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ABSTRACT
A PHILOSOPHICAL ANALYSIS OF THE

CONSTRUCT "LIFE ADJUSTMENT" AND ITS
IMPLICATIONS FOR EDUCATION

by Frank H. Blackington, III

Out of the war came many problems. Chief among
those that had to be resolved in the post-war period
was the purpose of secondary education. Controversy
concernlng education was only a part of the total con-
troversy sweeping the natlion concerning its insti-
tutions, their purpose, roles and relationship with
each other and with individuals in the soclety of which
they were a part.

The 1life adjustment education movement purported
to give educational direction during this period. The
hypothesis under comsideration in this thesis, however,
is that "the term 'life adjustment' education to date is
lacking in cognlitive significance, i.e., does not denote
any particular observable range and level of human ac-
tivity."

In'order to test the hypothesis under consideration,
the writer proceeds to locate certaln demands made upon
secondary education in historical perspective, to review
the history of the life ad Justment movement, to review
the literature penned by friend and foe of the movement
and finally to an analysis of the concept "life adjust-

ment® as such with conclusions concerning the relation-
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ship of such an analysis with past and future edu-
cational practice.

The above mentioned procedure revealed an identity
of claims for the central emphasis in education on the
part of educators prior to the 1life adJustment movement
and those operating under the name of life ad justment
education. Two things have been achieved by the move-
ment, 1.e., nominal and organizational novelty and unity.
The nominal unity, however, was a source of confusion as
it perpetuated traditional conflicts in fact although
not particularly in name. Those opposed to the life ad-
Justment movement were Judged not to really oppose life
ad justment but certaln activities carried on in the name
of 1life adJustment.

An analysis of the term "1life adjustment" revealed
that ignoring normative qualifies of the term.made it
all inclusive. Even with normative aspects considered,
certain specified levels of human activity needed to be
established when considering the comstruct "life adjust-
ment® in connection with education, lest "education"
lose'its cﬁstomary meaning. | |

A deterministic analysis indicated that 1life ad-
Justment was a preferred state and equivalent to the
&ood 1life in both the relative and absolute sense,

Such a state needs clear definition before a test can

be made for the truth claims of activities purporting
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to be 1life adjusting. The resolution of such claims
is seen to be a matter of empirical test. The insti-
tution of education is seen as ready for this step be-
yond the 2500 years of assertion of hypotheses in reified
form. The method discussed 1s seen as a way out of the
present low level of argumentation.

A crucial problem, raised at the conclusion, is
the problem of getting the correct definition of the
good 1life. Some doubt 1s expressed as to the ability of
this method of analysis to get beyond Kant's hypothetical
imperative to this categorical imperative, though it is
asserted that the method of analysis may well generate
knowledge for that end. This problem is asserted to be
of the most pressing importance and worthy of continued

study.
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INTRODUCTION

In the years following the second World War, Ameri-
cans turned their attention back, in part at least, to
some of thelr more pressing domestic problems. Among
these was the problem of education in a democracy. The
war had shown some of the deficlencies of American edu-
cation in terms of the large number of men rejected as
unsulted for military service. At the same time the gi-
gantic mobilization effort gave evidence of the consider-
able successes of the educational system. Added pressures
caused largely by population growth and increasing rapi-
dity of technological change tended to intensify old
problems and create new ones.

The rapid population increase provided a demand for
elementary education with implications for higher levels
of education. The GI Bill proved a shot in the arm for
institutions of higher learning enabling many of them to
recover from the lean war years. Secondary education be-
came a matter of grave concern for many educators as they
anticipated an agonizing period of economic readjustment
following the war-time boom period. Many envisioned a
return of economic activity to the levels of the 1930's.

The educatlional institutions were hardly prepared
for what followed., They had witnessed a period of some
8ix years with little or no expansion of physical plants.
They had functioned with a more or less static supply of

teachers - many of whom were inadequate for the task
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at hand. In splte of many educational pronouncements

to the contrary, they had remained very close to the
traditional classical orientation of Amerlcan public
schools in terms of curriculum organization and class-
room procedure. Of equal importance was the fact that
the American public school was getting its traditionally
niggardly support from the general public. Teachers were
poorly pald, classrooms poorly furnished, and a great
number of the students poorly educated for the challenges
of 1life in modern Amerilca,

It became apparent to the general public that some-
thing had to be done in the way of plant construction.
Sheer numbers flooding schools throughout the land took
care of that., It became increasingly apparent that some-
thing had to be done to secure more teachers. This, too,
was a matter of numbers, i.e., the shortage of teachers
and the necessity for increased financial support to ob-
tain them. Edu&ation became a bigger and bigger invest-
ment in the eyes of the general public. Educators were
increasingly concerned with curriculum problems along
with the physical aspects of the school expansion.

Amidst the tremendous and often confllicting demands,
educators were striving to produce an educational pro-
gram for all the youth of the nation. In the succeed-
ing years, perhaps no other institution of American
soclety has received so much concerted public attention
and so much concerted criticlsm as the public school.

It has come from all types of sources - the erudite and
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the ignorant, the well intentioned and the enemies

(admitted and unadmitted) of public education. Although
public institutions have always been under attack, this
particular period witnessed a concerted attack on the
schools which has been unparalleled in the history of
American public education.

Among the many aspects of American education that
were under attack at the mid-century point was something
called ®*Life Adjustment Education.” As ®progressive
education® was the whipping boy of the thirtles and
forties, “Life Adjustment Bducation® took on, or at least
shared, the role during the fifties; An additional im-
petus has been given to the public flogging of these two
by the challenge of the Soviet Union to the nation's
position of leadershlp and perhaps to its very ability
to survive.

Though the movement is now as dead as the iroverbial
"dodo," at least in terms of admitting to the name, 1t
would éeem that an evaluation of life ad justment edu-
cation might be frultful. Much that went on in the name
of the formal movement was a matter of common practice
prior to the movement. Similarly, there is much in
current practice that found expression under the auspices
of the formal movement., Thus the existence of or the
lack of a formal movement by that name is of 1little im-
port in regard to the hypothesis under consideration.

The fact that such a movement did exist 1s important,
however, in the sense that it indicated the depth of
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concern with a particular problem. The results of the

thinking of its partlclpants and opponents can be help-
ful in evaluating the movement and can be suggestive in
terms of evaluating the concept itself.

Moreover, the controversy concerning education was
only one aspect of the general controversy in the nation
concerning a wide variety of institutions, their proper
roles, purposes, and relationships to each other and to
individuals, which found expression in the literature of
the day. Perhaps the most widely read, at the moment,
is Whyte's "Organization Man.” One need not confine his
reading to fhe more “popular® works, however. One need
only scan the publications of Walter Lippman, The Rocke-
feller Foundation, Eric Fromm, A. Huxley, The National
Assoclation of Manufacturers, The Americans For Demo-
cratic Action, Monsignor Sheen and a host of contempo-
raries of varylng stature and interests to find indi-
cations of similar concern. Consequently the scope and
the pregnancy of the implications of this study depend
only upon the background and interests of the reader.

The central purpose of this study, however, is to
subject the concept of "life adjustment®™ to a philo=-
sophical analysis in terms of 1its impliéations for edu-
cation, Due to the fact that a movement by that name,
purporting to glve directlion to educational activity
and, by implication, to life viewed as human activity,
was a matter of considerable controversy, concern with

1t and the assertions of its friends and foes will
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occupy & major portion of the writer's attention in his

attempt to explicate what the cognitively significant
formulation of such a concept involves,

The hypothesis under consideration by the writer 1is
that the term "life adjustment®™ education to date 1is
lacking in cogﬁitive significaﬁce, l.e., does not denote
any particular observable range and level of human ac-
tivity. In view of the foregoing, we must ask - does
the term denote any substantial philosophical position
and does 1t provide the criteria upon which to build an
educational structure? Precisely, what does the phrase
#life adjustment education®™ mean? These questions are
indicative of the scope of-this study.

No attempt will be made by the wrliter to develop a
life adjustment education program elther on the basis of
a comparison of the relative merits of particular pro-
grams or basic positions, or on the basis of an ex
cathedra pronouncement. Neither will the writer attempt
to develop a definition of "life adjustment” as such,
though 1t 1s probable that equivalent terms may be noted.
These tasks all lie beyond the scope of this study.

In order that such an analysis may be frultfully
developed the writer wlll proceed, initially, to locate
certain demands made upon the institution of secondary
education in historical perspective in order to compare
those demands and the services developed to meet those
demands with those obtaining in the "life adjustment"

movement. Secondly, a review of the history of the
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movement will be undertaken in order to locate the causes
of its establishment and the purpose as well as some
attempts to realize its purpose. Thirdly, a review of
the literature produced by both friends and foes of the
organized movement will be undertaken in order to develop
the range of thinking surrounding the movement and to
give possible insight to the basic problems inherent in
the development of such a concept. Finally, the writer
will devote a section to the analysis of the concept
#life adjustment®™ as such, with conclusions concerning
fhe relationship-of such an analysis with past and future
educational practice.

Consequently, it 1s now necessary to turn to our
first task - a look at the past history of the American
secondary school to locate changes in 1ts character.
These changes, for better or worse, have in large measure
reflected changes in American soclety. Here we may
locate the function or functions that it, socliety, ex-
pected the secondary school to perform. Were they then

significantly different than today?



