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The Ethical Trainina of the Middle Adolescent. 

in the United States. 

I. INTRODUCTION. 

Definitions. _ •chana•• describes the present age better 

perl"J.ape than any other word. Within a lite-time the journey 

acrose the American continent hae oeen shortened from weeks 

into hours. Social life has moved from the home into the 

entire world. Strikes, political battles, struggles between 

employer and employee, clashes of religious faiths, and war 

between various fundamental ideals now reach the farthest 

corner of the earth in a few hours. Thie universal decline 

ot pfovincialiem has lead the entire world to become interested 

in the welfare of every citizen of the world. The biological 

perpetuation of a race requires t he protection of ite child-lite. 

The intellectual perpetuation of a race demands the education of 

its childhood. We are now learnina that the social stability of 

the world depends on the social education ot the yoUth of all 

lands. But we have yet another lesson to learn. Cassity cau&ht 

the challenge of this new problem when he said, (1) •Learnine 

without cbllracter ie a vain, noxious thina.• The tra.inina 

necessary to develop character may be called ethical trainina. 

Dean Charles E. Brown, in hie Washington Gladden Lectures, said, 

(2) •The civilization of Central Burope did not go to smash in 

( 1
2

) Cassity, M.A. Golden Deeds in Character Education. p.29. 
( ) quoted in Athearn, w.s. Character Buildina in a Democracy, 

Foreword, p. vii. 
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the summer of 1914, and in those fateful years which followed, 

for lack of brains •••• The civilization of that fair and pro

misini section of the earth went to smash for lack of character.• 

So the problem of ethical trainin~ ie a vital one in the world 

today. In this twentieth century, ae soon aa a bi~ problem comes 

up, the spirit of the times advisee the use of scientific methode 

in the e~arch for a correct solution of the problem. So today 

many experts are eng~ed in huntin~ for an answer to the problem 

of the ethical trainini of the youth of the world. 

In a scientific approach to the problem it is necessary to 

limit the field of study to certain eroups. Firat, since the 

proble~ of ethical trainin~ differ in various countries, it is 

wise to take only one .section of the world for definite consid

erQtion. I have chosen to take the United States of America. 

Second, the problems of trainin~ v~ for dlfferent ~e ~roupe, 

so that a specific ~e ~roup must be selected for study also. 

Since the education ot children has been the moat carefully 

studie4, I shall study the education of the youn& _people. In 

order to have a convenient term by which this &roup m~ be 

known, they are called adolescents. !he literal meanin~ of the 

word bein~, •state of arowin~ up to•. This is a true picture of 

the see from about twelve to twenty-fours years. They are no 

loneer children, they are ~rowin~ up to maturity. There are 

such wide «ifferences in the youn~ people in this ~roup however, 

that it has been divided into three ~roupe; the early, middle, 

and later adolescence. This division is not merely a convenient 

device for or~anization purposes, but it is based on psycholo~ieal 



3 

facts as they are interpreted tod~. Early adolescence includes 

years 12, 13, and 14. Middle adolescence covers the years 15, 16, 

and 17. Later adolescence covers the years trom 18-24 inc~usive. 

For the purposes of this study references shall be made largely 

to the Middle Adolescent, the youth who should be attendine the 

American Senior Hi~h School. 

Before discussin~ ethical education, it is necessary to decide 

what is meant by ~eneral education. Education, ie one of the most 

common words in the laneu~e today, yet one ot the hardest to defin' 

Life iteelt is a self-renewin~ process. What nutrition and repro

duction are to physiological life, education must be to social life. 

Thus education consists primarily in transmission of experience. 

As society becomes more complex the need for more formal or intent

ional teachin~ and learnine increases. (1) As formal teachin~ and 

trainine become more CO!uplex, there is daneer of creatine an 

undesirable split between experience gained in direct associations 

and that which is acquired in school. This daneer was never greater 

than tod~, on account of the rapid ~rowth in the last few centur• 

ies of knowled~e and technical modes of action. It has been said, 

•Fix the social environment of the child, and you have educated 

the child.• Social environment ie most truly educative however 

when the child shares or participates in some activity with 

others in hie environment. As society becomes more complex, it 

becomes necessary to provide some special environment which shall 

especially look after the nurturin~ of the capacities of the 

youn~. The three special functions of thie special environment are: 

(1). Dewey, John, Democracy and Education, p.lO. 



to simplify and order the many factors of the disposition it is 

wished to develop; to purify and idealize the existing social 

customs; ~d to create a wider and better balanced en7ironment 

than that by which the youn~ would be likely, if left to 

themselves, to be influenced. This special environment is 

called formal education, and has been institutionalized in the 

form of the schools. 

Education is often thought to be preparation for some 

future duty or privilege. This theory takes the student's 

attention from the present and places it in the future, or 

adult life. Children do not naturally look far into the 

future, so that this method loses the impetus of interest. 

The future appears to be so far away, that there seems to be 

no urgent reason for preparine for it now. The student has no 

specific goal for each day or week of work. The youth is not 

4 

expected to live, but to get ready to live. This situation calls 

for an elaborate system of rewards and punishments. Certainly 

education is preparation for the future, but since the present 

merges into the future without a break, adequate prepara.tion for 

the present will automatica.lly take care of the future. So the 

most serious mistake in thie theory • is not in attaching import

ance to preparation for future need, but in making it the main

spring of present effort.• (1). 

There is a conception of education which professes to be based 

on the idea of development. (2) •Logically the doctrine is only a 

variant of the preparation theory. Practically the two differ in 

Dewey, John. »emocracy and Education, p. 65. 
Dewey, John. op. cit., - p. 65-66. 
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that the adherents of the latter make much of the practical and 

professional duties for which one ia preparin~, while the develop

mental doctrine speaks of the ideal and spiritual qualities of the 

principle which is unfoldin~.· This theory of development does not 

consider continuous ~rowth, but the unfoldin~ of ready-made latent 

powers toward an Absolute ~oal • . Thus the teacher has only to 

•draw-out• Ythat is already in the child's mind. As worked out by 

Froebel and Heael, this idea developed into emphasis upon symbols 

and institutions, which tended to divert attention from the erowth 

of experience in richness of meanini. 

Next we are told to •discipline the mind•. This theory has 

been most influential. It conceives that mind has certain faculties, 

such aa willin~. rememberina, judiini, attendina, etc., and that 

education is the training of these fac ulties through repeated 

exercise. This theory treats subject matter as comparativelY 

external and indifferent, its value arising from the exercise it 

gives the •faculties•. It has been called the •mental gymnastics• 

or •mental discipline• theory. Its method is hard work and plenty 

of it. We are told to mold and sharpen the mind, but as Moore 

s~s in regard to •taculty education•, (1) •we have no such 

creative power •••• We feed the mind, God makes it.• 

We now come to a type of theory which denies the existence of 

faculties and emphasizes the role of subject matter. Herbart is 

the best historical representative of this theory. It has been 

called the interest or formation, or "apperception mass• theory. 

Instead of compulsory subject matter which is chosen to develop 

Moore, E.C. What is 
(1) ~~vo~~~~~~~RA Education, p. 17. 
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certain sections of the mind, this theory advocates elective sub

ject matter which is selected on the basis of interest. The 

formation of the mind is thouent to be wholly a matter of the 

presentation of the proper educational materials. Each bit of 

iatormation is built on what the child already knows. Definite 

teachin~ methods for the first time were considered useful. ~he 

chief defect of this theory lies in its iinorin~ the fact that (1) 

• the environment involves a personal sharin~ in .common experiences.• 

It exagierates the possibilities of consc1ously formulated and used 

methods of teachiri~, and underestimates vital, and unconscious 

attitudes. 

A peculiar combination of the ideas of development, and of 

formation from without, gave rise to the recapitulation theory. 

or the culture-epoch theory. This means that the individual 

develops, but his proper development consists in repeatin~ in 

orderly staies the evolution of animal and human life. The former 

occurs physioloiically, and the latter should be made to occur by 

means of education. This theory looks to the pas.t, rather than to 

the future. It has not been so influential in American education 

as have many of the other theories. 

