject matter

to meet these changing needs is one of the most import-

ant problems connected with the supervision of

instruction 78.

These varying needs of children and the chanzing

needs of the community imply according to Cubberley that
" .. nothing can be very fixed or final in the courses of
instruction..." Only the normal children will be "more or
less generally" 71 required to take certain constants in
instruction. There will be slternative and optional courses.
which courses a child will take cannot be said beforehand.
It all depends on which particular child in which particular
community we are dealing with, The siving child in a giving
setting, not subject matter, ls the real center of gravity,
the real educational problem, All courses must be plastie
to mest the forever varying and changing needs, Instruction,
therefore, must not only be differentiated according to grous
of pupils but even iIndividualized for pupils within the
groups 72. By thlis differentiation and individualization
Cubberley hopes to avoid the retardation and elimination that

he consldered charascteristic of the older conceptions of

education 75. At the same time the brighter child, above

70 Ibid., 285,

71 Ibid,

72 ¢f. E,P. Cubberley, Publlic BEducation 1in the
United States, 534.

73 ¢r. E,P., Cubberley, Public School Administration,
206-297.
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normsl, would be glven a chance to work according to its
ability and to advance more rapidly through school 74.

Since, according to Dr. Cubberley, the school must
forever be on the lookout for varylng and changing needs in
order to meet them, it would seem that logicelly the immediate
objectives of the school must also be forever changing.

It must not be thought that all of the characteristics
or practices which Cubberley has assoclated with the develop-
ment conception have any necessary link with that particular
conception. The things that have a logical bond with his con-
ception are; 1- 1less insistance on knowledge and drill;

2- teachers acting less as instructors or drill masters and
more as stimuli and guides; 3- the child being the center of
gravity. The vast enrichment of the program is partly due to
the fact that not all children can be developed by the same
courses but even in Cubberley's mind the expanded curriculum
is largely due to the objectives and aims which he pronoses
to-attain. The same must be sald of his program of different-
iation. DNor does ellimination or retardation hinge closely to
the development conceptlon. It is simply a result of differ-
entiation according to children's capacities,

Other practices, such as introducing the kindergarten
spirit, rich in actlvity and happy expression, into the first

5

grades of the slementary school 7 , insisting chiefly on

75 Cf. E.P, Cubberley, The Portland Survey, 115, and
Publlc HEducation in the United States, 5l0.
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expression subjects throughout 76, introduction of the

project™ idea 77, do not necessarily follow the develop-
mental conception, as Cubberley might seem to imply. All
these may dovetail with that conceptlon but they are not

ﬁecessarily corollaries of the general principles involved.

C - Administration of '‘ducation.

In the foregoing sections of this study Cubberley's
thought on the purposes of e ucstion and 1ts meaning have
been exposed., The next lo_ical question 1s: Tow does
Cubberley propose to achieve the objectives and 2ins zet
forth? Wwhat means will he employ so that the schools will
attain the end he has get for them? This question was
already answered in part when Cubberley's suggestions about
the work of the teacher and about the curriculum were mention-
ed. But Iin order to see that the work in the school and in
the classroom proceed according to the norms laid dovn there
must be a system of control, of organization and administra-
tion. ©Nowhere in the United States do we find a schocl that
1s an isolated or autonomous unlit. EBach sehool ic part of a

system, a part of a urit of admlnistration and orgenization.

76 Cf., w,P, Cubberley, Public Education in the
United States, 518-519.
77 ¢f. Ibid., 542,
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This raises & new question: Wwhat according to Cubberley
is the 1deal unlt of organization snd administratlion? Does
he favor centralization or decentrallzation of the school
system? Does he favor one partiecular unit of organization
and administration? And, what are the reasons for his
preferences?

An attempt to answer these questions will be made
in this section of our study. But first let us determine
what are the prevalent conditions In school organigation and

administration in the United States.