CHAPTER I
AMERICAN EDUCATION BETWEEN 1620-1900

Pre-Revolutionary America

The roots of early English colonial secondary edu-
cation reach back to the European traditions accepted
by the early settlers. The general character of second-
ary education 1n Europe had been established during the
Humanistic revival of the fifteenth and sixteenth centu-
ries. These schools gave most of their attention to the
classical studles with considerable emphaslis on ancient
language - Latin, Greek, and Hebrew - in preparation for
college. It was necessary to have a command of Latin
and often Greek 1f one were to become a member of one of
the learned professions.

In thinking of coloniai patterns of education it
is customary to turn to the experience of Massachusetts
as an example., This 1s a legitimate source 1f one is
careful to avoid the mistake of considering it typical
of colonlal education. Massachusetts did, however, es-
tablish leglislative precedent, establish a two class
system of education, and did represent a major influence
on subsequent educational development not only in the
New England area, but in the entire United States.

The early founders of Harvard expressed the need
for an institution of higher education as a means of
avolding an 1lliterate ministry for future generations.
Here was a group of people devoted to the establishment

7
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of a *Christian State™ whose interests were directed

primaiily toward life.in the other world. The present
world was viewed as a transitory measuring device to
determine by falth, individual communlion with God, and
action whether 1ts members were among the elect. Thils
attitude set the temper of thelr whole lives, not a
small portion of which was education. Education was
seen as the protecting and sustalning arm of the Church
and Commonwealth,

Truly the substitution of the authority of the
Bible in religious matters for the authority of the
Church had caused an educational revolution as well as
a religious one. Previously, with the Judgment of the
Church sufficient, there was little need for universal
education in primarily agrarian civilizations. The
individual Judgment and responsibility that was basic
to Puritanism meant that mass education was a necessity.
Jackson states:

“The Bible was put into the hands of the
people to be for each one an individual guide

and help and at least an education sufficient

to read and understand it was a necessary

corollary.”l/

The maJorify of the early settlers were educated
and were able to supply home instruction 1f the time
was avallable and the spirit willing. The results of
the dependence on home tralning were considered unsatis-
%75335@375353? Jackson, The Development of School

ufport In Colonial Massachusetts, Teachers College,
Columbia University, New York,

1909, p. Te
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factory and Harvard's establishment implied a system

that would supply scholars to the college. Consequently
the General Court passed the Massachusetts School Law of
1642 and the "old deluder Satan" law of 1647.1/ It
would be a miétake to assume thét no formal education

of an institutional nature was avalilable prior to these
laws. Boston Latin Grammar School (1635) and Harvard
University (1636) are perhaps the most notable of the
institutions which preceded this legislation. This
legislation, consistent with Puritan theology, was the
first example in the English-speaking world of the state
requiring that all children be taught to read.

The influence of the early Puritans on American
education can be divided into two areas., Onmne 1s the
establishment of certain governing principles through
legislation and the second 1s the shaping of the Ameri-
can mind in an area of attitudes, value Judgments and
morals which, difficult to measure and secularized though
they may have become, have had a tremendous impact on
American culture.

In the area of legislation, the laws of 1642 and
1647 form the cornmerstone of public education in America.
These laws established the right of the state to require
communities to establish and maintain schools. Moreover,
fines were in the eoffing 1f they did not comply. The
I/Henry Steele Commanger (ed.), Documents of American

Histoix, Appleton-Century-Crofts, lnc., New York, 1949,
ppo 2 "290
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General Court established several principles of import-

ance which were then foreign to the English-speaking
world, 1.e., education of all youth 1s essential for

the well-being of the state; obligation to furnish this
education rests primarily with the parent or master and
the state may compel him to fulfill the obligation; the
state may fix a standard determining the kind and quanti-
ty of education; general taxation may be used to support
the institutions regardless of attendance and the state
may require that secondary educatlion be made available

at public expense,

Regardless of the church influences involved, these
precedents were established by public legislative action.
The practice of these principles has continued to the
present day - a day of secular control in public edu-
cation. It may be noted that a large portion of the
history of American education revolves around the
battles to maintaln, establish, and in some cases re-
establish these principles,

The second area of influence - the domain of
morals, values, and attitudes - finds us able to trace
many of the so-called "middle class virtues" or atti-
tudes back to Puritanism. It is to be readily admitted
that all these viftues are not peculiar to Puritanism
but Puritanism provided the militant force for thelr
acceptance with an assist going to Benjamin Franklin's
writings which did much to secularize them and make them
popular. So, too, have the militant revivalistie,
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evangelical religious sects, What are they but thunder-

ous reverberations of Puritanism?

The modern day counterpart of the attitude toward
poverty is instructive in reference to the above.
Poverty was lack of success and regarded by the Puritans
as a sign of rejection. The elect proved thelr grace by
success, Today, poverty is not quite a disgrace (due in
part to the crash of 1929) but in all events it is, at
best, a subtle criticism.

H. L. Mencken summed it up nicely when he wrote:

"Great 1s the influence of the original

Puritans -- whether of New England or of the

South == who came to the New World with a

ready-made philosophy of the utmost clarity,

positiveness and inclusliveness of scope, and

who attalned to such a position of political

and intellectual leadership that they were

able to force it almost unchallenged upon the

whole population, and endow it with such vitali-

ty that 1t successfully resisted allen opposition
later on."l/

Educationlin the south reflected the Anglican in-
fluence. The church had maintalned considerable con-
trol and responsibllity for education, The state con-
sldered education a civil affalr only insofar as it
concerned apprenticeship, the education of poor
children, orphans and the illegitimate.

In the middle states the great diversity of re-
ligious and national origins led to private and church
oriented education. Consequently there was no dis-
%Zﬂ. 1. Mencken, A Book of Prefaces, Garden City

blishing Company, Inc., Garden city, 1930, pp.
207-208.
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cernible trend toward a common school system. This pri-

vate and church oriented schooling, in the sense of
greatly varled institutional and cultural loyalties,

was very apparent in the more heterogeneous middle
states, The tendency in this directlon became stronger
in the New England area after the "Glorious Revolution
of 1688" with an increase in the héterogeneity of popu-
lation, the disestablishment of the church, the westward
movement, and the general diminution of the religious
fervor that marked the activities of the earllier colonlal
period. In spite of the legislation passed by the
General Court of Massachusetts, there was a tremnd toward
private and denominational schools coupled with an out-
right refusal to be bound by the legislation or merely
a token compliance with 1t.

Throughout the colonies the major task of the
secondary school was that of providing a classical edu-
cation for those who attended the institution. Initial-
ly there was a strong theological basis for this edu-
cation. A slow, but marked, diminution of the influence
of the theologians resulted in an lncreasing concern
with earthly affairs - not as a measuring device for
one's salvation potential but as a practical necessity
for the business of this life. Classical educatlon was
8till considered the best education for the role of
gentleman and leader.

Generally speaking, the pre-Revolutionary perlod

was one of very nearly universal acceptance of a dual
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system of education. This 1s true regardless of whether

education was regarded as a province of the family,
church or state. Elementary schools and the apprentice
system were considered appropriate and adequate for the
lower classes while the Latin grammar schools and
colleges were designed for the upper classes. This was
especlally true of education in the seventeenth century
but was lncreasingly less true at the close of the
eighteenth century as merchant interests began to play
a more dominant role in colonial soclety. These 1lnter-
ests became committed to a more utilitarian curriculum
at the secondary level and in fact joined battle with
the classicists. This persistent utilitarian concern
underlles many of the struggles in present-day American
secondary education. This demand by the business inter-
ests for an instlitution which would minister more ap-
propriately to 1ts immediate needs led to the develob-
ment of private English schools. These were sometimes
called EBnglish grammar -chools. The Latin grammar
>chool had been committed to the classical form and con-
tent of education by tradition and by the heavy hand of
college entrance requirements. This lack of flexibility
left those, dissatisfled with its operation, no other
choice than the establishment of a new institution. A4t
this point, it would be instructive to note that this 1is
another pattern that holds throughout the history of
American secondary education.

Perhaps the most significant development in the
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English school was the elevation of the study of English

to academic respectability. It gave assurance of a uni-
lingual population and in the same way that the Reform-
ation gave respectability to the vernacular in the re-
ligious realm, this vermacular respectability in edu-
catlon lead to the removal of an artificial barrier to
the knowledge of the day in the things of secular con-
cern, Also lncluded in the curriculum were such sub-
Jects as mathematics, sclence, and modern foreign
languages. Consequently this type of school had a much
Broader clientele than the Latin grammar school.

The English grammar school gave way in the latter
part of the eighteenth century to the academy. The
academy became the dominant force in secondary education
at the end of the colonial period and continued in this
role well into the nineteenth century. The academy
movement was an attempt to combine the curricula offer-
ings of the Latin and English giammar schools. One of
the more elaborate of these arrangements was described
by Benjamin Franklin in his "Proposals Relating to the
Bducation of Youth in Pemsilvania® published in 1749,
As PFranklin found out, much to hié dismay upon his re-
turn from his European assignments, there was an ex-
ceedingly strong tendency for the tradlitlonal subject
areas to become dominant and push the newer aspects of
the English curriculum into the background. Conse-
quently the original character of the academy as a
multipurpose institution was changed to that of an
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institution serving a more restricted clientele chiefly

for the purpose of college preparation. Nevertheless,
the academy movement did force the broadening of the
curriculum to the point where some attention was given
to English grammar, literature, rhetoric, mathematics,
soclal sclience, modern language, sclence, art and music.
None of these had been considered as worthy of attention
by the Latin grammar school,.