(2).•In contrast with the ideas e# both of unfoldini latent 

powers from within, and of formation from without, whether by 

physical nature or by culture products of the past, the ideal of 

irowth results in the conception that educ~tion is a constant 

reor~anizini or reconstructini of experience. It has all the time 

an immediate end, and so far ae activity is educative, it reaches 

that end- the direct transformation of the qua~ity of experience •• 

Dewey, John, Democracy and Education, p.84. 
Dewey, John, op. cit., p.89-90. 



•• we thue reach a technical definition of education: It ie that 

reconstruction or reorganization of experience which adds to the 

meanin~ of experience, and which increases ability to direct the 

course of subsequent experience.• Education has been conceived 

both retrospectively and prospectively. Both are essential, but 

"isolated from their connection with the present environment in 

which individuals have to act, they become a kind of rival and 

distractin~ environment.• (1). · Moore puts this s~e idea into 

different terms, •The only kind of education that there ie, ie 

self~education.• (2). He also says that •true education intends 

to make men producers of a certain kind of life.• (3) Someone 

else hae said, •education is not for life, but it ie life.• (4). 

Education then is a process which is not confined to the schools 

but continues all through life, and living is a process which does 

not begin when the youth leaves school, but begins with the very 

beginning of consciousness itself. This theory asserts that 

knowledge is inner conviction, organizing experience in terms of 

vital need, and that while mind can be trained specifically to 

organize experiences, mind cannot be trained in geaeral to make 

them. Therefore this type of school would use one's mind upon 

matter which men mave found to be important in life. A studentls 

education is not then determined by the amount or kind of courses 

he •t~es•, but by what he does with his experiences. The prepar

ation theory would get the results without the process of getting 

them, and the factuty theory would develop the processes without 

regard to the results. Both processes and results must be considered, 

ll!Dewey, John, 
2 ¥oore, E.C. 
3 Moore, E.C. 
4 Moore, E.c. 

Demoor,cy and Education, p. 93. 
What Is Education, P. 142. 
op. cit., p. D1--_. 
op. cit., p. 138. 
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tor they are one and the sgme thins, practically. 

Since this is the type of education which is to be considered 

in this study~ it is necessary to see a little more specifically 

what it implies. Hanus puts its aim quite specifically when he 

says,•The aim of education is to prepare for complete livin~. To 

live completely means to be as useful as possible and to be happ7. 

By usefulness is meant service: i.e. any activity which promotes the 

material or the spiritual intere sts of mankind, one, or both.• (1). 

PhYsical vi~or beinK assume~, man's usefulness and happiness 

will depend lariely on his intellectual, esthetic, constructive, and 

character incentives and powers. The scope, kind, de~ee, and 

permanence of his interests and powers are all to be considered. 

This makes the function of the modern secondary schools the meetinK 

of •the fundamental needs and real interests of society and of the 

individual.• (2) This implies that education is two-fold, individual 

and social. Likewise there have developed two departments of 

ethical education, individual and social. These compose our present 

problem. 

The writer h~ sue~ested that the aim of ethical education is 

primarily the development of character in its social relations. But 

since as Dewey says, •society is one word, but many thin~s• and since 

character has had so many meanin~s historically, it becomes necess'l.ry 

to define both character and society in their present connection. 

In this instance character implies moral character. Moral character 

is taken to me~ that man is a beinK endowed with a spontaneous 

ener~, which renders him free to determine his own acts. If he is 

ruled by his outer environment he is said to lack ch~acter. 

Hanus, P.R. Educational Aims and Educational Values, p.5. 
Hanus, P.H. op.cit., p.77. 
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Character then is the sum of fundamental traits which distin~uish 

one individual from another: the settled states and purposes of a 

person which determine his behaviour. Everett says, the end of 

conduct is, •the realization of the richest possible system of 

values•. In other words moral, mental, physical, and spiritual 

va llles must all be enriched and developed if one would have a truly 

ethical character, which is a coherent or harmonious nature. Conduct 

is what one does, and character is what one is. It may be said that 

character is native disposition plus the modification effected by 

the play of external forces, and the erowth of an inuer, oreanizine 

inte.llieence. This implies that the moral task is to appropriate 

the hi~her values won in the historical life of the race, and to 

strive for their further enrichment. It is then a sacrifice of the 

less to the ereater values. As Smith says, •Good character is 

attained when fidelity to eood ideals is to be depended upon.• (1) 

Someone has said, the aim of all ethical trainine is to inculcate, 

"horror for all that is low and vile, and admiration for all t hat is 

noble and eenerous•. That is certainlY part of it, but more than 

attitudes need to be developed. Moral character implies; good habits 

rooted in· stron~ instincts, proper co-ordination of habits that fit 

the man fdr hie life-work, am sound moral judpent. But the moral 

character finds,- •i ts chief field in the service of the corru:1on KOod". 

(2). So social ethics is really a part of the i ndividual ethics q,nd 

is implied in the word •character•. 

Since the present problem is the study of ethical educ ation in 

a democracy, the United States, it is advisable to study the democrati~ 

conception of ethical education. Democracies are always devoted to 

Smith,G. B. 
:Bowne, B .P. 

A Dictionary of Religion and Ethics, •character•. 
Principles of Ethics, p. 305. 
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education. A ~overnment restin~ upon popular suffr~~e cannot be 

successful unless those ~o elect and who obey their leaders are 

educated. Since a democratic society repudiates the principle of 

external authority, it must find a substitute in voluntary dispo

sition and interest. Thus ethical education finds its work in 

the social life of a democracy. 

·~fter ~reqter individualiaation on the one hand, and 
a broader community ot interest on the other have come 
into existence, it is a matter of deliberative effort 
to sustain and extend them. . • • A society which is 
mobile, • • • must see to it that its members are 
educated to personal initiative and adaptability. 
Otherwise they will be overJ1helmed by the cha~es in 
which they are caught, and whose si~nificance or 
connections they do not perceive. The result will be 
a confusion in which a few will appropriate to them
selves theresults of the blind and externally dire"Cted 
activities of others.• (1) . 

The worth of a form of society may be measured by the extent in 

which the intere sts ot a ~roup are shared by all its members, and 

the fullness and freedom with which it interacts with other ~roups. 

A society which provides for participation in its &Otd of all its 

members on equal terms, and which secures flexible readjustment of 

its institutions throu~h interaction of the different forms of 

association, is a democratic society. Such a society must have a 

type of education l'thich ~ives individuals a personal interest in 

social relationships and control, and the habits of mind which 

secure social chan~es without introducin~ disorder. 

•Three typical historic philosophies of education were consid

ered from this point of view. The Platonic was found to have an 

ideal formally quite similiar to that stand, but which was 

compromised in its workin~ out by makin~ a class rather than an 

(1) Dewey, John, Democracy and Education. p.l.Ol-102. 
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individual the social unit. The so-called individualism 
of the ei~hteenth-century en~i~htment was found to involve 
the notion of a society as broad as humanity, of whose 
pro~ress the individual w~s to be the or~an. But it 
lacked any aaency for securin~ the development of ita 
ideal as was evidenced in its fallin~ back upon Nature. 
The institutional idealistic philosophies of the nineteenth 
century supplied this lack by makins the n~tional state 
the a~ency, but in so doins narrowed the conception of 
the social aim to those who were members of the same 
political unit, and reintroduced the idea of the subord
ination of the individual to the institution.• (1). 

In a true democracy the indivudual must be the social unit, 

yet the ~ood of the social ~roup must be the first cvnsideration of 

the individual. Thia seems as if it were a paradox. But •what one 

is aa a person is what one is as associated with others in a free 

~ive and take ot intercourse.• (2) For this re~son it is the duty 

of education in a democracy to work by an aim in which social 

efficiency and personal char.cter become synonyms. I have already 

defined character. By social efficiency is meant a cultivattn of 

power to join fullY and freely in shared or common activities. 