Barly Schoel Administration,

In earlier colonial days there were no public school
systems., There were only the schools of the community.
Local communities established town grammer schools or town
elementary schools and later the dame schools sprang into
prominence to supply the rudiments of elementary trailning.
EBach community determined the kind and extent of education
to be offered as well as the means of supporting teacher and
school 78. The first legislation concerning education and
applying to an entire colony, the famous Massachusetts Law
of 1642, merely directed the councilmen of eaeh town to

ascertain from time to time whether parents were providing

78 Cf, E,P, Cubberley, History of Education, 362.
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their children with training in resading, writing and religsious
principles, This law provided neither for schools nor for
teachers 79. By a subsequent law, the lav. of 1647, lassa-
chusetts made the first attempt to establish a school system
for an entire colony. This legislation required every town
of fifty householders to appoint a teacher of reading and
writing for ell1 children who might apply to him., A town
having one hundred householders also had to establish a
grammar sehool as a unlversity-preparatory institution 80.
Here again the colonial legislature left everything to the
town except the cholcece of providing these schools. The terr-
itory designated as 2 town in colonial days was rather a town-
ship -~ twenty to forty square mlles - with a meeting house
and town school as the eenter. The law provided that all
citizens must live within a half-mile radius of the school.
Gradually, however, this law lost its vigor and other settle-~
ments sprang up within the territory designated as the town.
Thesg7gettlements, also called parishes, began to demand the
same rlghts possessed by the original town. Gradually they
also became autonomous unlts. Their becoming self-governing
was the beginning of the still prevaelent district system in

achool organization and administration 81. It apread to

79 Ccf. Ibid., 360-504

80 Ccf, Ibid,, 365, and P,J, l.cCormick, History of
Education, 381-382.

81 Cf, ®,P, Cubberley, Public Education in the United
States, 41.
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New York and thence to the west and northwestern states.
Moehlman gives a good brief asccount of the history of our
district systen,

The early Wew England school district definitely

was the communlty, an integration of urban and nelgh-

*began boring rural interests, As the New England States?®to
grow in populatiocn, these small communities gradually
evolved into separate districts, and for a long period
these more artificial districts, sometimes a dozen
within a single corporate area, were carried on. The
neighboring rursl territory originally included in
those early community districts gradually developed
into independent dlstricts. Thus in time the original
New EBngland community school district evolved into the
small district.

The influence of the New Angland district systen,
prior to 1ts return to the original community idea, was
carried over into New York in 1812 and into New Jersey,
and was extensively copied by the states carved out of
the liorthwest Territory. It seemed to be ldeally adapt-
ed to frontier conditions. As a group of families
settled in new areas, they orgsnized a simple school
district to meet their needs, and these districts,
frequently heavlily gerrymandered in_the course of time,
have continued to the present time 3z,

Some -states organized their schools on a towmship
basis, others again used the county as a urlt. And a8ll states,
regardless of the predominant system, have allowed thelr lar-
ger ciltles to organize and adminlster their own indepeﬁdent
systen. In the course of time, some states have changed the
original distrlct system for a larger unit of organization.
Iowa, North Dakota, and Michigan have both the district and

township system. Illinois uses the district as unit for

82 A,B, Moehlman, School Administration, 169.
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elementary schools, and & superimposed township system for
high schools 85. To understand the apoarent confusion of
educational organization, control, and support in the United
States, 1t must be remembered that each state is autonomous
in respect to public school organization. Under the nresent
federsl constitution there cen be no federal school system.
The constitution does not state this explieitly. The tenth
amendment to the Federal Constitution, also known as ths
tenth orticle of the =ill of Rights, provided that all powers
not delegated to the Federal Govermment nor prohibited to the
individual States, are reserved to the States or to the

84

people 3ince the constitution remained silent on ed-

ucation, the right to look after public education in the sep-
arate states remains one of the non-mentioned state ri~hts, 85

This accounts for that faet that there is so great a diver-

8% ¢f. H.3. Deffenbaugh and . Covent, School Adminis-
trative Unit, U,ited States 0lfice of Jiducation, Paphlet
No. 34, 4,

34 Ccf. A.3}. Woehlmun, School Adrtinistration, 15-16.

85 Although education Is legally a functlon of the state,
the PFederal Government, through the Unlted States oupreme
Court, has intervened at verious ti=nes by reviewing state
educationsl lesislation or -court decisions which involved
freedom of speech, freedom of reliclon, equality of ri~hts
or the "due process of law™ clause of the constitution.
¢f. A.B. Moehlman, School Admlnistratlon, 18-21.
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8ity of school systems in the various states, A study of
each individual syatem will reveal better the genersl status
of public school organization and administration in the
United States, as well as some trends toward chancinc present
conditions. There are at present five principal tynes of
sehool administrative units in the United States. They are:
the district system, the town or townshin system, the county

unit, the city or urban district, and the state system.

The District System °°.