Colonial soclety thus saw the purpose of education
as preparation for and a concern with other worldly con-
ditions., Competing with this goal was a developlng con-
cern with earthly affairs and the qualities of leader-
ship necessary for the role of the gentleman of the
times., Classical education was assumed to provide the
basis for such activities. The latter part of the co-
lonial period saw spokesmen for another purpose becoming
more articulate and effective. This final purpose of
note was essentially vocational, immediately vocational,

in nature.

Education 1n the Barly Years of the Republic

The establishment of a republic and the general
commi tment of the new colonies to the basic philoséphy
of the Declaration of Independence, Paine's Common
Sense, and the Constitution, with all its implications
concerning universal participation in the affairs of
state, also implied a commitment to universal education.
The educational thinking of Thomas Jefferson and Dr.



16
BenJamin Rush were indicative of this commitment. Thus

with the explication of the political ideals of demo-
cracy came the necessary accompanying explication of
educational ideals necessary to sustain 1it,

Education was seen as more than a matter solely of
ecclesiastical concern. It was conceived as essentially
a matter of civic and national concern, as the first
line of defense for a way of life. Would the academy
system be adequate for such a task? Men like John and
Samuel Phillips, who established Phlillips Andover
Academy, felt that the private academy was the answer to
the divergent demands of the varying locales. The
academy served a broad age group and often was coedu-
cational. A number of them were established solely for
ladies, Academies were usually established through pri-
vate endowment and later often received a measure of
public support. Nevertheless, control usually remained
in private hands. Due to the tuition factor, the acade-
my still left a large element of the population with no
vehicle for formal education at the secondary level,
Thus it, too, was found wanting. Consequently, there
was increasing popular demand for the establishment of
publicly supported secondary schools.

The increase of nationalistic feeling following
the War of 1812, the broadening of the democratic base
with the advent of Jackson, and the ever-swelling tide
of immigration offered excellent sources of support for

the advocates of the public secondary school. Sup-
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porters of public secondary education concerned them-

selves with the strength of the nation and argued in
favor of the movement on the grounds that the natian
could 11l afford an uneducated immigrant class function-
ing as a "Trojan horse® in a democratic society. They
saw in edﬁeation the vehicle for Americanization of the
immigrant, for increasing responsible citizenship, for
increasing the national wealth, for the diminution of
crime, and the abolition of poverty. This group also
embraced the doctrine of "natural law®” including edu-
cation along with freedom'of speech, éonscience and
assembly. Thus education was conceived as an inalien-
able right of the individual that the socliety was duty-
bound to recognize, supply and defend. These schools
were to be avallable to all so that children from all
walks of life could sit at the "great bench of learning”
in the spirlt of brotherhood. |

The common needs of the common man was the major
concern here, The school was to prepare youth for
general participation in American community life.

The pressure of this movement was irresistible and
the concept of public support for education eventually
included the university level. This movement was not
without violent and temnacious opposition however. Even
those who could be considered as thinking that universal
education was essential were not unanimous in thinking
that 1t should be established at public expense. Many
who were not committed to the necessity of universal
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secondary education felt that they would only create

a large group of non-productive malcontents inasmuch

as such education was a luxury and had no utilitarian
end, that secular education would create an atmosphere
of godlessness and atheism, that the taxatlon necessary
for their support was discriminatory and unjust, that
state control would "Prussianize® American education,
and that education wﬁs primarily.a local, family or
religlious concern.

The arguments, both pro and con, had been seen
before in the battle over public elementary education,
They were to be trotted out again in one form or another
in the period of the great debate concerning public sup-
port of university education. They continue to appear
in one gulse or another on the current scene., Generally
speaking, the proponents of public support have tended
to be the dominant force on the American educational
scene.

At the outset of the Civil War the people of the
nation were generally committed to public support of
elementary education. There were indications that the
academy movement was dying ;nd that a substantial portion
of the people were becoming favorably disposed toward the
concept of a public high school which would serve both a
terminal and college preparatory function. By this time
& number of public high schools had been established
rarticularly in New England and in the urban centers

elsewhere in the nation. This development was a signifi-
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cant advance in the logical extension of opportunities
implicit in Jacksonian democracy. This publicly-
supported institution, controlled by boards of elected
officials ultimately responsible to the general public,
was avallable to all, in theory at least, who had com-
pleted elementary school. It offered promise of destroy-
ing the self-generating soclo-economic disenfranchisement
which grew out of the lack of educational opportunity
and the equally permicious self-generation of an edu-
cational elite to which the economic, soclal and politi-
cal power tended to gravitate. In short, there was a
tremendous blow belng struck against the development of
an inflexible class structure. It was another rung in
the yet to be completed ladder of public education.

The curriculum. -- Even the tradition bound Latin
grammar school made modifications in 1ts educational
offerings during the nineteenth century.

#Through the end of the eighteenth century

Latin, Greek and arithmetic were the only sub-

Jeets required for admission to the leading

American colleges. In the years between 1800

and the Oivil War five new ones were added to

this 1list: geography, English grammar, algebra,

geometry, and ancient history. Within the scope

of these eight areas, then, lay the curriculum

of the Latin grammar school."l/

Inasmuch as the Latin grammaf school was almost
entirely devoted to college preparation, they were com-
mitted to following the lead of the colleges.

%Zﬂ. Freeman Butts and Lawrence A, Oremin, A History of
ucation in American Culture, Henry Holt an ompany,

ew York, s PPe 275~ .
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The academy, by and large, recognized the college

demands but felt in no way limited by them. Conse-
quently there was a development of English, science,
social science (including a goodly portion of national-
istic American history), navigation, surveying, book=-
keeping, military science, teacher training and various
assortments of courses., The inclusion of technical and
sclentific courses 1s an indication of the attempt to
make the teachings of these schools appear more imme-
diately useful to the reciplents of this education.
This, of course, included political and social as well
as “vocational® utility.

' There washlittle common organization but the ten-

dency was strong for the academies to establish parallel
courses, the classical and English courses, thus attempt=-
ing to serve a numﬁer of masters. The classical course
had the advantage of tradition and prestige. This, com-
bined with the fact that its clientele were the most
articulate members of the community, made the classical
course an increasingly dominant force within the insti-
tution. Thus, the end result was not particularly dif-
ferent, in the experience of the nineteenth century
academy, from Franklin's experience with his academy.
In the main, the public high school tended to adopt the
rarallel course approach of the academy. At the outset
it, too, put considerable emphasis on the non-oclassical
aspects of the curriculum. This was, in part, a re-

action to the developing conservatism of the academy
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which became more and more a college preparatory insti-

tution as the publicly supported secondary school became
the dominant force on the American educational scene.
The same forces which resulted in a diminution of the
stature of the non-classical aspects of the curriculum
in the academy were to operate in a very similar fashion

as the public high school came of age.

Post Clvil War Secondary Education

The antebellum public high school inherited a set
of relatively established masters - the classlcist who
viewed secondary educatlion as selective and preparatory
for college - a particular type of preparation for a
particular type of college, i.e., one that provided the
traditional liberal arts or classical educatlon; the
group who viewed the high school as a source of general
education beyond the elementary level of a terminal
nature which would prepare the youth for general partici-
pration in American community life and who tended to sup-
port a curriculum orliented in the direction of the
English grammar school; and ﬁhe business and labor in-
terests who saw the high school as a source of some sort
of technical or vocational instruction. In the last
quarter of the century, organizations like the National
Assoclation of Manufacturers, the National Educatilon
Assoclation, and the American Federatlion of Labor made
demands for an increased emphasis on industrial and

commercial education at this level,
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Barly secondary education, as typified by the Latin

grammar school, served the first master with consider-
able distinction. The English grammar school served the
second and third masters well in some areas. The acade-
ny attempted initially to serve all masters with varying
success, It was eventually dofinated by the classical
elements and, in any event, failed to serve the economi-
cally disenfranchised elements of the population who
were, for the most part, unable to participate in the
activities of the academy. The pre-Civil War embryonic
development and the post-war fruitlon of the public high
school was the result of the inability of the previously
mentioned institutions to directly involve the total
population of secondary school age in their educational
activities. In a sense this i1s the fourth and ultimate
master,

Public secondary education has been torn by these
conflicting demands since its establishment. These
various masters, particularly the latter, brought the
system into existence. They constitute the broad gener-
al basis of support which the institution receives while
at the same time cause the gravest tensions within the
public high school movement.