There ia an old sayin& . that it is not en vu~h for a man to be good, 

he must be ~ood for sometlune. This somethine, in a democracy 

means that the ethic~l man must live so that wha~ he ~ets from 
e livins with otnrs balances with what he contributes. This requires 

an educational scheme, 

•where learnin~ is the accompaniment of continuous act
ivities or occupations which have a social aim and 
utilize the materials of typical social situations ••• 
All education which develops power to share effectively in 
social lite is moral. It forma a character which not only 
does the particular deed socially necessary, but one 
which is interested in that continuous readjustment which 
is essential to ~rowth. Interest in learnin~ from all the 
contacts of life is the essential moral interest.• (3) 

!ll Dewey, John, Democr~cy and Education. 
2 Dewey, John, op. cit., p. 143. 
3 Dewey, John, op. cit., p. 418. 

P. 115-116. 
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Some of the chief characteristics of morality need to be 

studie& a little more in detail. Morality is not a matter of 

conduct alone. It involves conduct, but the essence of mora1ty 

lies deeper than the act itself. Motive and choice are the bases 

of morality. Mere law abidin~, is not morality. A prisoner or a 

baby may be keepina the laws the best of anyone in the land, yet 

they are not moral. They are not controlled by their individual 

efforts, and have not made a conscious choice of their conduct. 

They are controlled by compulsion, and habit, respectively. There

fore they are unmoral, not moral. In fact, many adults are not 

moral because they act laraely from habit, and are merely doina 

what their environment and their traditions choose for them. Morality 

requires that men cho-o.s.e rationally and not habitually. 

Neither is rational choice all there is to morality, for it 

must be expressed in conduct or it is worthless. One may express 

the hi~hest ideals, ideas, a nd desires, yet be immoral in conduct. 

Conduct is the only phase of morality which we are able to measure. 

'he isolated act of conduct doea not make morality either, for it is 

the •habits of conduct• or the oreanization of activity into a 

coherent life that makes morality eenuine. 

Morality is a problem ef the individual. No one can choeee 

conduct for another. Neither can an institution, such as the church 

or the school chvose the conduct for its membership and make the 

individuals moral. Each individual is moral or immoral accordine to 

the way in which he lives up to his knowledee, and accordin~ to the 

manner in which he carries into execution principles that are for the 

eood of hie race. This means that there is no code of morals, but 
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that a particular act may be moral for one person, immoral for one, 

and non-moral for another. Of course it is possible for an indiv

idual to set up his own code of morals in opposition to the tradi• 

tion and custom of his owniroup. If it is a rational and just code 1 

measured by the ~ood of the ~roup, morality requires that he do his 

utmost to brin~ his ~roup to see the value of his new ideal. This 

is the way chan~e takes place in the traditions of a race. If the 

new idea is merely an opinion, am canuot be reasonably proven, then 

the person who holds it is not moral in that he is not rational. 

Not livin~ up to what one believes to be ri~ht is as immoral as 

stealin~. This does not imply that the values of life are merely 

subjective, but that the relation ot an individual to objective 

value is determined by the individual a.nd his environment. No one 

else can determine this relation tor him. 

The individual becomes a true personality only when he becomea 

a social bein~; and what is for the good ot the ~roup is, in the 

lon~ run, also good for the units that make up that group. Because 

morality is so social,•manners~have often been included in moral 

instruction. This seems to be quite logical, for one cannot be 

trained for a complete social life, vd thout beine trained in manner. 

There are deerees ot morality accordine to the influence the 

act has upon society and upon the individual. There is no moral 

instinct which it is only necessary to use in order to deve1op a 

moral personality. There are orieinal tendencies that will help to 

make an individual moral if they are developed, but they are complex 

tendencies, not simple ones. Such tendencies as greiariousness, 

desire for social approval, kindliness, and imitation may be 

developed to form a moral character, but at the same time there are 
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such tendencies as fighting, and mastery, which if not trained into 

the rieht channels will develop to form an immoral character. 

Education cannot perhaps produce eeniuses intellectually, but it can 

produce individuals whose chief concern is the well•beina ot the 

group. Alone with this concern for the eroup there must be given 

clear ideas of what is good for the group, _and an idea of how to 

discover the real consequences of any eiven action. 

It is evident that morality is no~ somethine to be lightly 

ignored, nor is it something wnich can be achieved in a day, for it 

takes for its own many of the experiences of life. First it involves 

habit. But the habits must be rational habitw, so that it involves 

the power to think and to judge. But this power is the resalt of 

knowledge. Even thou~ the individual knows all the implications 

of certain action, he may not care. So it becomes necessary totrain 

the interests and emotions, or attitudes and ideals. After having 

both known and desired right action, there must be sufficient will 

to carry out the action, even thou~h this action is aeainst many of 

the natural desires of his life. Morality is thus very complex, 

involvine all the intellectual, emotional, and volitional powers of 

the individual. Both heredity and environment have their part to 

pl~ in moral lite. 

This complexity makes it evident that the child, the illiterate, 

and the feeble minded cannot be fully moral. But they may be in the 

first stages of morality. for morality develops aa all the other 

phases of life. First the child is in the non-moral staee, Uen he 

conforms to his environment. Right to him is that which brings him 

the most satisfaction. This m~ be called the prudential stage of 

morality. 

Gradually the child is taught obedience and obligation, to 
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superiours, to institutions, and laws. These duties may ~o antrary 

to his personal satisfactions, and he may dislike them very much, 

but if duty is made to appear as the highest value to be achieved 

obedience will follow. This type of morality is a most common type, 

habitual but half reluctant obedience to duty. Many people never ~et 

beyond this type, yet it is a depressina kind of' existence. 

About the be~innina of the adolescent period the child begins to 

compare the standards imposed upon him, with the other standards 

with which he comes in contact. He be~ins to find his own individ

uality, and often casts aside the authority of parents, teachers, 

and duty, to experiment with other standards. He cha~es his 

standards so frequently that one is not certain just what his react

ions will be. He is a pra~atist of the most extreme type. Social 

ideals and personal responsibility are realized at this time, if' they 

are ever to make their appeal to him. Theory and practice beame 

related in the mind of the youth. Then when he has settled definitely 

either consciously or unconsciously, just what his standards shall 

be, and has set about ore_anizinQ; his life around them, he has re~Joched 

the last . staQ;e of moralit.f. and is either moral or immoral. 

Love, or sympathy, makes a pleasure the services which duty had 

previously required. True appreciation of the beautiful attracts 

one to t he noble and harmonious life. Therefore love and beauty, 

euided by intelli£ence, will be ·the means of .rea.lizina the highest 

freedon, called moral character. This staae has been called that 

of •spontaneous conscience". Conscience does not mean an intuitive 

sense of ri~t and wrona. Conscience is always the product of 

education, and is constantly in the process of beina educated. 
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It is "perception of moral distinctions accompanied by the feeling 

of personal obligation to do what is wholly right.• (1) The best 

conscience conceivable is the inner self actively judging, :md feelin ~ 

obli~ated to the highest known value; not obli~ation to merely the 

higher values. One may grow from one level ot morality to a const

antly higher one. For as Moore quotes, "the ~ood man who merely 

repeats the ~oodness of the day before is not a good ~an, but a bad 

man.• (2) This implies the will to do right, or the aood-will 

plus the serious application of reason to the problems ot life. This 

good-will must be a ~owing, living, will, else it will become merely 

custom or habit. Thia will dare not be relased, but must be eternally 

vigilant. A~throu~ life the individual i~ inhibiting some habits 

and forming new ones, forming new ideals, developing the power to 

think and judge more coherently, and gaining greater power to carry 

out these jud~ents. 

When investigation showed that moral conduct could be culti

vated, - this cultivation was turned over to the parents and the 

church. The state waa interested in the health, the intelligence, 

and the ability to earn a living, . of its citizens and its future 

citizens. · But modern theory has shown ~t a democracy will never 

be ireater than the majority of its citizens, so nations in general 

have become interested in the character ot their future citizens. 

Now that international affairs play so large a part in the life of 

every nation, it is ot great importance to all the nations that the 

citizens ot every nation be ethically and morally sound. 