According to the United 3tetass 0ffice of =ducatlon
twenty-six states still opsrate predominantly under the
district adminlstrative system, althoush some of these states
have partial or optlonal townshis or county units., T-ese
district units number 116,355, They s=aploy a totol of
51c,223 teachers and 387,457 school board members or trustees,
less than two teachers for every trustee. In many districts

AN

there 1is only a one-room one-teacher school. ILven for these
there are three or more board mecaders 67. The averare size
of the districts is 18 square miles, but th: ran-e of size is
anywhere between 413 square miles in ‘evada to 5 square miles

in New York or Illinois. The number of dlstricts per state

ranges from 12,070 in Illinois to 265 in levada, and the

86 Flgures in thls section, unless otherwise stated,
are taken from H.., Deffenbaugh % T, Covert, loc. cit.

87 Cf. B.P. Cubberley, The Improvement of Rural
Schools, 34.
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number of units per county varies from 152 in New York to 17
in Nevada. Illinois has an average of 1llu districts per
county and averages only 4 teachers per unit., This state
tops all others In the number of one-room schools, O0Of its
12,070 districts, 10,333 have only one independent one-room
sehool, while lichigan, Mlnnesota, lfissouri, Nebraska, New
York and w#isconsin, each reports more than 5,000 one-room,
one-teacher schools, Illinois has 38,635 school board members
and 47,766 teaching positlons; 'ississipi, 18,322 board memb-
ers and only 15,138 teachers; Missouri, 29,310 members and
24,200 teaching positions. New York has the smallest number
of directors in comparison to the teaching position: 15,000
directors and 74,961 teaching Jjobs. Ohio has 10,938 board
members to 41,432 teachers, All in all the board members are
extremely numerous in comparison to the number of teachers.
No accurate descrintion of the shape of the districts cen be
made. In this they present as much varliety as they do in size.
They present the nost grotesque and peculiar shapes imagin-
able 88.

Generally trustees are selected by popular election
from among the residents of the school districts, The board
is a body corporate, representing the corporate school dis-

trict which 1s distinct from any civil distrlct, town or

38 Cf., Luther H. Gulick, Bducation for American Life,

83
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township, though it may be territorily coterminous with
any such civil corporation 89, There 1s little uniformity
in regard to the nowers of digtrict boards in the various
states. This is especially true with resvect to the per-
missive powers the 3Zoards of Rducation are privileged to
exercise,

Ordinarily they are given power to manage the
School on behalf of the district, and for the 3tate
(as an agent of the State to see that the minimum
requirements of the 3tate are met); to employ teach-
ers, and to fix thelr compensation; to contract for
necessary supplles and equipment; to admit and to
suspend pupils; to levy local taxes, or at least to
propose them to the district for a vote; sometimes

to receive and to manage the district funds; to keep
the schoolhouse in repair; to visit the school and

to examine into condition, management and the quallty
of its instruction; to take, or have taken, an annual
school census; to make an annual report to the proper
county authorities:; to prosscute litigation in which
the district may be involved; and, if desired, to call
a district meeting for instruction and advice 90.

Wwhatever powers or duties a district board of educa-
tion, or any board of education for that matter, has, they
are granted to the board by the state. The state 1s lepgally
supreme in matters of education. Throughout the course of
the twentieth century a tendency to restrict the powers and
duties of locsl districts is apparent., Todayv in no state do

their
district trustees wield/powers unlimited. J3ome form of town-

39 Cf, E,P, Cubberley, 3tate 3clool Administration,

162-163.
90 Ibid., 166.
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ship or county supervision has been imposed on the districts,
State laws also frequently provide for plenning and sppraisal
by state educational asuthorities. Some of the rights once’

held by local directors have been assigned to county or state

superintendents or to county or stote boards l.

[s»]

The actual work of educational administration is
commonly divided into three functions: le—islstion or plan-
ning, execution or operation, and appraisel or evaluatiom.
Legislation or planmning in its broader asvects is almost
universally a function of the state legislature or the state
educational authorities, cxcept in certaln cases where the
state by permissivec lerislation has granted commlete auto-
nomy in educational mstters to a eclty. Ordinarily the state
authorities determine the nenerel nolicles: the amount and
kind of education thet must be offered throuchout the state,
the length of the se~demice year, the minimum ave at which a
pupil may quit school, the sanitrry snd cafety corditions of
the schoolhouse, the equipment ren~uirements, the training
required in the teacher, the number of board members, the
method of raising funds to carry on the educational vprooram
in the district, and In many cases the state selects the
textbooks 92.

The execution or putting into practice the laws or

plans is usually left entlrely to the local distriect trustees.