The ebb and flow of general economic and political
fortunes affected the growth of the public high school
as 1t did the institutions prior to it. The tendency
toward expansion was limited in timés of war and de-
pression generally and more specifically by primarily
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local issues. A number of court decislons, the most

famous being the Kalamazoo decision in 1874, established
the right to tax for the support of public secondary
education. The succeeding years, especlally the decade
prior to the turn of the century, was marked by a rapid
development of the system throughout the country. Be-
cause of the varied demands upon it, the comprehensive
high school became the dominant type in America although
the prevailing European influences in America at the
time encouraged the development of speclialized schools
of a secondary nature, a considerable number of which

are still with us,

The Development of Professional Organizations

In the post-war perlod there was another significant
development that has had a consliderable impact on Ameri-
can education at all levels. This may be described
merely as professional organizatlional growth at the state
and national levels. The National Educatlion Association,
established in 1856, became exceedingly active and served
to focus the attention of educators and the general pub-
lic on the current issues in education., It did this
largely at first through the establishment of committees
who were to conduct studlies of various 1ssues and who
from time to time submitted major reports. This pattern
of activity has been utilized by the numerous profes-
sional educational associations which have been es-

tablished in the past sixty years.
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Two important committees of the National Education

Association studied secondary education and éubmitted
reportg in the decade prior to the turn of the century.
The work of the Committee of Ten was undoubtedly the
most significant. Its membershlip was heavily college
oriented though it included some secondary school ad-
ministrators and the United States Commissioner of Edu-
cation. The purpose of this committee was to survey the
entire educational scene and ascertaln possible eco-
nomies of time at all levels of educational endeavor.
Nine sub-committees were formed and they held conferences
concerning the speclalized areas of interest. In refer-
ence to the length of some of the sub-committee reports
the Committee of Ten stated::

"The conferences which found their tasks
most difficult were the Conferences on Physics,
Astronomy and Chemistry; Natural History,
History, Civil Government and Political Economy;
and Geography; and these four Conferences make
the longest and most elaborate reports, for
the reason that these subjects are to-day more
imperfectly dealt with in primary and secondary
schools than are the subjects of the first
five Conferences. The experts who met to confer
together concerning the teaching of the last
four subjects in the 1list of Conferences all
felt the need of setting forth in an ample
way what ought to be taught, in what order,
and by what method. They ardently desired to
have their respective subjects made equal to
Latin, Greek and Mathematics in weight and
influence in the schools; but they knew that
educational tradition was adverse to that de-
sire, and felt no confidence in these subjects
as disciplinary material. Hence the length
and elaboration of these reports. In less
degree the Conferences on English and Other
Modern Languages felt the same difficulties,
these subjects belng relatively new as
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substantial elements in school programmes."l/

These remarks give evidence to the very reél im-
pact of the heavy hand of tradition on those who would
increase the scope of the curriculum. All these con-
ferences dealt with the question concerning the treat-
ment of the various subjects in terms of the goals of
the students who were involved. There was remarkable
unanimity between the several conference groups and the
Committee of Ten itself on this question. The nature of
the agreement and the unanimity is evidenced by the
statement that:

"The Committee of Ten unanimously agree
with the Conferences. Nlinety-elght teachers,
intimately concerned either with the actual
work of American Secondary Schools, or with
the results of that work as they appear in
students who come to college, unanimously de-
clare that every subjJect which is taught at
all in a secondary school should be taught in
the same way and to the same extent to every
pupil so long as he pursues it, no matter what
the probable destination of the pupil may be,
or at which point his education is to ceasecscee
It has been a very general custom in American
high schools and academies to make up separate
courses of study for puplls of supposed differ-
ent destinations, the proportions of the several
studies in the different courses being various.
The princlple lald down by the conferences will,
if logically carried out, make a great simplifi-
catlon in secondary school programmes.'g/

The report recommended the establishment of four
different curricula which were basically academic in

nature. The most significant differences among them

%7§erort 0f The Committee Of Ten On Seconda School
tudies, American Book Company, New York, iﬁ%ﬂ, DP. 13,

2/Ibid., p. 17.
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was the number and kind of foreign languages required.
Moreover, the committee was convinced that the subjects
to be dealt with on the secondary level were so numerous
that 1t would be advisable to abandon the traditional
eight-four division and either include some secondary
subJects in the elementary level or extend secondary
education downward to include grades seven and eight.

To this date some states require a secondary cértificate
to teach in grades seven and eight while others require
an elementary certificate - a result of this report.

The report saw the high school primarily as a
source of terminal education.

"The secondary schools of the United States
taken as a whole, do not exist for the purpose

of preparing boys and girls for colleges. Only

an insignificant percentage of the graduates

of these schools go to colleges or scientific

schools., Their maln function is to prepare

for the dutlies of life that small portion of

all the children in the country - a proportion

small in number, but very important to the

welfare of the nation - who show themselves

able to profit by an education prolonged to

the eighteenth year, and whose parents are

able to support them while they remaln so

long at school."l/

It seems somewhat paradoxical that the report then
proceeded to recommend a curriculum organization that
was almost completely college oriented. However, one
must remember that the members conceived this type of
education as the only suitable education for anyone

regardless of his end goal in life. The Committee of

i7fBid., P. 51l.
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Ten was concerned that secondary educatlon provide at
least four years of strong "mental training" and con-
ceded that the newer subjects, correctly taught, would
be equally effective in terms of mental discipline, The
doctrine of mental discipline permeated the whole report.
Zeran notes in regard to this aspect of the report:

"It is significant that the doctrine of

mental discipline taken for granted by this

committee was never agalin defended by a major,

first-rate group of public school leaders as

a sound criterion for developing the secondary

school curriculum."l/

It must be admitted, however, that the mental disci-
pline theory has been a most persistent myth both within
the profession and among the general population. First
shattered by William James in his famous Chapter 16 on

“Memory” in his Psychology (1918) and subsequently

broven Sy experimentation, 1t returns again and again
as will be evidenced by some later comments concerning
1life ad Justment education.

The Committee on College Entrance Requirements,
in 1899, added 1little to educational thought except
to define the requirements in termé of the conclusiogs
of the Committee of Ten. Electlves were considered
acceptable parts of a general educational program
as long as they were generally confined to the major
studies proposed by that committee. They also pro-
posed a six-year secondary program beginning at the

§7FEaEEIIn R. Zeran (ed.), Life Adjustment Education In
ction, Chartwell House, Inc., New York, 1953, p. 9.
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seventh grade. The Committee of Fifteen on Elementary

Studies opposed a change in the eight-four system fear-
ing that a shortened elementary program would cause many
children to leave school at an earlier age. The National
Education Assoclation appointed a standing committee to
consider this particular question. In its three reports
(1907, 1908, 1909) there was the strong recommendation
that the elementary programs be six years in length
followed by a secondary program of similar length.

Such were the conditions in education at the turn
of the twentlieth century. While modificatlions were
slowly being made in the curriculum the greatest changes
had been made in the areas of public commitment to
school support, public control, and the character of the
population directly participating in formal education.
Traditional aims and content tended to dominate the
activities of the public institution. Yet a vocational
tendency stemming back to Franklin's Academy and the
earlier apprentice system was a persistent force which
became increasingly strong as the American vocational
scene became more thoroughly dominated by speclialization
and the mutual interdependency of the many cultural in-
stitutions and the individual members of those institu-
tlons., It must be admitted that secondary education
has always had a vocational value for some elements of
. the population but the vocational tendency referred to
here is one not aimed, of necessity, at the learned pro=-

fessions but at the ordinary citizen who aspired only to
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a productive existence somewhere below the learned pro-
fessions in the occupational hierarchy.

The report of the Committee of Ten was a most in-
fluential document in the years prior to 1918. It
served, 1n a sense, to bridge the gap between the think-
ing of the eighteenth and nineteenth century conception
of secondary education as a selective instrument and the
twentieth century view which emphasized secondary edu-
cation as a universal necessity. It is true that the
orientation toward the subjects to be learned rather
than the learnmer and conditions conducive to learning
was an inheritance from the eighteenth and nineteenth
centurles as was the dominant theme of faculty psycho-
logy which permeated the report. Nevertheless, there
were unmistakable signs of a softening of the classical
position with the recognition of the elective system,
the grant of academic respectabllity to a limited number
of new subjects, and the recognition of the public high
school as primarily a terminal institution for the ma-
Jority of the people attending it.

Despite the prestige of these organizations the
well established masters, previously described, demanded
to be heard. They were not all sure that the curriculum
prescribed by these committees would effect the purposes
they had in mind,

A more radical departure from the traditions of the
Latin grammar school and the private academy were to

appear after World War I. This departure was signaled
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by the "Seven Cardinal Principles of Education® pub-

lished in 1918 and reaffirmed in one manner or'another
in numerous educational pronouncements culminating in
the life adJustment movement at mid-century. Thus to
understand the concept to which thls study is addressed,
we must move into the twentieth century for a look at
secondary education in terms of these Seven Cardinal

Principles and the soclety which spawned them.



CHAPTER II
THE LIFE ADJUSTMENT EDUCATION MOVEMENT -
THE RESULT OF 50 YEARS OF DELIBERATIONS

The Commission on the Reorganization of Secondary
Educatlion, established in 1912 by the National Education
Association, produced its most influential report en-
titled "Cardinal Principles of Secondary Education" in
1918, This document represented a radical departufe
from the approach of the Committee of Ten and other
previous conceptions of American secondary education.
The rapid soclal and economic changes since the Civil
War had created stresses within American society that
cried out for attention. The increasing body of scien-
tific information concerning human behavior and the in-
fluence of the work and writing dealing with the ac-
tivitlies of Froebel and Pestalozzli involving the indi-
vidual child as the central concern of educational en-
deavors undoubtedly contributed to the thinking of the
framers of this document. Gaumnitz cites the compo-
.81tion of the membership of the Commission as the reason
'tor this radical change.