(1) Smith, G.B. A Dictionary ot Religion and Ethics, •consc
ience" 

(2) Koore, E.c. What is Education, p. 141. 
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II. WE THE AMERICAN YOUTH SHOULD 13E TRAINED MORALLY. 

Increaae of crime. The criminal records for the United States 

show that its citizens are very weak morall1. There are more divorce~ 

per marri~es in the United States, than in any other country in the 

world. Last year, 1926, there were more than three billion dollars 

worth of property stolen. The cost of crime for one day, has been 

estimsted at $2,500,000. President Joyce of the National Security 

Company estimates that crime costs three billion dollars an~ually. 

The methods used to secure statistics in the United States and in the 

· foreien countries are so different that it is impossible to compare 

them with gny deeree of accuracy. However, practically all reports 

~ive the United States so much higher percenta~e of crime per capita 

that it must be taken for a fact that the United States leads all 

nations in crime. In a~ case the criminal records ~ive cause for 

~reat concern. 

Crime seems to be increasin" in the United States aceordin~ to 

prison statistics. :But it must be ~a.k:en into consideration, that 

new methods of comw.i ttiner; or irues have been invented, officials have 

more effective means of det•ctin~ criminals, more acts '!l.re -listed 

as crimes than formerly, end there are better statistics available 

today than there were a few years a~o. In spite of these thin~s, 

there has been an increase in crime. especially in those crimes of 

a more intellieent nature • 

. Increasing number of youthful criminals.. Another a.lumin~ 

fact which criminal records show, is the youthfulness of these 

criminals. This is a fact with which schools can deal most directly 

and most effectively, and the one with which we are most concerned 
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in our study of the Adolescent. Dean Athearn has ~iven the followin~ 

summary o! statistics regardin~ the ages of criminals. 
averaae &&es of criminals. 

crime, ... tor year 1913---1923. 
burilary 29 21 
holdups and banditry 28 21 
grand larceny 29 23 
bigamy 32 28 
auto stealine not listed. 18.2 

He has also reported on some moral conduct tests which showed that 

from 38 to 70 percent of school children tested would keep over

change, would lie about small mg.tter.y· and in general did not think 

it was wrong to steal from wealthy people or those who had made money 

dishonestly. In 1923, while working for the Juvenile court in 

Marion county, Indiana, I helped compile some statistics concerning 

the ~es of the criminals in that county. We found that over ninety 

percent of all the ·crimes in Marion county were committed by young 

people under twenty-five years of age. Only recently there have 

been several college suicides which have alarmed the educators of 

the country • 

•Knowledge alone is not sufficient~ The types of crimea 

are another alarming tendency, for the more intelligent types seem 

to be gainin& ground. Homicide and suicide have been increasine 

very rapidly. Homicide increased 15 percent from 1910 to 1921. 

Vagrancy, larceny, assault, burglary, fraud, gambling, malicious 

mischief and trespass, fornication and prostitution , and drunk

enness decreased from 68 to 11 percent in the same thirteen years. 

But forgery increased 68 percent and robbery increased 83 percent. 

In fact there is a check forge• every three and one-half minutes, 

dB¥ and night. The prison and reformatory population increased 

20 percent, while that of the jails and workhouses decreased 35.5 

percent., from 1910 to 1923. But when taken into consideration 
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with the population increase, the committments to the prison and 

reformatories increased only 4 percent, and workhouse committments 

decreased 46 percent. This shows that the more heinous and more 

intelli~en~ crimes have been the increasine type of crime. From 

1885 to 1908 there were 131,951 murders and homicides, yet only 

2,286 murderers were executed. American Bar Association reports 

show that one out of every 12,000 of the United States' population 

is a murderer, while in Great Britain only one in 634,635 is a 

murderer. Accordine to Fosdick, Chica~o. which was one-third the 

size of London in 1916, had 105 murders, while London had 9 murders. 

Also with only 2,500,000 people Chica~o had twenty more murders than 

En~land and Wales, with their 38,000,000 people. In 1919 Chica~o 

had six times the number of murders that London had. Surely all 

these statistics carl not be caunted for nau~ht, comin~ from many 

sources, and no report refutine them. Eneland and Canada give mild 

punishments, to their criminals, .but the punishment is certain. 

In the United States severe punishments are given, but .they are not 

certain. That probably accounts for some of the difference, but not 

all of it surely. One of the chief problems for the courts seems to 

be the recidivist. In 1923, 46.8 percent of all the United States' 

prisoners had been committed before, It once a criminal always a 

criminal is to be the rule, the schools must take the responsibility 

of tryi~ to prevent the first crime, which usually takes place 

before the criminal is twenty-four years of ~e. J.T. Giles, has given 

a test to thousands of children in various sections of Indiana which 

show that there was an astonishin~ ignorance of ethical ideas, even 

note: all the above statistics from Gillin, J.L. Criminology and 
Penolo~.. or from the u.s. Bureau of Census, Department of Commerc6, 
bulletin, ·~isoners, l923.•except the ones from Dean Athearn. quoted, 
in class April 12, 1927. •organization and Curriculum of the Church 
School". w. s. Athearn. 
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amon~ those children whose conduct was fairly iOOd, and who were 

intellectually normal. (1) SurelY youna people cannot be expected 

to just accidentally be moral, when they do not even know ri~ht from 

wron~. In fact we have seen that such actionwwould not be ethical 

action. The above statistics show that there is uraent need for 

moral trainina amona the youth of the United States. We have seen 

that the ethical act involves freedom of choice and ability to see 

the consequences of the different modes of action. People may be 

aood, because they have no temptation to be evil, or because there is 

some law or outside force which is strona enouah to compel them to 

refrain from evil action, but they are not ethical. We do not want a 

nation of puppets, we want a nation of free individuals, who know the 

difference between riaht and wrona and willfully choose the riaht. 

To be able to do this without some ethical knowledae seems to be 

impossible. Althou~ illiteracy is one of the bia problems of the 

world today, character is a biager one, for as Dr. Marsh said, 

•character is the most important end ot education, character 
is worth more to the community than the lsraest 
factory, bank, er store, or any number ot academic 
dtarees. • •• Mathematics may be used to rob a bank; 
Psychologr m~ be used to cheat one's fellows; 
chemistry may be used to kill; :penm9nship may be 
used to forae a check. Knowledae alone is -not 
sufficient.• (2). 

If every child could be given moral knowledge no one could plead 

ianorance at least, as many do today. 

_Systematic ethical education will increye morality. The prob

lem ot moral traini~a is admitted by practically all educators, but 

the methods of solvina it vary. Palmer thinks that ethical knowled~e 

will not help the situation very much. In ~act he thinks it tends to 

(l)quoted in Athearn, w.s. Character Buildina in a Democracy, 
p. 28. (2) Marsh, Daniell.L. Inauguarel address, Boston University, 192~ 
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dull the moral distinctions of the student, makes him morbid morally, 

and in general demoralizes him. He does not favor the teachine of 

ethics before colleee, and then only to those students who can •stand 

it•. He advocates the school oreanizations, school fellowship,and 

aood teachers, to make ethical students. (1). He has merely condemned 

one type of ethical instruction however, the theoretical type. This 

has been lar~ely disc~ded in the high schools, because it was found 

that it did not do very much good. Whitney's experiments in reeard 

to ethical instruction in secondary schools, (2) show that moral 

trainine has a eood effect on the moral conduct of the student. He 

says that the indirect method is good, and should be used every 

possible opportunity, and that whenever there is no such opportunity, 

Sharp says; the most important_ singl§ .. t _orce at the disposal 

of the school for character buildine is undoubtedly the character of 

the teacher for •conduct is subject to the influence of contagion as 

to nothine else in the world• Nobleness tends to kindle nobleness. 

The consequent effects upon character are not due primarily to blind 

imitation as such. For the undiscriminatine tendency to imitate has 

little educational signific~ce beyond infancy. The only form of 

imitation in which the educator has any ~eat interest is selective. 