91 ¢of. A.B, Moehlman, School Administration, 205-206

and 631-633.
92 Twenty-five stabes have statutes requiring state
uniformity of textbooks selected by state authorities.

¢f, A.B., loehlman, op. cit., 434,
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But not so the appraisal or evalutationof the work being
done in the district, although even in this scme statss are
rather lax, More often the state through its educational
authorities sends an inspector or provides that a county in-
spector or superintendent.visit the distriet schools to
determine whether the state program and policies are being
ecarried out.

This is a rough approximation of the practices today
existant in the practice of planning, execution and anpraissdl,
There is almost an infinlty of vaviations in the twenty-six
states that have the district system. There is a constant
tendency toward curtailment of district board powers, Tard-
ly a district has survived in the original pure form, Instead
of possessing the original powers, the board of directors has
only those powers which are explicitly granted or such as may
be prerequisite to the exercise of a granted power or duty. 25
Statutes granting powers are usually interpreted strietly
and narrowly and frequently permit no deviation althoush some
states accord the general power to do anything not inconsist-

ent with the written statutes snd thus provide considerable

flexibillity and freedom in flelds of sction not predetermined

93 ¢f., w.kF, Cubberley, otnote School Administrstion,
167-158., An example of limiting orlcinal dIstrict powers can
be seen in the fact thet seversl states using the .district
syste: levy a county-wide school tax instead of leaving this
to the district. Cf. W.S, Deffenbsugh and T, Covert, op.
cit,, 8-0.
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by law 94.

The Township System:

The township unit of sehool administration does not
differ grestly from the district system. The chief difference
lies in the larger territory covered by the township and con-
sequently in a greater number of children per adminlstrative
unit end hence less one-room one-teacher schools. The aver-
age size of the school township is 28 square mlles as compa-
red to the 18 square miles of the districts, As to the size
of the township a great varistion 1s noticeable between states
end even within the same state. In Vermont the average size
is 97 square miles, in New Jersey 14 and in Pennsylvania 17
square miles, Due to this variation in size and partially
to the total square miles of the individual states the number
of townships also ranges extremely., So also does the number
of board members., In the nine states that use this school
system the total number of units is 5,842, with 26,723 board
members and 156,858 teaching posltions 95.

Usually the school township is coterminous with the
civil township, but, like the district, a separate corporation

distinct from the civlil governing unit of the township or the

94 Cf, A.B, Moehlman, School Administration, 206.
956 Plgures 1n foregolng paragraph are taken from
walter S. Deffenbgugh and T. Covert, op. cit. 4,
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town which may form the nucleus of the c¢ivil township. The
entire territory forms one taxation unit and one board of
trustees 1s in charge of all schools within it 96. The duties
and powers of the board are very similar to the original
powers of district boards and there has been no marked ten-
dency to curtall its powers or to interpret them narrowly.
Five to nine members are elected at large by the »eople. For
purposes of plannlng and appraisal, a state offlcer and state
board of education 1s over the township board, which 1s the
executive of the state to put into operation the school laws
and sce that the minimum requirements for the state arec ful-
filled 97.

An immense difference exlsts between the township of
New Zngland and that of the iiiddle west. The former 1is
usually a natural unit, centered about a town and incorpora-
ting the interests of the town as well as the rurel districts
surrounding 1t. PFor this rcason it might be called the com-
munity unit 98. In the Middle "est the township 1s a sur-
veyor's unit of 36 square miles, It is laid off without ref-

erence to locations of towns, and therefore is an arbitrary

unit hardly satisfactory es a unlt of school administration.

96 Cf. A Manual of Educatinnsl Legislation, United
States Buresu of Education, Bulletin No. 22, (1926), 19.

97 Cf. A.3, lioehlman, op., cit., 208,

98 The New England township will be referrsd to again
in relation to a current trend toward sdopting the comnunity
as the administrative urit.
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The County system.

Although only twelve states 99 actually have a
highly centralized county unit system, since the beginning
of the present century the county has gained 1n prominence
as the school administrative urit, Several states have en-
acted mandatory or permissive legislation which tend in a
general way to promote the county administrative unit in
educational affairs lOO. The chief reasons for this trend
are the alleged fiscal and educational inefliciency of small-
er units. The most recent case of change from district to
county system took place in 1933 when West Virginla abandon-
ed the district system. In place of the 398 origlnal dist-
ricts 1t now has only 55 county units 101.