"The explanation of the difference between
the recommendations of this Commission and those
of several other committees which preceded 1t
is found in the backgrounds of the men who made
up this Commission. The earlier groups con-
sisted chiefly of college presidents and pro-
fessors concerned primarily with making the
high school serve better the needs of youth
entering the colleges. The Commlission on the
Reorganization of Secondary Education was made

up chiefly of professionals directly concerned
with the secondary schools, It was the first

31
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national commission for which the majority of
members was drawn directly from the high schools,
Its many subcommittees studlied and reported
specifically on the various high school curricu-
lum fields. Such nonacademic fields as music,
art, physical education and manual arts were as
strongly represented on these committees as were
the liberal arts."l/

This factor was no doubt a significant one in de=-
termining the general outlook of the Commission though
it is unlikely that it can be maintalned as the only
factor as Gaumnitz suggests unless one were to use the
term background 1n the widest sense., This does not seem
to be Gaumnitz's intent.

The report recelved additional prestige and circu-
lation from the fact that i1t was published as a bulletin
of the United States Office of Education. The Commission
explained its existence and purpose at the 6utset of the
report saying:

¥*Secondary education should be determined
by the needs of the socliety to be served, the
character of the individuals to be educated,
and the knowledge of educational theory and
practice available., These factors are by no
means static. Soclety 1s always in the process
of development; the character of the secondary-
school population undergoes modiflication; and
the sciences on which educational theory and
practice depend constantly furnish new infor-
mation., Secondary education, however, like any
other established agency or society, 1s con-
servative and tends to resist modification.
Fallure to make adjustments when the need arises
leads to the necesslty for extemnsive reorgani- -
zation at irregular intervals. The evidence is
strong that such a comprehensive reorganization

%ZZ?EEEEIE—ﬁf-Zeran (ede)y ILife Adjustment In Action,
rtwell House, Inc., New York, 1953, p. 1%,
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of secondary education 1s imperative at the
present time."l/

The Commissioﬁ clted the growth of a more complex
political and economlc order, increasing amounts of
lelsure time, decreasing impact of other social in-
stitutions on the individual, and the breakdown of the
apprentice system, among other things, as demanding a
reorganization of secondary public education. The Com-
mission also noted with concern that:

"In the past 25 years there have been

marked changes in the secondary-school popu-

lation of the United States. The number has

increased, according to Federal returns, from

one for every 210 of the total population in

1889-90, to one for every 121 in 1899-1900,

to one for every 89 inm 1909-10, and to one

for every 73 of the estimated total population

in 1914-15. The character of the secondary

school population has been modified by the

entrance of large numbers of pupils of widely

varying capacities, aptitudes, social heredity,
and destination in life."2/

The Commission also note& that there had been con-
slderable change in educational theory due largely to
the contributions of psychology; that these contri-
butions had made educators much more aware of indivi-
dual differences, had indicated real doubts about the
general values asserted by faculty psychology and called
for a thorough-going revision of the concept of general
values, These contributlions led to the conclusion that

subject values and methodology must be evaluated in

I/Gommission on the Reorganization of Secondary Edu-
cation, Cardinal Principles of Secondary Education, U.S.
Office of Educatlon, §Efietin No. 35, Igia, Pe 1.

2/Ibid., Dp. 2.
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terms of the application of knowledge to "activities

of 1life" rather than the requirements of éome logically
ordered.discipline. They also noted that there were
indications that psychological development is continuous
thus indicating that there was no legitimate reason for
the present sharp separation of secondary and elementary
education.

The brief citation of the changing needs of the
soclety, the changing character of the school population
and the advances of theoretical knowledge are illustra-
tive of the thinking of the Commission and the authority
to which they appealed in developing the "cardinal
‘principles.” Committed as they were to the notion that
each 1nd1v1dua1 should develop its peculiar capacities
to their utmost within the general framework of democra-
tic principles, the Commission stated the purpose of
education in the public schools in terms of seven major
obJectives., These objectives were: health, command of
the fundamental processes, worthy home membership, vo=-
cation, civic education, worthy use of leisure time and
ethical character. All school work should proceed with
a view to these ends,

In establishing these as criteria for an appropri-
ate secondary education the Commission obviously looked
at logically organized disciplines as means rather than
ends., The Justification of a particular subject area
was to be found in its utility in terms of the seven
stated principles. The Commission implicitly denied
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any intrinsic value in a particular subject. This is a

direct about-face from much previous thinking where the
Justification for the existence of a subjJect in the cur-
riculum was the existence of that subject, 1.e., that
one should study it for the sake of studying it. The
questioning of the concept of mental discipline quite
naturally destroyed the idea that a particular subject
was essential for the developling of a strong mind. The
value of a subject 1s seen as relative to these criteria
as the specific end goals of the student,

Acceptance of this view would of course revolution-
ize secondary education in terms of curriculum, fi-
nancial support, and methodology. The Commission recog-
nized the tendency and need within our soclety for in-
creased specialization, Due to this tendency they called
for an emphasis on the unifying function of the second-
ary school which would provide common ideals, modes of
thought - feeling - and action that make for cooperation,
-soclal cphesion and social solidarity. It recommended
that curriculum constants should be established for all
or nearly all pupils in terms of the criteria postulated
in the cardinal principles.

The Commission also advanced 1deas that had re-
celved a measure of support from the reports of previous
committees such as approval of the Jjunior high school,
the comprehensive high school, curriculum constants and
electives, recognized that high school was primarily a

terminal institution and called for more universal
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attendance and asserted that secondary education was

essentlal for all youtﬁ.

In spite of the widespread discussion caused by
this document and its contribution to the thinking of
educational leaders, the typical secondary school con-
tinued to operate very much as i1t had operated in the
past., If the educators were to be committed to uni-
versal secondary education, 1t was quite obvlious that
this secondary educatlion must be of quite a different
sort than that which was traditional., Nevertheless,
the American educator embraced both the ideal of uni-
versal secondary education and traditional objectives,
methodology and content., The profession and the general
public had accepted the traditional and assumed that ex-
posure to 1t would make one better preparéd for life.
Teachers and administrators were not trained to make the
adaptations required, were not prepared for the battles
that would be certain to follow, and even if the former
conditions were realized, were unlikely to have the time
to prepare for such a thorough-going revision of the aim
and activity of the institution. The time problem was
accentuated by the fact that textbooks were oriented
toward the existing scheme and traditional philosophy.
Perhaps more important than the reasons previously ad-
vanced was a rather widespread acceptance of three theo-
ries of educational value which Douglass refers to as
#the decoration theory, the discipline theory and the
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college preparation theory.”l/ These attitudes tended

to preserve the status quo.

The "decoration theory" involved a selective con-
cept of secondary education; Limited opportunity for
secondary education afforded those who had received it
certaln distingulshing characteristics, such as improved
speech and a collection of i1solated bits of knowledge
which gave a certain veneer of culture and knowledge to
its possessors. This was a mark of soclal and academic
distinction much like that which accrued to the recent
parade of television quiz contestants who made similar
displays regardiess of the integrity of the particular
contest operators. This theory has become increasingly
ineffective as secondary education became more popularly
avallable., It 1s a value often attributed to college
education at present.

The "discipline theory" was advocated by the sin-
cere gnd fhe insincere, Thé sincere were overly im-
pressed by the 1idea of the training of general intel-
lectual powers and the general transfer of training,
Those who could clalim less intellectual honesty found
in the doctrine a convenlent defense of the traditional
subjects. Thus they both could maintaln that there was
_no need for the subjects of specific “practical® value.
This theory remains to be limbered up'whenever fhe
I/Harl R. Douglass (ed.), Education For Life Adjust-
ment, The Ronald Press Company, New York, 1950,

PPe 24-27.



38

occasion demands and used to defend activities that have
no other defense or to reinforce the defenders of activi-
ties which can be defended more properly on other grounds.
Even more important was the theory that certain
subjects better prepare one for general college success.
The interesting fact 1s that after World Wars I and II
many colleges accepted veterans who would not have quali-
fied for entfance in more normal times. These men did
well in college as did occasional "substandard" stu-
dents who had been admitted over the years. This raised
the suspicion that no subject with the possible ex-
ception of English had values not obtaining in com-
parable degree by other subjects as preparation for
college. This led to considerable research on this
problem, some of which Douglass cites in stating:

"The uniform conclusion from the many
researches on this question, among which were
those of Stinnett and Gebhart at Colorado State
College of Education, Clark at the University
of Southern California, Brammell at the Univer-
sity of Washington, Sorenson at Northwestern,
Proctor and Balenbaugh at Stanford, Douglass
at Oregon, Douglass and Boardman at Minnesota,
and Yates at the universities of Cincinnati,
Kentucky, and Indlana, was that the pattern
of subjects taken in high school has a negli-
gible effect upon grades made in college. Stu-
dents who had taken traditional required college
preparatory subjects were matched on the basis
of intelligence test scores with students who
had not. The grades of the two groups, when
compared, showed no statistically reliable or
quantitatively significant difference. As a
matter of fact, the difference in every in-
stance was found to be negligible. More re-
cently, a considerable number of institutions,
now totaling more than one hundred, led by
Stanford University and including such insti-
tutions as the University of Michigan,
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University of Illinois, University of Iowa,

University of Colorado, and the University

of Kansas, require no specific detalled

pattern of high school credits for general

entrance to the study of nonprofessional sub-

Jects. Indeed most universities and teachers

colleges have altered thelr requirements for

entrance to professional schools other than
engineering and medicine."1l/

There has been a general decline in the force of
these educational criterla as yardsticks by which to
measure the quality of the secondary school on the
national level. By no means, however, can one assume
that these values have been abandoned or that the previ-
ously mentioned deterrents to educational change have
evaporated. They have not and are quite often the de-
clding influences at the local level, In fact, it would
be quite safe to say that the past decade has witnessed
a resurgence of the ldeas concerning mental discipline
and the college preparatory attributes of certaln
courses in the many popular polemics, published for pe-
cuniary and/or professional rewards, against public
secondary education. '

The years following the publication of the
¥Oardinal Principles” brought forth a number of signifi-
cant publications by national organizations on the sub-
Ject of secondary education, Chief among the contribu-
tors were the National Educatlion Assoclation Department
(later the Natlonal Association) of Secondary School

Principals, the American Council on Education's

Z?Ibid., DPP. 26=27.
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American Youth Commission, the Educational Policiles

Commission Jointly sponsored by the National Education
Assoclation and the American Assoclation of School Ad-
ministrators, the various studies of secondary school
standards sponsored by the several accrediting agencies
and the General Education Board and published by the
American Council on Education, the Harvard Committee's
report on "General Education in a Free Society' and the
pnblication of "Vocational Education in the Years Ahead"
by the U, S. Office of Education.