However there are many serious limitations to the influence of the 

teacher. In consequence, we are not justified in depending for 

results uptn this aaency alont. (3) 

Wilm is of the same opinion when he says;-

•z am bound to believe that such systematic instruction cannot 

(1) Palmer, G.H. Ethical and Moral Instruction in Schools. p. Q-21 
(2) Whitney, W.T. Koral Education, an experimental investi

eation. 
(3) Sharp,F.c. Education for Character, p. 9-10. 
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but be of hiih value to students. A vast amount of private 
and social immorality is clearl1 due to ignorance, ~d would 
have been rendered impossible by forceful and timely 
instruction. The question whether such instruction 
should be given in set lessons or whether ~ the 
incidental method is preferable does not seem to be 
capable of a categorical answer. Much depends upon 
the age of the pupil, but systematic instruction 
probably hs.s advantages over the incidental method 
at all sees. Such systematic instruction will, of 
course not preclude the incidental enforcement of 
moral principle or truth whenever the occasion pre-
sents itself in the regular lessons of in connection 
with the discipline of the school.• (1) 

Whitney is more cate,orical in his view, for he says, that it 

must be more than the incidental method, for like the incidental 

method of teaching spellini the results are not satisfactory. Direct 

moral instruction need not be a cold, abstract, intellectual exercist. 

however~ Difficulty with much direct instruction in the past has 

been in letting the matter v1i thout any outlet for the activity of 

the student. It is not only necessary to teach what is right, but 

also to provide an opportunity for trial. To quote Whitney, •Direct 

moral instruction does not make children prudish, pri~~ish, or little 

moral abstracts.• (2) !he fault then seems to have been in the 

method of presentation. As Spencer said, •remembering how narrowly 

this time ( meaning for learning) is limited not only by the short

ness of life, but also still more by the business of life, we ought 

to be especially solioitous to employ what time we have to the great

est advantaee.• (3) Therefore we must seriously enquire into the 

problem of •What knowledge is of most worth", and not only ot worth, 

but of most relative worth. The Koral Education Congress in 1911 

resolved that direct moral instruction should be employed, but that 

the greatest danier lay in all other ~encies leaving all moral 

lll Wilm, E.C., •Religion ~d The School•, p. 43-44. 
2 Whitney, W.T.•Moral Eduoation•, p. 44. 
3 Spencer, Essay on Education, Part I. •What Knowledge is of 

most worth.• 
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instruction to the moral instructor. If thie should prove to be 

true moral education would not be much farther alon~ than it is 

today. 

III. BRIEF HISTORY OF ETHICAL TRAINING. 

Francs. Practically every nation in the world has realized 

that character buildin~ is very important, for they have taken very 

definite steps to teach ethics or moral education. France, for 

example, in the Education Laws of 1833 and 1850 mentioned specific

ally moral education for its primary schools. This instruction 

included relieious instruction. In 1882 the relieious instruction 

was omaitted from the public schools and moral and civic instruction 

was definitely ordered in all the schools. No child need leave the 

French public schools in ignorance of the fundamental moral distinct

ions. So far it is excellent, but he has had only moral instruct

ion, not moral trainine. This pure intellectualism is the more 

marked as we approach the adolescent staee, when the teacher gets 

into the theory of ethics, and revels in the subtlest dialectic, 

in philosophical controversies, and the most abstract of ideals. 

The very instruction combines to destroy initiative, aner~, and 

morally active will. In the primary schools this is not so promin

ent for the personality of the teacher,, and the intimate relations 

existine between pupil and teacher, tend to make the teaching more 

concrete, and more individual. The moral lessons however were only 

introduced into the LYCEES in 1902, so that we cannot know the real 

value they may develop, but as yet it seems to be quite negligible. 

Then these lessons cover only two years, one hour each week, which 

is not lone enough to work any revolution. Their educators are 
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beeinnine . to realize the deficiencies and they have hopes of both 

improving the lessons and increasing the time. But the a,ae of 

leaving the primary schools is thirteen, ~• three-fourths of the 

children leave before they are thirteen,,and ma~ children escape 

school entirely. Very few of those who finish the primary schools 

enter the secondary schoolf, so it seems that it vrill be necessary 

for them to specialize on the primary schools, qnd provide some 

other means of reachine the adolescents. The army schools seem to 

have seen this need and are contemplating putting some civic and 

moral courses in their curriculum. Before adolescence moral issues 

are not very definite in the child's ~~nd, so that much of the 

eood instruction eiven him before that time is often not very well 

understood. Evenin& classes,in which it h~a been proposed to make 

attendance compulsory until seventeen years of age, have also left 

a large place for moral and civic instruction. But in so far as it 

is taught now, there seems to be no appreciable benefit to the 

young people; and the criminal records show no decrease in crime. 

The late Mr. Reginald Balfour said that •the aim of moral instruct

ion in schools is primarily knowledee, not action. • • .You cannot 

make people eood by explainine what is meant b~ goodness, but you 

can implant ideals and raise standards.• 

Switzerland, Morality is supposedly taught in the Swiss 

schools, but it has been found to be quite haphazard teachine. The 

teachers are instructed to teach it, but there is not authority 

over the schools to Switzerl~d to see that they do it, and no 

text-books are provided,so that there is very little teaching 4oae. 

Ha~ of the cantons teach religious education, ~d moral education 

to~ether. In ot hers history, lan~age, civics, and other lessons are 

given a definite moral touch. Arnone many Swiss teachers at the 
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present time, the interest in the problem of moral education is so 

absorbin~ that it may almost be described as hypnotic. This state 

of mind has come about when it wqs pointed out to these teachers, 

that although they thought they wre teacni~ morality they were 

really doin§l; extremely little. The Swiss feel the need of an 

international education bureau for the interchan~e of information 

and technique on moral education. 

Germgnx. In Germany there is no need for more authority over 

the schools. The .children really attend school, and the teachers are 

entirely capable of managin~ them, and many excellent moral habits 

are definitely taught. Their highly organized system of schools 

exerts a ~reat power upon the tone and temper of the mind of the 
pupils 

people. But habitual morality is not enou~h. Their secondary1a~e 
treated exactly as the primary children. except that lar~er demands 

are made of their memories. Only in very rare inst~mces is there any 

appeal made to their judement. 

Generally German teachers do not approve of mere moral instr-

uction, but prefer reli~ious instruction. Yet they do not think that 

it would be impossible to teach morality without religious sanctions. 

They think the separation would leave theolo~ dry • and uninterestin& 

and that ethics would have little real value. They approve of the 

teachin~ of moral conduct in connection with other subjects. and 

through the e~Ae» general school spirit. This results in very litt~e 

genuine morality bein~ taught. They teach instead reli~ious history, 

theoloiY, and philosophy. This phase of their teachin~ appar$ntly 

has very little effect on the ideals or the conduct of the students. 

The aim of German schools is moral education, but in practice , there 

is only some moral instruction o~ the theoretical type. 
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Japap. Japan has also been interested in the trainin~ of her 

youth morally as well as intellectually. Before the modern education

al methods were adopted there, most of her youth were educated in the 

residential schhole. There most of the teachini was that adapted 

from the Confucian teachinis of China, and was therefore beth moral 

and reli~ious. But in 1868, the Western methods of education were 

introduced, and they iave no place for systematic moral instruction. 

Moral instruction still remained the most important subject, even 

though there was no European precedent. As En~lish and French books 

were written on moral science, the7·;;were translated into Japanese, 

~ut the largest number of teachers continued to use the Confucian 

text-books. So Japan lost a ~reat deal in this change in methods, 

because the morality that they had been taught t oiive in the resi

dential schOols, now turned into mere intellectual instruction. 