The variations in size of county units, 1n number of
board menmbers, per state, is comparable to the variations
noted in the smaller units. But the average size is much
larger than the average township, and the total of trustees
is much smaller both per state and In comparison to the number

102

of teachers . The average slze is 377 square miles; there

are 4,629 board members and 183,378 teachin~ positions.

99 Cf. A.B. Moehlman, op. cit., 166,
100 w.W. Keesecker, "Review of Educational Legislation",
Blennial Survey of Educatlon, 1926-1928, United States
Department of the Interior, Bulletin No. 16 (1930), 410-411,
101 ¢f. A.B, Moehlman, op. cit. 161.
. 102 Date are taken from A,B. Moehlman, op. ecit.
166168 and 208-209,
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The educational officials of the county are the board members,
ranging from five to fifteen in the various states, and a
county superintendent as chief executive officer and profes-
sional adviser of the board. The gqualifications required to

be a board member vary and some are very low. Kentucky law

103
stipulates 24 years of age and an elght-grede education .

About county board members, Counts writes:

The typical county board of education in the United
States is composed of slx members. These members are
elected by the people for a term of four years. One of
the six members is a woman, who follows the occupation
of housewife. Of the five men, three are farmers; one
i1s a merchant, and one is a physician..... From the
standpoint of formel education, they reflect somewhat
favorably the attainments of the citizens of the com-
munity. Three of the members are the products of the
elementary school only; one has attended the secondary
school; and two have enjoyed college or university
privileges 104,

Methods of selecting board members are diversified
but 62,1 per cent are elected dlrectly by popular vote,
Other methods are appointment by various state or county

officlals 105. In most states the county superintendent is

likewise chosen by popular election 106. His is a politic-

al office. About superintendents Cubberley writes:

103 Ccf. w.w, Keesecker, "Review of fducational Legisla-
tion, 1931-1932", United States Bureau of Hducation Bulletin,
1933, No. 2, Ch. VII, 13.

104 G.S., Counts, The Social Composition of Boards of
pducation, 7.

5 ¢f. Ibid., p. 15, Teble 111.
106 ¢f. E.P. Cubberley, State School Administration,

209,
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e« the average popularly elected county super-
intendent of schools today represents a very average
member of the teaching body. He is seldom one of the
best educated men of his county, either from an academic
or a professional standpoint; 1s usually a routing work-
er who makes a good clerk, but 1s lacking in imagination,
initistive, and insight; and is at best a practical
"rule-o{—ghumb" worker rather than a professjional
leader 10 .

The county superintendent and board are responsible
to state officers of education for management of the schools
but they enjoy considerable autonomy and freedom in select-
ing and employing the entire personnel, in fixing salaries,
in collecting and administrating funds, some planning powers
beyond minimum state requirements, and greater supervisory
powers than district or township boards in evsluating all
public educational work being done in the county, execept that

which may be carried on in a c¢city operating as an independent

unit 108.

The City System

While 1t is quite correct to speak about a state
having a district or townshlp or county system of schools,
it must not be supposed that any state has a given system

exclusively. The flrst two systems described so far, are

107 Ibid., 218,

108 The description of the county system glven here
pertains to the twelve states having no smaller administrative
unit. 14 other states having smaller units slso 'mve some sort
of county supervision. Cf, E.,P., Cubberlsy, 3tate School
Administration, 210, Fig. 37.
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used chiefly and almost exclusively in rural areas. The
county system also applies more to rural schools but may

also include the schools of smaller cities., All 48 states

of the Union have besides the predominant system, independ-
ent clty districts. These cities form units of administra-
tion just as the district or township or county, and are not
subJeet to the educational officers of these units. Like
these units, the cities hold authority from the state to
administer to the educatlional needs of the city. They must,
of course, meet the minimum requirements of the state, but
beyond that often enjoy considerable autonomy. The degree

of autonomy varies with states and slso for Individual cities
within the state, Chicago, for instance, 1s almost entirely
independent in all educational matters. 1In 1933 there were
some 7,000 cities which through general custom and state laws
were asllowed to organize as independent school districts and
to control all the public schools within the municipsalities 109.
There 1s very little uniformity in the various states as to
the size in populabion or taxable wealth required before a
clty is authorized to function as a distinct administrative
unit 110. The city has 1ts own superintendent and a board of
trustees or board of education to administrate the citv's

schools. In theory, at least, the majority of cilty school

units are distincet from civil municipal govermnment and as such

i09 ¢f., A.B. Moenhlman, op, cit., 209.
110 ¢f. B.P, Cubberley, State School Administration,l179.
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should not be implicated in city politics, The great majority
of board members are elected by the people, 72.4 per cent by

111
the people at large and another 10.8 per cent by wards .