The National Association of Secondary School rrindi-
pals published "Issues in Secondary Education® (1936),
*"Punctions of Sécondary Education® (1937), "rhat A1l May
Learn" (1939), "Planning for American Youth® (1944),
¥The imperative'Needs of Youth of Seoondary-School Age®
(1947), and "Secondary Education Programs for Improved'
Living" (1948). These reports were developed by men who
were pfimarily active leaders in the American secondary
school. They were widely distributed and discussed
among thelr colleagues. These were not essentially
pious pronouncements from educational philosophers but
reflections of administrators who faced the task of im-
plementing their thinking. In fact, three of the last
four mentioned reports deal largely with the problem of
implementing the commitment to an educatlion at the
secondary level for all American youth.

The American Youth Commission also published a

number of significant studlies in the same perlod. These
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studlies showed the great gap between the educational

theory and practice 1n terms of a failure to achieve the
goals set up in the “Cardinal Principles of Education.”
In publications such.as ¥How Fare Our Youth" (Rainey, .
1937), *Youth Tell Their.Story” (Bell, 19385, "Equal
Educational opportunity for Youth® (Edwards, 1939).

“What the High Schools Ought to Teach" (Graham, 1940),
"Pime on Their Hands" (Wrenn and Harléy, 1941), "Color,
Class, and Personality" (Sutherland, 1942), and "Youth
and the Puture” (The Commission, 1942), this group
focused the attention of educators on the youth and the
nature of youths' problems rather than on the curriculum,
The nature of youth and modern Amerlican soclety were the
objJects of investigation with this variable seen as im-
portant in the determination of the nature of the second-
ary school. The previous tendency had been to examine
the purposes of education and recommend reorganization
in the 1light of the purposes of education with little
systematic study of the individual to be educated or to
the social m;iieu in which he was being educated. The
previously noted "Imperative Needs of Youth® (National
Association of Seéondary School Principals).was a logical
addition to this collection. In spite of the 1942 date
of publication on "Color, Class and Personality,” and
*Youth and the Futﬁre,' they were really pre-war’publi-
éations. The involvemént in the Second World War forced
the lssues raised by the American Youth Commission into
the background as the nation faced the immediately more
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pressing challenge of survival, which was that of winning

the war. The war did, in fact, ease some of the tensions
brought about by the depression. That this was a tempor-
ary respite was the great fear of many public figures as
the war neared an end.

The publications of the Educational Policles Com-
mission straddled thé war period and provided, with the
publications of the National Assoclatlion of Secondary
School Principals namely - ®*Planning for American Youth"
(1944), and "The Imperative Needs of Youth of Secondary
School Age® (1947) - a connecting link between the pre-
war publicétion of educational thought and the life ad-
Jjustment movement, Three publications - "Learning the
Ways of Democracy” (1940), "Education for.All American
Youth® (1944), an& “Policieé for Education in American
QDemocfacy” (1946) - amounted to & review or restatement
of past pfonouncements concerning the issues and
functions of the secondary school in a democracy made in
the 1930's and the general failure of the éecondary
school to minister to the needs of all the youth of
secondary school age.

The Cooperative Study of Secondary School Standards
was initiated by the various accrediting agencles in
1935. The results of this study were published under the
following titles: "How to Evaluate a Secondary School,"
Y"Evaluative criterié,” and “Educational Temperatures.” .
Gollege entrance requiremenfs played a much less domiﬁant

role in evaluating the school than had previously been
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the case although they were by no means ignored. A

greater emphasis was placed upon the development of an
explicit educational phllosophy, the importance of ob-
Jectives related to the needs of particular individuals
and communities, the adequacy and use of the library,
the nature and effectiveness of instruction, guidance,
administration and school plant in regard to accomplish-
ing the stated objectives. This rather complete re=-
vision of evaluative criterla toward a concern with ob-
Jectives and quality of services serving a broad popu-
lation was accompanied by a methodological development
of tests and scales to be used by the two interested
groups. One of these groups was the local school staff,
Accreditation involved an extended period of reflection
and research on the part of the local staff. This
proved to be a worthwhile in-service educational device
for many faculties. Following the accomplishment of
this task, an outside group usually composed of indi-
viduals from state departments, colleges of education
and neighboring high schools, studied the school and
the surveys made by the local staff. The findings were
discussed by the visiting committee and the local staff
and recommendations were made for improvements at the
time of final evaluation.

This accreditation device gave local officlals a
powerful weapon for changing the school in many ways.
It was effective in formatlon of public opinion and
support for new activities such as the establishment
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of guidance programs, Moreover, the staff lnvolvement

gave promise of developing the understanding of and the
willingness to change numerous policies and procedures.

Unfortunately, the prestige of the accreditation
groups was often not used to the best advantage by ad-
ministrators. The school being surveyed and the indi-
viduals concerned with the local school evaluation were
defensive to the point where criticism of shortcomings
was to be reacted to not with acknowledgment but with
Justification. Moreover, there developed a tendency
toward evaluative logrolling on the part of the parti-
cipants who expected their own schools to be involved
in similar processes in the ilmmediate future.

The criteria were revised in 1950 to place more
emphaslis on the needs peculiar to the local communilties
and the simplification of the evaluative instruments.
The widespread use of accredliting agencies, in spite of
the aforementlioned difficulties, seems to be a healthy
development if it only serves to make people in second-
ary education ask some important questions of themselves
in spite of the fact that the answers may be extremely
slow in coming.

The Harvard Committee reaffirmed a concern for
general education mentioned in the "Cardinal Principles
of Education® in their widely read “General Education In
A Pree Sociefy.“ It is no doudbt thé case that increasing
specialization is a powerful increment to the centrifugal
forces within our society. The demands of the day cry
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for this specialization and seemingly will be met. The

resultant increase of interdependence cries out with
equal vehemence for some unifying force which would pro-
vide a measure of understanding of these forces and a
commi tment to certain general values. The Harvard Com-
mittee saw general education as the means to this es-
sentlal social unity. By way of definition the Committee
stated:

“The term, general education, is somewhat
vague -and colorless; 1t does not mean some airy
education in knowledge in general (if there be
such knowledge), nor does it mean education for
all in the sense of universal education., It is
used to indicate that part of a student's whole
education which looks first of all to his life
as a responsible human being and citizen; while
the term speclal education indicates that part
which looks to the student's competence in some
education."l/

Looking at.the modern industrial complex that is
America, they state of modern secondary education:

®eeeothe modern high school must find a
place for every kind of student whatever his
hopes and talents.... ‘We are stating the simple
fact that, in an industrial age, no alternative
exists to the wldespread employment of minors
(or, more likely their widespread unemployment)
except some concept of schooling which recog-
nizes and meets the vast actual differences
among students.... The 1deal is a system which
shall be as falr to the fast as to the slow, to
the hand-minded as to the bookminded, but which,
while meeting the separate needs.of each, shall
yet foster that fellow feeling between human being
and human being which is the deepest root of
democracy."2/

There are many factors, at present, making the

I?ﬁarvard‘ﬁbmmittee, General Education In A Free Soclety,
Harvard University Press, Oambridge, MasS., 1948, D. bl.

g/Ibido s De 9.
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school Just one more of the divisive elements in the
soclety rather than an institution which acts as a
balance against these divisive forces.
¥ eeothe fact that some students prolong
thelr.education far beyond high school, while
the great majority do not, could become - to
some extent has already become - a strongly
dividing force. For to the degree that high
schools try to prepare the majority for early
entrance into active life by giving them all
sorts of practical, immediately effective train-
ing, to that degree something like a chasm opens
between them and others whose education is
longer. And in this chasm are the possibilities
of misunderstanding and class distinction.”l
The Harvard Committee recognized, as did tﬁe Com-
mittee of Ten some fifty years prior to it, that the
high school was primarily a termihal institution. Con-
sequently they decried the tendency to make the unhappy
distinction between the academic and the vocational with
the latter tending to be the dumping ground for those
who falled to succeed in the former., They pointed out:
¥,esethat 1t is a strange state of affairs
in an.industrial democracy when those very sub-
Jects are held in disrepute which are at the
heart of the national economy and those students

by implication condemned who will become 1its
operators."2/

The Report.goes on to indicate that the distinction
between the two groups leaves a large number of American
students unaccounted for. They estimated that some 10
per cent of the Jobs in the Unlited States were profes-

sional or managerial, some 25 to 30 per cent demand some

I; Tbiaog‘ Pe iéo
2/1bid., p. 27.
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technical training, while the great majority of Jobs

require no previous specific training. Inasmuch as
colleges, professlional schools, Junior colleges, techni-
cal higp schools and trade schools supply professional
and technlical education, the responsibility for general
education rests with the elementary and comprehensive
high school., If the population of the American high
school was limited to a selected 40 per cent there would
be little need for any radical changes in the curriculum.
The population facts are of quite a different order
however.