About 1890 the Herbartian educational system was introduced into 

Japan. In response to the need for a good Japanese text-book in 

moral instruction, the government of Japan had a committee compile 

a moral lesson book. This book was published in 1902, and since has 

been the basis of all moral instructivn in Japan. This text-book 

was one of the best in the field at that time, and still contains 

much of value. The Japanese teachers have been quite eager to do 

their bes:t: in inculcatirli iOOd morals-tandards into their students, 

so that they have not been unduly limited by, this text-book. The 

individual teachers have added much of value. So that as far as 

the schools reach the youni J&;fanese their method seems to be quite 

good. 
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Great Britain. England has also been interested in the ehhical 

training of her youth. In 1906 the educators of England were so 

iDtereeted in this problem that many of them joined in a piece of 

research work to see just what had been done, not only in the United 

Kin~dom, but in all the o t her countries. They investigated France, 

Germgny, Switzerl9nd, Belgium, Norway, Denmark, Iapan, ~d the United 

States. They found that there had been more definite attempts,in some 

of the foreign countries than there had been in their own, to really 

teach morality. They found that there had been very little systematic 

work done in Scotland, but that each individual teacher expected to 

teach morality in each of her subjects. In Wales there was more 

definite effort to teach morality, but it was msde a very definite 

part of their religion. Some ot their chief educators could see no 

possibility of teaching ethics without religion for the authority. 

In Ireland almost every school is managed by a priest or a cler~yman. 

They each make definite attempts to teach ethics, but of course through 

their own doctrinle of religion. In En~land the church and state are 

so closely bound that they teach morality with their state religion. 

It seems that they get more doctrine than conduct however into the 

majority of the schools. 

United States. Wherever there is a state religion the problem 

of teaching morality does not seem so important, as they are usually 

taught together. But in countries like Japan and the United States 
which 

there is a different problem. There are small co~liunities in1 there 

are several Protestant denominations, Catholics, Jews, Mormons, 

Christian Scientists, Spiritualists, and atheistsi all attending the 

public schools. So it is practically impossible for the state to 
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teach reli~ion in the schools and at the srune time please all of its 

citizens. In recent years there have been several attempts to find 

common reli~ious beliefs in the United States, that would be accept

able to all the people, but all such attempts have failed. The love 

of God and fellow-men seemed to be closest they were eve~ able to 

approach the goal. But some objected to the love of God, some to 

any conception of God, and some were opposed to makin~ social 

obligation part of reli~ion, in fact they denied social obligation at 

all. All of these people aereed however that the moral inte~rity 

of a nation is one of its bi~gest ~roblema. 

In early colonial days, the schools were taught by the parish 

minister,and the catechism and the reli~ioue content of the New 

England Primer met the felt needs of the times for moral and religious 

instruction. But after the Revolutionary war the school snd the 

church were separated and morality was .left out. In most instances, 

the family altar was the chief source of instruction. The father 

and the minister were the chief teachers of ethical behaviou.. 

Practically every child had to learn the catechism, and go to church 

and Sunday School. The school teachers were usually as much inter

ested in religion as in •mental discipline•. ~ch of the content of 

the reading, writing, spellin~, and history books was strictly 

religious and ethical. But this gradually changed. The parents no 

longer had time to spend teaching their children. The fam ily 

altar became a thing of the past in most homes, and the children 

were not so often compelled to attend the church or the Sunday School. 

The text-books were changed to keep from offending any of the school 

patrons, and the school teachers were too busy trying to teach the 

enlarged curriculum to have any time or energy left to teach ethics. 

note: pages 23- 28, This m:a.terial is quite l9.rgely taken from 
Sadler, M.E.(Editor) Moral Instruction and Training in Schools. 
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There be~an to be noticeable a slump in the moral tone of the nation, 

and people be~an to ~earch for a probable cause. It wae soon 

discovered that ma~ people did not even know ri~t from v~on~, and 

that there was no place where they might be taught. Furthermore 

there were so many new associations in life that it was not always easy 

for the minister to be sure what was the right thin~ to do in the 

business, international, labor and racial si tuatione. 

In an effort to do somethin~ about this state of affairs, 

people be~an to study method&• Churches built summer camps, denomin

ational colleges, parochial schools, Daily Vacation Bible Schools, 

Departments of Religious Educqtian in local churches, and week-day 

schools of Religion. Even with all this organization the churches 

reach only about one-half of the people. The others are denied any 

place to learn morality. So there is still a problem for the state 

in the attempt to save the nation for democracy. 

Private organizations be~an to see the problem also and to 

try to help solve it. Several investigations and trials were 

conducted by these or~anizations. For instance, the New York 

Society for Ethical Culture maintains the Ethical Culture School. 

This school is managed b~ teaching experts, who have been carefully 

trained to be able to appeal to the pupil's reason, emotions and 

will. They have regular classes in ethics, but they also arrange 

to have eaoh subject taught carefully co nnected with ~e ethical 

program. The ethics teacher gives the subjects for compositions to 

the English teacher, gives biography subjects to the history teacher, 

~nd in every way has the best cooperation of all the other teachers, 

because they are trying to develop the character of the students. 

This school claims to be able to•turn out• moral and progressive 

citizens, but of course the situation is not the usual one. 
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Another plan has been called the •George Junior Republic• plan. 

This is a school or~anized to give wayward boys and girls an oppor

tunity to make themselves into upright ci~zens. The method adopted 

is to make each student definitely responsible;for earning his own 

living expenses, and for conducting the aff~irs of the •Republic• 

under the provisions of a written constitution. This method has truly 

reclaimed many who otherwise would have been lost to society, but it 

is not adaptable to the average community in its entirety. 

The •school City• plan is really a modification of this idea. 

The school is or~anized on the sruMe plan as the city, and each pupil 

is a citizen, and has his own work to do, but does not work for his 

own livelihood. This plan has been adapted in many hi~h schools as the 

student government plan. It has often failed to have any meaning for 

moral instruction, however. It has done much good in some schools, by 

helping to give the students an idea of responsibility, and their 

share in the work of the world; which is certainly a part of moral 

training. 

Paul Voelker, Harold Rugg, and others have also couducted 

helpful experiments, on the best methods of teaching morality. This 
ab 

research has probably done as much good,(if not more) ~kaR-some of the 

more spectacular schemes, for their work has been most scientific. 

The very multiplicity of plans gives reason to believe that something 

good will come from them in the near future. 

The state has done practically nothing however. Yet it is 

already organized to compel the youth to ~ttend school, it bas trained 

teachers, and the necessary equipment. It would seem that the only 

thing needed is the material to teach _and the desire for ethical 

training. Certainly it would be cheaper to add a few teachers of 

moral education, than to spend so much money each year for; gu~rds 
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to protect the mail, penal institutions, reform schools, jails. 

and all the criminal courts. The state dare not leave this problem 

which is at the very heart of a democracy to any other agency, 

IV, When Ethical Training should be Given. 

Elementary Schools. The state has many schools, 80 it must 

decide in which ones it shall teach morality. Certainly this train

in~ should begin with the youngest child in the schools. Some of the 

children never go beyond the elementary schools, 80 that they would -e 

neglected entirely if the training was not begun at once. Re-ske~l& 

The habits which will be needed all during life should be built in 

this elementary period. Until the child is 

almost all of his actions controlled fr m-

eleven, he has 

hie parents, 

teachers, ad other adults. So the chief thin~ to be taught is the 

habit of obedience. Habits of kindness, chee~~ulness, courtesy, 
' ' 

truthfulness, helpfulness, md cleanliness cM. all be taught in the 

elementary sabools. In fact the training at this period is most 

essential to that in the high schools. There is no definite break a 

in the child's life, as there is in the school organization, so that 

he should be tau~t as l'ID1Ch as it is possible for him to grasp, 

regardless of his place in the school system. Children's work must 

alvtays be the basis upon which the youne people's worker buil.d;!S his 

pro~ram. So the habit life of the child is the basis for the theory 

and practice of the adolescent days. 

High Schools, . By the time the youth enters the high school 

he is deciding many things for himself, This means that he must have 

something more than habits in order to decide his problems intellig

ently. He must have some ge.aeral principles. He is now so interested 
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in so many thin~s, and life is unfolding so rapidly, that he can 

scarcely learn the meaning of it, and now he needs solid foundations. 