Nine other methods are recorded by Counts 112.

All powers of the city district reside in the board
of trustees. Usually larger and additional powers have been
conceded to municipal boards over and above those held by
district or township trustees, and in some respects greater
also than county boards possess, although in general the city
and county units are very simllar as far as local sutonomy
is concerned. Though other customs may prevall in a state for
other administrative units, the city board selects text-books
and outlines the courses of study; levies taxes and manages
1ts own funds, selects supervisory officers and decldes on the

establishment of special or additional types of schools 115.

In a few states some clties even certificate their own teach-

ers 114. The city board elects the superintendsent and delega-

tes its executlive power to him. He is the executive officer
of the board, directly responsible to the board of education

for the administration of the entire clty school system 115.

111 ¢f. G.3. Counts, op. cit., Table IV, 16.

112 Ccf., Ibid.

113 ¢f. E.P. Cubberley, State School Administration,l79.

114 ¢f. A.B. Yoehlman, op. c¢it,, 702.

115 ¢f. #,.,C, MeGinnis, S5chool Administration and
Supervisory Organlzation in Cities of 20,000 to 50,000
Population, 28.
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The board itself, except in a few completely sutonomous cities,
is responsible to state educational offlcers in carrying out
at least the minimal requirements.

The number of members per board ranges from three to

sixteen but the tendency is toward smaller boards 116. Counts

describes the typicel city board as follows:

The typical city board of education in the United
States is composed of six members., These members are
elected at large for a term of three years. One of
six members 1s a women, who follows the occupation of
housewife, Of the five men, one 1s a merchant; one,

a lawyer; one, a physician; one, a banker, manufacturer,
or business executive; and one, a salesman, clerk, or
laborer... From a standpoint of formal educatlon, they
constitute, in comparison with the c¢ity populatlon, as

a whole, a highly selected group. But one of the members
is a product of the elementary school only; two have
attended the secondary school; and three have enjoyed
college or university privileges... On the average, these
members devote approximetely fifty-one hours a year to
board duties 117

The cilty superintendent is in most cases a profession-
al educationist who has both college training in school admin-
istration and practical experience obtalned as principal of

schools before reaching the position of superintendent.

The 3tate System

While it may be sald and 1s true that every state of
the Union has its educational system, 1t 1s not correct to say

that there are states which have a state school system in the

116 ¢f., G.3., Counts, op. cit, 12,
117 Ibid., 79.
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same way that we speak about states having district or
township or county systems. Only one state, the small

state of Delaware, has a state system, that is, having

the entire public school system, except the two city dis-
tricts of Wilmington and Dover, organized as one adminlistra-
tive unit 118. Thie is the only case of a highly central-
ized state educational orgenization. Legally any state could
introduce such centralization, but thus far all other states
have provided for educstion by creating (by permission or
mandate) local administrative units and by delegating
executive power to these smaller units., At the same time,
however, every state has its board of education and a state
superintendent of public instruction or commissioner of ed-
ucation. Their functlions have evolved from almost purely
clerical and exhortatory duties to supervisory, executive
and even legislative powers. In the last funetion, legis-
lative or planning, the state superintendent and board are,
of course, subject to the state legislatu?e whenever there
1s question of imposing something not already provided for
explicitly or implicitly iIn a statute. Increasingly, today
the state 1s taking greater Interest in education by super-
vision, by planning curricula, by prescribing text-books,

and by reserving to itself the right to grant or to revoke

118 Cf, A.B. Moehlman, op. cit. 163,
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teachers' certificates, Stlll, local control 1s very
prominent and if we except the minimum state requirements,
each local administrative unit provides for the educational
needs of its people as the people and the locerl authorities
recognize these needs and are finsncially able to fulfill
them., To a large extent the schools are still considered as
local affairs and educatlon of the young as & matter of direct
interest to the people of the immediate vicinity and subject
to their control rather than tc the control of the state or
professiohal educationists, Popular Interest 1s, of course,
more manifest in the realms of elementary ecducation than in
secondary and higher learning., This 1s eqgually true of the
control of schools, The distrlct system 1s most extensively
uged in rural areas., Many districts have none but an slement-
ary school and could not possibly establish a high school
because of the sparse population of the district, or in sec-
tions where Catholics are numerous, because so few parents
send their children to public schools either elementary or
high., In such cases there may be only one public high school
per township or even per county depending on the population
who would patronize the public schools. In reference to high
schools, therefore, we notice greater centralization and less
popular interest or control. This 1s even more true of public
colleges and universities and normal schools, .ith the excep-