"The unsolved problem, the Jacksonian
task, -of the high school is to reach students
who do not read well yet are not skilled in
hand, whose backgrounds are bad, who in citles
especially are prey to a thousand mercenary
interests - the kind of young people who, as
said, in simpler times would have left school
early and found self-respect in some work but
who now, if they leave school, are simply un-
employed. To them particularly, though for all
to some extent, the whole range of the school
must be general education - sports, activities,
provisions for health, opportunities for avo-
cation and part-time work, quite as much as
courses, And a quite untried realm of community
and natlonal work, foreshadowed 1n the C.C.C.
and in the instructional programs of this war,
is yet to be formulated. These are the young
people for whom experlence of this kind has
meant higher standards, improved health, greater
self-respect, and wider experience of life.
Other nations have met the same problem by
regimenting the young even in peace. But such
regilmentation cannot safely be our solution.
That solution 1s rather in a vision of the
scope of the high school and of the equal
dignity and importance of teaching in the
Jeffersonian and Jacksonian senses ~ that
is to say, of teaching not by books and in=-
formation alone, which are necessarily for
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the brighter, but by work, guidance, and
atmosphere."l/

The concern'evidenced in the course of this whole
study for the need of coherence within the societ& and
the commitment to educate, in some manner, all the youth
at the secondary level are illustrative of the concerns
expressed in the 'Cardinal Principles of Education.¥
The pubiication cited, in one way or the other, greétly
expanded expressions of this concern in a similar
framework.

The space allotted to remarks concerning "General
Education In A Free Society™ 1s Justified by the fact
that 1t was a highly influential document in the thinking
of the originators of the life adJustment movement. Be-
fore proceeding to the life adjustment movement as such,
it would be instructive to look at the prevalling tenden-
cles in'high school organization in America in the

twentieth century.

The Modern American High School
A description of the variations in course offerings
and requirements within the several states and terri-
tories comprising the American domain within the past
60 years 1s beyond the scope of this work. As has been
previously noted, the American public high school de-
veloped as a result of the fallure of other educational

institutions, namely the academy, to serve the demands

:1 moo DPe. 28-29,
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of the American society as a whole. Due to the many

demands placed upon the public school system, the domi-
nant type of secondary institution in this country has
been the comprehensive public high school. A number of
metropolitan centers, in the earlj part of the twentieth
century, followed the European pattern of technical high
schools, classical high schools and commercial high
éehools. Thelir experience has been in contrast with the
'general practice. The general pattern has been the es=-
tablishment of one or more high schools in a community -
each offering curricula described as academic, vocational
and general. These high schools were designed to prepare
pupils for college and skil;ed trades., The large block
of studgnts who made no commitment to eilther college or
particular skilled trades often found themselves in the
general curriculum, Many others who were likewlse un-
committed were to be found in the college preparatory
or the vocational curriculum because of prestige, peer
relationshlip and other factors essentially irrelevant
to the objectives of these curricula areas., Certain sub-
Jects were required for all students such as English,
history, mathematics and science although the amount and
sequence varied from state to state and often from com-
munity to community. It 1s safe to say that the quality
of instruction was equally, if not more, varied.

An increasing number of young people were entering
high schools and graduating from them. Nevertheless,

large numbers either never entered high school or failed
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to complete a particular 4-year sequence of studies.

Many of the "comprehensive” high schools in the smaller
communities had very limited offerings in spite of the
move away from a strictly college preparatory curriculum.
It was generally conceded by educators that the public
high school was doing a reasonably decent Job in serving
the college bound and, in larger communities, a similar
Job for those of a specialized vocational interest.

It was becoming apparent to many, however, that a
large number of tasks performed in the American com-
mercial complex either required little or no previous
training or involved types of.equipment not avalilable to
the public school. What could the public secondary
school offer these people who were not particularly well
served by deferred vocational education (college prepara-
tory curriculum) or the terminalAvocational education
curricula such as agricultural education, home economics
education, distributive education, etc.?

The large rate of "drop-outs®™ indicated that either
the secondary schools wére not sefving these youths ade-
quately or that the secondary schools had failed to show
the students the values in what services they were offer-
ing. Many youths saw absolutely no connection between
what was going on inside the school and what was going
on outside the school. Apparently there were two dif-
ferent worlds and many young people chose the "outside"
world. | |

The "outside” world was not anxious to or really
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able to digest comfortably these large numbers. Many of

these escapees from the classroom were to become candi-
dates for chronic unemplﬁyment'or dead end, unskilled,
and semi-skilled employment in the decades to follow.
As technological change raced on at an unchecked pace,
these problems, not new to the soclety, became a matter
. of increasingly grave concern.

A half a century of deliberations and educational
pronouncements had emphasized concern with the individual
and his particular needs which were to be satisfied by
the use of particular areas of knowledge - not as ends
in themselves but as the means to the realization of
individual development. The facts concerning the every-
day operation of the public school indicated that these
pronouncements had not been translated into action for a
sizable number of people that public educatlion purported

to serve.

National Commissions on Life Adjustment
Education for Every Youth
The concern with the war had dulled the increasingly
sharp edge of discontent, everywhere evident in the
decade prior to it. The general education movement was
stalled in the effort to simply maintain the nation's
schools - no small task in the midst of a major mobili-
zation of the nation's war potential., With the possible
exception of the accreditation agencies previously dg-

scribed, there was no organization reaching individual
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schools with imperative force to serve as a transforming

vehlcle even if conditions had been more favorable.

The visible end of the war brought many of the
problems of the 1930's back to the attention of educators
and later to our soclety 1n general. These problems were
to be complicated by the immense increase (rate and
amount) in population and technological change experi-
enced'by the nation in the war years continuing into the
post-war period. Educators were, in the main, unwilling
to see the reestablishment of independent programs
sponsored by the federal government such as were operated
by the Civilian Conservation Corps and the National Youth
Administration in the depression years. Among their many
considerations concerning this matter was the Jjudgment
that programs of this type would tend to restrict the
development of more meaningful curricula in the public
secondary schools. Many educators would quickly admit
that youths saw connections between classroom instruction
and life in these work programs, to a degree rarely found
in the average American secondary school. Nevertheless
they felt that the nation would be better served by in-
cluding these activities in the curriculum of the public
secondary school. Consequently, much that was reasonably
common practice in the CCC and NYA programs became a
matter of serious consideration for possiblé inclusion
in the secondary school curriculum.

In an attempt to anticipate the return to a peace-

time economy, the Division of Vocational Education of
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the 0ffice of Education in the Federal Security Agency
began, in 1944, a study of the American secondary school.
It published "Vocational Education in the Years Ahead¥
in 1945, Perhaps its most influential contribution to
American education was a resolution coming out of the
final conference held at the Wardman Park Hotel in
Washington, D.C. on May 31 and June 1, 1945, The chair-
man called upon Dr. Charles A, Prosser, long-time leader
in vocational education circles to summarize the confer-
ence, Dr. Prosser sald 1n part:

Tt is the belief of this conference that,
with the aid of this report in final form, the
vocational school of a community will be better
able to prepare 20 per cent of its youth of
secondary school age for entrance upon desirable
skilled occupations; and that the high school
will continue to prepare 20 per cent of its
students for entrance to college. We do not
believe that the remaining 60 per cent of our
youth of secondary school age will recelve the
life adjustment tralning they need and to which
they are entitled as American citizens - unless
and until the administrators of public education
with the assistance of the vocatlional education

leaders formulate a similar program for this
group.”l/

He, thén, asked the U,S. Commissioner of Education
and tﬁe Assistant Commissioner for Vocational Education
to exercise their leadership by calling representatives
of vocational and general education together for a study
of thls problem and the means of resolving it.

Some obJectlons were raised concerning the termi-

nology in the Prosser résolution. These revolved around

1/Harl R. Douglass (ed.), Educatlon For Life Ad Justment,
The Ronald Press Company, New York, 1950, pp. 3=4. -
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the desirability of ldentlfying a partlcular group as

the sole concern of the educators. Consequently, a modi-
fied resolution, omitting references to percentages and
indicating a concern for the total group served by the
schools, was introduced and accepted.

As a result of this resolution's unanimous accept-
ance, the United States Commissioner of Education es-
tablished a committee to prepare for five regiona} con-
ferences. The chairman was Galen Jomes, Director, Di-
vision of Secondary Education and included the following
members: Roosevelt Basler, Chief of Instructional
Problems -~ Secondary Education; Maris M, Proffitt,
Assistant Director - Vocational Education; R. W. Gregory,
Assistant Commissioner for Vocatlonal Education since
July 1, 1946; Layton S. Hawkins, Chief of Trade and In-
dustrial Education; J. O. Wright, Assistant Commlissioner
for Vocational Education until July 1, 1946.