Richardson says, •a little good will go farther for good, and a 

little evil for evil than any other time in life,• at this period. (1) 

Adolescence ie the period when tbe self unfolds and the youth begins 

to li~ his own life. Conscience has been developing all throu~h 

childhood, and now the youth ~ets more chances to use it, and the 

permanent habits of the adult are being formed daily. It is most 

important that all these habits are formed intelligently and ethic

ally. The only way to be sure of either is that the boys and girls 

be kept in school all through this period,; and that in the school~ 

time is eiven to teaching the use of the bodies, consciences, and 

ideals, as well as intellectual accomplishments. All their powers 

must be trained not only for the improvement of the individuals, 

but for society as well. This is the best time tor this social 

appeal to be given, for they now see that they have some relation 
is 

to the social world, and it1the duty of ethical education to train 

them in the c•rect relationship. 

Colleges • . Moral education should not stop when the adol-

escent leaves the secondary schools. As lone as there is anything 

to be learned intellectually, there wil~ be something to be learned 

ethically. Too lone all of the t 1me and money has been spent on 

purely materialistic matter, and the thought of the people has 

accordingly becane materialistic. Now the curriculum must not say 

to the youth,•yes, character is important, but mental accomplish

ments are more important, so spend your time and money on them.• 

Deaa Athearn quote~rom the American Educational Digest, on the 

(1) Richardson, N.E., The Reli~ious Education of Adolescents, 
p.l .• 
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distribution of persanal, state and national income in the United 

States as follows: 
Living costs 
Luxuries 
Waste 
Inve11tment 
Crime 
Government 
Schools lt 
Church 
Miscellaneous 

Of the amount spent for 

24t % 
22 
14 
11 

~~ 
13t 
schools practically none is spent for moral 

education. People always buy that which they really want the most, 

so it would seem that the nation is not very much concerned about 

the moral education of its young people. It no ethics is taught 

until the youth is in college, on~ a very small percent of the 

people will receive any moral training, for so few people go to 

college. Of those who go to college very few take ethics. Of those 

who take ethics for the first time in college very few, if any, 

receive any benefit from it as far as their conduct is concernedl 

Habits and ideals are largely determined before co1lege days, and 

the reaction to a course in college ethics is almost wholly an 

intellectual reaction. This intellectual reaction will not influence 

their conduct and their ideals very much at this age, if all of life 

has given them a different interpret~tion ot right and wrong. If 

throughout their primary ani secondary school life they have been 

practicing and studying moral situations and principles, there will 

be a real. place for college ethics. They will then be interested 

in.the theories back of conduct, in the larger relationships of the 

world, and will be able to think through their own personal problems. 

So the strategic time for moral education seems to be in the 

Junior ad Senior High Schools. Uany schools give some attention to 

(1). Athearn, w.s. Character Building in a Democracy, p. 59 
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work, but the Senior high school work seems to have left moral or 

ethical training out of consideration. There have been good ethics 

text-books written for practically all groups, except the Middle 

Adolescent. Yet in this period ideals are bei~ formed and life 

standards are bein~ set. Durin~ these three years many of the 

youn~ people choose their life work, their life companions, their 

reli~ion, and their ideals of daily livina. Jhey need solid ethical 

foundations, if they are to choose them ari~ht. 

V. BRIEF S'l'UDY OF THE. MIDDLE ADOLESCENT. 

Mentally, The theory that schools are organized to teach 

certain subjects, has been discarded for the theory that schools 

are built to teach students. Vore time has been spent studyin~ 
CST" 

natural sciences than in studyin~ human ~ .. social sciences. In 

consequence there are fewer proven laws in social science than 

there are in natural sciences, Only recently have the social 

sciences been divided in such a manner that it has been possible 

to study one group of people separately. This has now been done, 

however, and it has been discovered that there is a distinct 

psychological group for the different ages. Each group has its 

own particular characteristics. 

One of the first essentials for the teacher is to know how 

the mind of the student works, In this field, one of the most 

important theories is that every thought, ev ery emotion, :""nd every 

idea tends to come out in action. Also every action tends to set 

as a restraining influence against opposine action. So if the 

adolescent ~eta the right thought, ideas, emotions, and ideals, he 
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will tend to develop ri~ht acionf, and these actions will tend to 

thwant all evil actions. This is merely saying that one cannot 

be both good and evil at the same time. Many people try to live 

good personal lives, and evil social or business lives, but that 

is not ethical. 

An individual m~ not be molded entirely by his environment, 

for he has certain well-defined instincts. These instincts begin 

to function at different periods in life, and their development must 

be understood and directed into proper chanhels. 

People tend to become like that which they see, hear, and 

about which they think. Those who believe the recapitulation 

theory :( education to be true, have forgotten this. They try to get 

each individual to experience all the evil in the world, so that 

he will not h9.ve the impulse to experience it later. Recent exper

iments have shown however, that good and be autiful things present 

before people much of the time, tend to develop their love of the 

good and the beautiful. Plato said in his Republic, "Only What is 

morally and esthetically pure and wholesome should be exhibited to 

the youn~. • Dr. Shea also said, "The danger of exhibi t ·ing sin, 

even to condemn it, is that it will attract the child's attention, 

and awaken his interest, and when this happens, the chances are that 

he will wish to experiment with it.• (1). People can always find 

the thing ~or which they ~e looking, so if the young people are 

kept hunting for the good am the be9.UtifUl things in life, they 

will find those things. Finding beauty, truth, and goodness, they 

will wish to imitate them in their own lives. 

(1) 
Education•, 

quoted in Cassidy, M.A."Golden Deeds in Ch9.racter 
p. 29. 
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Imitation is 6tenerally recognized as a stron~ element in all 

lives. But its power may be modified and directed. Imi*ation 

performs an important function in all education. In the early 

years of life, the coru1ection between idea or suggestion, gnd re

sponse is unusually close ~nd direct. Imitation then serves the 

double purpose of adaptation and interpretativn. There are however 

several types of imitation. There is reflex or circular imitation. 

That is a reaction tends to repeat its own stimulatin6t process. 

This is quite common in the first few years of a child's life. 

Then there is unconscious or involuntary imitation. This is one of 

the most common factors in all human life. and one which makes the 

environment of so much importance. However the higher type of 

imitation becomes developed in the Middle Ad.olescent, end this 

type is called conscious imitation. This the kind with which 

education is most concerned, and which education must try to 

develop. Mere environment will furnish the stimulus for the 

unconscious imitation, but co nscious i mitation needs training. 

Youn6t people then do not imitate everything and everybody, but 

only those thin~s which they think are superior to themselves in 

some way. (l) Whether the object of their imitation is truly 

superior depends on their perspective, which it is the duty of 

ethical educ ~tion to train in the right direction. They will 
·-

certainly imitate ~omethin~, so it is important to see that they 

imitate the genuinely good things in life. It will not only be 

necessary to put goodness, truth, and beauty before them, but 

these things must be made to appear as superior values. To do 

this the leaders must look up to such things themselves, so that 

(l) Ellwood, C.A. 
and .arlatt, EArl, 
and Religious Education.• 

Introduction to Social Psychology, Ch. X 
c1ass notes in "Principles of Moral 
1926. 
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In other 

words the lea.dere must"practice what they preach•, if they expect 

their preachin~ to be effective. 

Another very important theory is, that what is exe2cised, 

everything else bein~ equal, grows and becomes strong. There is 

then no effective form of descipline except self-discipline, ethic

ally speaking. Moral education must be the education o~ nurture of 

character through activity, so the habit of moral discrimination, 

and the power of decision must become active. The only form of 

activity that has moral value is voluntary activity, so the teacher 

must not merely help the child to form habits, and expect them to 

function all throueh life. Thie especially should be W'!ltched if 

the child has not understood the reasons for the habits, or if he 

does not like the habits, that is if they are opposed to his inst-

inctive tendencie•. 