tion of the larger city districts, having their own college,
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university and normal institutes, these are entirely 1ln the
hands of state officials and almost entirely removed from

any popular control,

The Community System

In describlng the district system, we saw that 1t
was a result of the originel town system of the New England
States. This town system was truly a community system
"... an integration of urban and neighboring rural inter-
ests™ 119. The division of the town Into smaller districts
was occasioned by the fact that small community-like clusters
spreng up within the territory orliglnelly designsted as the
town, These small communities, as well as adjacent rural
areas, each developed Into independent and often artificial
districts 120. By 1890 a trend away from these artificial
units and back to the original unit was in progress. This
trend was prompted by a desire to establish a nsatural school
administrative unit on the basis of the natural community,
that 18, the town and the rural areas lying around it. Todsay
this movement 1s attracting attention and sympsthetic interest

in many parts of the nation. Moehlman thinks that ",.,. the

dominent new local district unit will be the natural community,

119 A.B. Moghlman, op. cit., 169.
120 cf, Ibid,
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expressed as a relation of social, economic and educational
interests, varying in size with geogr=phical conditions and
basic land use" 121.

The communilty district owes 1ts growing popularity
to two factors. The first is the increasing evidence of the
arbitrary nature and ineffileclency of the small districts with
their numerous one-room schools. The second factor is the
traditional attitude of opposition to any form of central-
ization which night lessen the local popular influence in
matters of school control. This opnosition is apparent in
regard o both larger administrative units such as the county
and to attempts at establlishing consolidation or central
schools 1in which children of distinet districts and even
distinct communities have at times been grouped. The central
or consolidated school had its perlod of vogue during the
first thirty years of the present century but now has fallen
into ill-repute 122. It was not a natursl unit. The community
district on the econtrary would be entirely natural devoid of
any arblitrary boundaries, The basis for mapping 1t would be
the community of social, economic and educetionsl interests.
This basls, of course, admits of great range in slze of admin-

istrative units. One might have only a few square miles,

another a few hundre« square miles., Once this new community

121 Op. c¢it., 180,
122 ¢f. A.B, ioehlman, S3School Administration, 177.
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system is worked out in its final form, other districts and
thelr educational officers disavpear. A new community board
of educatlon elected at large and a community superintendent
as professional officer of the bosrd will be in charge. They
will work out the annual school budget, determine the school
tex, select teachers and principals, fix thelr salaries, pro-
vide new buildings and high-school advantages for all children
of the community district 125. In genersl, the organization

and the powers possessed by the communlty educational officers

are Intended to be very similar to those under the city system.

Cubberley's Administrative Suggestions

To the tople of school amdministrative urits, Cubberley
devoted a large proportion of his writings. rot only did he
describe these units., He voiced both favorable and adverse
eriticism to exlsting practices in school administration and
likewise made his suggestions for the improvement of education-
al efforte by reorganization of present administrative systems.
In fact, such reorganization may be sald to be the basic
means that Cubberley suggests for aligning the work of the
schools with his conception and purposes of educatlon., for

him reorganization of school administration by establishing

123 ¢f. B.P. Cubberley, State School Administration,
255-2588, As early ac 1916 Illinols provided, by permissive
leglslation, for forming community high-school districts in
which all district, township and even county boundaries
might be disregarded. Cf. Iblid. 255.
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larger units of control in most states is a fundamental
and essential need for true and lasting improvement of ed-
ucation,

According to Cubberley, the district system has seen
its day of usefulness and should by all means be replaced by
a larger unit, preferably by the county system, except in a
few sparsely settled, isoclated areas with poor transportation
facilities, The distrlct system was well adapted to pioneer
days because communication was difflicult between rural settle-

124

ments and state or county seats . PFurthermore, local

district control made people conscious of the need of educa-

the fact
tion. By/that each locallity was sllowed to handle its own
school problems people showed interest and initiative 125.