During the year 1946 reglonal conferences were held
in New York Olity, Chicago, Cheyenne, Sacramento and
Birmingham. The conferences all indicated essentlal
agreement that the problem ppinted up by the Prosser
Resolution was a real one and, moreover, that it was one
of pressing importance. Each of the regional conferences
recommended that the United States Office of Education
sponsor a national conference to consider possible ap-
proaches to the solution of the problem. Franklin R.
Zeran, then a member of the U.S. Office staff and a con-

sultant at the first national conference, reports the
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consensus of oplnion at the regional conferences in the

following nine points:

(1) That secondary education today is
falling to provide adequately and properly
for the life adjustment of perhaps a major
fraction of the persons of secondary school
age,

(2) That public opinion can be created to
support the movement to provide appropriate
life ad Justment education for these youth.

(3) That the solution is to be found
in the provision of educational experiences
based on the diverse individual needs of
youth of secondary school age.

(4) That a broadened viewpoint and a
genuine desire to serve all youth is needed
on the part of teachers and of those who
plan the curricula of teacher training
institutions.

(5) That local resources must be utilized
in every community to a degree as yet only
achleved in a few places.

(6) That functional experiences in the
areas of practical arts, home and family
life, health and physical fitness, and civic
competence are basic in any program designed
to meet the needs of youth today.

(7) That a suPervised program of work
experience 1s a 'must' for the youth with
whom the Resolution i1s concerned.

(8) That one of the principal barriers
to the achievement of the ideals of the
Resolution is the multiplicity of small,
understaffed and underfinanced school
districts in thils country.

(9) That an intimate, comprehensive,
and continuous program of guidance and
pupll personnel services must constitute
the basis on which any effort to provide
life adjustment education must rest."l/

1/Frenkiin R. Zeran (ede), Life Adjustment Education In
Action, Chartwell House, Inc., New York, 1953, pp. 36=37.
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Armed with the opinlions generated in the reglonal

conferences, the United States Office of Education Com-
mittee made arrangements for the National Conference on
the Prosser Resolution to be held in Chicago, May 8-10,
1947, The purpose of this conference was to prepare a
workable plan for organizing, financing and administer-
ing a program to implement the purposes of the Prosser
Resolution. The first step in such implementation was
seen as the development of the widest possible under-
standing of the problem among educators and the general
ﬁublic, establishing pilot programs in states and se-
lected communities with the hope that such examples would
enable them to do likewlse in every community.

There was a deep concern among those assembled to
make sure that the suggestion of Mr. Prosser be actual-
1zed and not go the way of so many summary recommen-
dations of national, regional or local conferences.
Consequently a request was made that the United States
Commissioner of Education establish a Commission deslig-
nated as the "Oommission on Life AdJustment Education
for Secondary School Youth." This Commission was to
have a 1life of 3 years. The national conference ap-
proved the substitution of the term "Life Adjustment
Education” for the "Prosser Resolution.” This was not
done without a fight however.

"That the thinking of conference partici-
pants -had progressed considerably beyond the
original Prosser Resolution may be Judged from

the fact that it was only by a narrow margin of
votes in a sub-committee that the words 'life
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ad justment' were included in the title of the
Commission, A number of committee members wished
to call 1t instead a OCommission on Education

for All American Youth. By this time it was
evident to many that the implicatlions of the
Prosser Resolutlion lead to a consideration of
all youth even though there was to be maintained
a special consideration for youth ordinarily
neglected."l/

So by a nafrow vote a term was accepted that was to
prove a target for much enthusiasm, criticism and general
discussion - even an 1lnspiring target for the lowly
doctoral dissertation.

The purpose of the Commission was to promote the im-
provement of life ad jJustment education for all American
youth of secondary school age in every possible manner.
Prior to the achievement of this goal, the Commission
was forced to face up to the task of defining the con-
cept. The first natlonal work conference, held in
Washington, D.0., October 11 to 15, 1948, developed and
accepted the followlng definition and set of guiding
principles.

The definition:

#Life adjustment education is designed to
equip-all American youth to live democratically
with satisfaction to themselves and profit to
society as home members, workers, and citizens,

It 1s concerned especlally with a sizable pro-

portion of youth of high school age (both in

school and out) whose objectives are less well

served by our schools than the obJectives of
preparation for either a skilled occupation

§7§aIen Jones, "Life Adjustment Education For Every
outh,” Educational Outlook (January, 1950), 24:62,
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or higher education."l/

To this definition the conference added 7 gulding
principles for those wishing to embrace the concept of
life ad justment education.

"(1) Respects Individual Worth and Personality
The supreme test of life adjustment education
shall be in terms of individual development
identified by accurate knowledge of each indi-
vidual pupil’s characteristics, his purposes,
and those of society. This is in contradis-
tinction to the prevailing goal of pupil ‘'ad-
justment' to statistical norms such as ‘typi-
cal' or 'average' and to rigldly patterned
curricula,

(2) Enrolls and Retains All Youth
Secondary schools developling life adjustment
education seek to enroll, retaln, and meet
the needs of all normal (noninstitutionalized)
adolescents who are not yet ready for next
steps such as full-time participation in safe
and gainful occupations or for further formal
education.

(3) Required Courses and Course Content

~ Ooncerned with Problems of Living
Learning experiences required of all are se-
lected and planned for inclusion in 1life adjust-
ment educatlon programs in terms of common, re-
curring problems of living faced by all people
rather than restricted to college entrance re-
quirements or other speclilalized needs of the
relatively few.

(4) Emphasis Is on Direct Experience
In 1ife adjustment education programs the
common, personal, political, social, and
economic problems of indlvidnals, along with
those of the local community, state, region,
and nation, are made the basis of special con-
cern and study. The emphasis is on direct
pupil-teacher planning, sharing, and partici-
pation in real life experiences while seeking
solutions to individual, social, and civic
problems. Such an approach requires the

e First Commission on Life AdJustment Educatlon for
Youth, Vitalizing Secondary Education, Bulletin 1951,
No. 3, Uniged States Office of Education, Washington,
D.C., P. 3 °
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abandonment of the concept of ‘extracurricular
activities'! and makes excursions, travel, com-
munity surveys, school-work programs, study
and hobby clubs, and any other form of direct
experience for puplls integral parts of the
educational program,

(5) Planning, Organization, Operation, and
Administration Are Democratic

Administrators in schools which stress 1life
ad Justment education for every youth will org-
anize and administer through the active partici-
pation of pupils, parents, and teachers, as well
as of organized civic, lay, industrial, and
business groups. Nelther the administrator nor
one or more departments will undertake the
independent development of part or all of the
program, which by i1ts nature is integral, In.
no case 1s a suggested change abandoned because
of an administrative prejudgment that it *will
not fit into the schedule.’

(6) Records and Data Are Used Constructively
Life ad Justment schools include services which
will assist all teachers in accumulating and
using information for planning how each pupil
may learn under conditions necessary because
of his particular tralts and feasible obJectives.
Such information will include test results,
grades, progress evaluation, physical and
health data, and individual record forms for
use principally in (a) counseling with pupils
and parents, (b) improving instruction, (c)
developing all desirable latent qualities of
pupils, (d) for placement purposes in advanced
training courses or in securling a positlon,
and (e) individual self-appraisal. Such data
and records should be used constructively rather
than as instruments for eliminating certain
pupils from the school and advancing others to
higher grades or schools. They are also baslc
material for continuing curriculum evolution.

(7) Evaluation Is for Desirable Changes in
Pupil Behavior

Life adJustment education programs are evaluated
in terms of each pupil's educational progress
evidenced by skills, habits, attitudes, under-
standings, and appreciations. Through these
he works out his participation in individual,
family, work, community, and civic activities
rather than in terms of ability to master ab-
stract concepts in logically organized subject
matter courses. When the pupll leaves school
he not only has a realistic picture of his
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abilities and attainments, but also has a readi-

ness to solve the adjustment problems of post-

school life on the basis of an objective evalu-
ation of himself and his environment."l/

The second national work conference wﬁs held in
Washington, D.C., October 10-13, 1949, After being
brought up to date on the developments of the previous
year, the conferees turned thelr attention to how to
determine the needs of youth and soclety and to a
variety of case studies suggestive of techniques of meet-
ing particular needs of individuals and communities.
Zeran lists what he considers to be 'pithy‘ recémmen-
dations and points essential to a weil rouﬁded education
to meet youth's life needs. They were:

"Individual differences must be identified be-
fore individual needs can be met.

The needs of youngsters cannot be met in a
school that functions in isolation with respect
to the community.

Every teacher should be a skillful and competent
person in the area of human relations, in the
greater and better understanding of pupils and
thelr problems, not as groups, but as indivi-
duals in the groubp.

Every child should be known intimately by at
least one member of the faculty, preferably
moree.

Find successes for pupils who have had a seriles
of fallures.

Standards of achievement should be adjusted to
fit various standards of ability.

Work experience should be provided for more and
more, if not all students.

17Frank11n R, Zeran (ed.,), Life Adjustment Education In
Action, Chartwell House, Inc., New York, 1953, pD. &43=45.
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Include so-called extracurricular activities
in the regular school program,

Expand the school program of health and recre-
ation.

Explore the possibility of having the school
open 12 months a year, and longer than 6 hours
a day.

Restudy the total school program, making de-
letions and additions in curriculum as required.

Redefine the teacher's Jjob to include time to
study the pupil. .

Give recognition in the community for s<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>