For the purely educeatlonal values of the district school
Cubberley has nothing favoraeble to mention. Along with the
benefits Just mentioned, he says:

Perhaps one of the chief merits of the early district
system,... was that the district meeting served as a
forensic center for the developing democratic life of the
time... In training the people In the siuple forms of
parliamentary procedure; in the ability to speak and
defend theilr rights; and in awskening a conception in
the minds of the common people of the needs and benefits
of education, and this at a tlune when general education
at public expense hung in the balance - the district
system doubtless rendered a very valuable service 120,

124 Cf, E,P, Cubberley, State Scrool Administration, 170,
and The Improvement of Rural Schools, 32,

125 Cf, E.P. Cubberley, Public School Administration, 34.

126 i,P, Cubberley, State School Administration, 171.
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Yor the purpose of keeping local interest Cubberley
would consent to some asnects of district control in such
matters which can be efficiently handled by the district.
But the district as the administrative unit must disanpear
because 1t is not adapted to the educational needs of the
present or the future 127. The distriect system, he maln-
tains, 1s educationally inefficlent because on the one hand
the education it offers is not functionsl in terms of intel-
ligent participation in rural 1life and gives 1little tralning

for the vocations of country people 128

, and, on the other
hand, 1t provides only the minimum essentials of an education
which 1s functionally dead in respect to broader life inter-
ests and to the changing economic and soclal problems of
nation and stete 129.

The chief reasons for this alleged e’ucational in-
efficiency are: 1) the lack of intellloent professional dir-
ection and supervision; 2) the lack of sufficient funds;
and 3) the difficulty of introducing anything new whether
in school work or in equipment or buildings., The district

trustees are generally laymen and, in Cubberlev's ovpinion,

entirely incompetent in school matters, yet they have the

127 Cf. £.P. Cubberley, The Improvement of Rural
Schools, 37.

28 cf. Ibld,, 36-37.

129 ¢f, Ibid.,, 35 and 37,
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control of the distriect school and frequently assume
authority where only & professlonally trained person

should have a voice; they are ultra-conservative, penurlous
and short-sighted +°°. They do not understend that the
educational needs of the present are not the same as fifty
years ago. If they do see present needs, they must still
convince the people at the annual dlstrict meeting so that
the people will be willing to be taxed for improvements.
Very often the trustees are afrald or unwilling to spend
more for anything except the bare essentials and in other
Instances they have so little avallable money that it 1is
lmpossible to make worthwhile lmprovements. The taxable
wealth of a district is often so small that a well-equipped,
hygienic school-building is a financial impossibility 151.
Again often the teachers in the district schools are in-
competent,because the sServices of an experienced and com-
petent teachsr are too costly 152. If taxes are levied on
a district basis, the tax rate must be higher than under the

city or county system, and still the district provides

lesser educational benefits, As a means to eliminate the

130 ¢f, Ibld,, 36, and E.P, Cubberley, Public School
Administration, 52,
1 cf, E.P. Cubberley, State School Adminlstration,

175.
132 ¢f. E.P. Cubberley, The Improvement of Rural
Schools, 37.
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district inefficiencles, Cubberley suggests the abolition
of the district im favor of the county system and consolida-
tion of small rural schools 133 Tnis would eliminate
poorly equipped one-room schools; there would he fewer
schools and in turn fewer teachers with only a handful of
pupils and especlally, since the teacher demand would be
lessened, it would be easier to obtain only well-trained,
competent teachers 154. Fewer teachers, though they could
and should be better paid, would still be more economical.
And, of course, the educatlonal value of better tenchers is
self-evident 135. The county system with consolidated
schools would also equallize educational advantages because
the same standards would apply throughout the county 156.
Texes would be levied on a county-wide basis and apportioned
according to nee”, thereby lessening the burden on the
districts,

From a business polnt of wview the county system
presents a better unit of administration, because 1t 1s

urified and simplified. Instead of several boards, one more-

competent board elected at large would represent the people

133 ¢f., Ibid., 39; also w.,P, Cubberley, State School
Administration, 25C, and "Desirable Reorgzgsnization In
American Education®, School and Society, 2 (1915), 401.

134 of, ®,P, Cubberley, "Rural School Administration"”,
Sehool snd Soclety, 1 (1914), 158,

135 ¢f. E.5. Cubberley, Stats “chool Administration,
230-235 .

136 ¢f. Ibid., 233,
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of the entire courty and administrate the entire educatlion-
al effort of the county. The county superintendent, chief
exeeutive officer of the board, should be appointed by the
county board., He should be the best trained professionsal
educator available, one who understands educational needs

and funetions. well-qualified assistant superintendents

and supervisors should help him in his wr 137. Yith better

teac