Another well-known fact about the adolescent, is that In 

learning he proceeds from the known to the unknown. Teaching has 

often been begun with the farthest thing from life, gnd gradually 

brought back to l~fe itself. It should begin where the student 

is now, and then proceed as far as possible. Another mistake has 

often beem made , that of not taking him far enough. The human 

mind can grasp almost a~thing at sixteen, for the development of 

the brain stops about that time; and the further development of 

the mind depends on exercise rather than on further brain develop-

ment. The adolescent likes to struggle with big problems, if he 

can see any reason for the problem at all. He has curiosity, 

creativity, and imagination, so let him develop them, or else they 
of 

will not develop normally. The tas~the teacher is to find big 
' 
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problems which may be made personal problems for the student&, gnd 

then to he~pth•m to see all around the problems. Revolts never 

come from those who can see all the sides of a problem, out reforms 

do. So it is wise to give the student the most comprehensive view 

of as many problems as possible, and let him do the solvi~ of the 

problems. In this way he will come to see the implication of his 

ovm ac ti ons • 

Not many years a~o faculty psychology was teacn~ne the theory 

that everything le~rned went into its ovm sep~rate compartment; that 

will, imagination, mem~y, and all the functions of the mind were 

complete in themselves and had no connection with each other. 

So the study of arithmetic had no relation to the study of readin~, 

and readin~ had no relation to history. But ifhas been found that 

the mind works as a unit, and that the student must learn the links 

from one subject to another. So in tne teachi~ of morality; it 

must be linked to all other subjec studied and to all phases of life. 

The leaders of all times have been those who were the exponents of 

one ereat bia idea, and linked all else they learned to that one idea. 

They were not one-sided, but they or~anized their knowled~e and their 
/1Vrr(;;j 

life around one central meftf. So ethics must be made the bi~ central 

motif of life, and civics, history, Enelieh, science, and all other 

subject matter should be or~anized about it. This is what is meant 

by givin~ the youth bia ideas, and a chance to see the implications 

of all his actions. 

The emotions of the adolescent are quSte unstable, ~d the 

leader must be calm at all times, in order to act as a steadyin~ 

influence. The youth needs a certain amount of excitement in order to 

provide an outlet for this extreme emotional energy, out it should be 
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of the kind to help in buildin~ a balanced life, not of the kind 

which will draw out the worst emotions. This is the a~e when suicide4, 

hoboes, insanity, and various nervous disorders develop.,so it is a 

very important time in the emotional life of the individual •. This 

means that each student receive a ~reat amount of personal attention, 

Qlld SYlllpa tey • 

Pbysical1Y. The physical growth has about ceased at fifteen 

or sixteen yesrs of ~e, and the body is now storins up power and 

ener~. This makes the adolescent eager to be doine somethin~ which 

useihis surplus enereY. In fact he needs some violent exercise to keep 

his body developin~, but care must be taken else he will overstrain 

his new powers. There is perhaps no time in life when the individual 

is so attractive physic'llly. They still bear the beauty and vivacity 

of youth, with enou~h of the promise of maturtty to be quite charm

in&, and show their own individuality. 

SociallY1 The social development of the Middle Adolescent 

is shown in their love of a ~ood time, which usually includes a 

•bi~ crowd• of both sexes. Whatever it may mean, it is the most 

compellin~ ur~e of this aee, and calls for infinite care on the 

part of the leaders. This social ur~e makes social service a 

~reat attraction, yet it increases tne 4aneer from the social evils 

of the community. The ethical trainin~ can have its center a 

social. appeal, as that will ·be the field in which many of their 

problems will lie. The youth are preparine to be democratic 

citizens, so it is well to have them practice democracy while ih 

school under efficient supervision. This can be accomplished by 

havin~ them oreanize student ~o•vernment, instead of havin~ the 

schools remain a small autocracy, with the teachers as the autocr~ts. 

The middle adolescent is usually quite proud. This trait 
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can be utilized by teachine social usaee, and urgine pride in his 

manner, his home, school, church, and community. He may become 

dissa-tisfied with his surroundines and want some extravaeant and 

excitine time. He m~ even w~~ to leave home to try his puwers 

~ainst the world. He wil~~ave passed the hero staee entirely, 

so that if he can be broueht in touch with ereat men and women 

he w6ll receive a ereat benefit from this aoqua.illtance. He likee 

to have responsibility placed upon him and will work hard if he 

is "in cha~ee of" any particular project. Neither will he have 

outgrown his eroup loyalty. So if the leader of the group can be 

trained to lead the group in the rieht direction, the group will 

need little further attention. 

SpirituallY• .This period is one of great reiigious 

aienificance. They begin to test their religi ous concepts. If these 

concepts do not correspond to their view of life, they will be 

discarded, but if their relieious training has been intelligent 

they will begin to idealize it, and will live by it as consistently 

as possible. It is the period when they think they can do anything. 

Even though their ideals are so high that they can not attain them 

at once, they do not lose hope, but think that they can reach the 

goal sometime. Even their friends and fam ily must pass the test 

of their ideals and if they fall short, they will probably lose 

some of their influence over the you~ people. But as soon as the 

adolescent learns how hard it is to live up to his own ideals, he 

will have more tolerance for those who have tried and failed. This 

trait has been the cause of calling the adolescent, passionately 

idealistic. The adolescent's ability to think in abstract terms 

enables him to have a new appreciation of atmosphere and beauty 

in relieion. Since his emotional control is unsta.ble however, 
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the real task ie the beautifying of emotion, and ensbling him to 

get a rational control of his emotions. 

The adolescent is not thinking of the present alone, now, for 

he wants to settle his life purpose and his life work. Someone has 

said, , •not what he knows, but what he loves, is important.• This 

is true, so if his life purpose is good, he will undoubtedly choose 

a fittine life-work. He will appreciate help in discovering things 

which need doing for the good of humanity. 

He is quite mystical and will respand in a fine way to the 

beautiful in anything, to the inner values of life, and to the ideal 

ot living. Yet the next minute he is quite practical, ~nd will be 

asking will it work. All of which goes to prove that he is now 
is 

intere sted in everything which1aative an'd alive, and his interes t• 

are as broad as the world. So if a thine can be made to live, it 

will be able to get his attention, and if it proves to be true he 

will follow it, 9ad if it is also beautiful he will lov~ , it, ~d if 

it is good he will live for it. 
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Part II. 

Presentation and Selection of Material 

for a course in 

Ethics for the Middle Adolescent. 

I • ME.THODS OF TEACHING. 

Present curriculum vs. a new course of study. We have seen that 

ethical trainin~ should be given to the Middle Adolescent in the 

United States. Now we must how to ~o ~bout this training. The first 

problem will probably~hether:it shall be t~ught in the present 

curriculum, or a new subject added,to the already crowded curriculum, 

or whether the curriculum shall be entirelY reorganized. we have 

seen that tne forei~n schoo were not over enthusiastic about their 

special classes in ethical trainin~, but it may have been the fault 

of the teachin~ ana not of the plan. We have seen that the experi

mental work in the United States, while held under ideal situations, 

would indicate that much could be done under avera~e conditions to 

improve the moral conditions in the United States, by the direct 

method of teachi~ morality. 

It would seem to be the wise plan to have one teacher who 

was an expert in teachin~ ethics to conduct a separate class for that 

subject. But she should at the same time be able to correlate the 

ethical training with all the other subjects tau~t in tt1e school. 

This would be easier than for every teacher in the high •ohool to 

know what all the others were doin~, and also to add moral lessons 

to her own work, and correlate it with the moral lessons of all the 

other teachers. The teachers should be enough interested in their 

pupils to want to teach the~ the best methods of conduct, but often 



43 

they fail to do it. Also m~ of them do not know how to teach ideals 

and attitudes. Many of them would not even know ver,y much about 

the moral situations in the various walks of life, for they would 

not have m9de that a subject of study. Yet, the trouble with the 

schools at the present ttme is that they have too many subjects to 

teach, until there can be only a few min~tes a day given to each 

subject. This ia makine much of the work superficial. Many pupils 

are not eettina anythine well, and have only vaiUe ideas of many 

things passing tnroaeh their heads. Surely we dare not add another 

burden to this already over-burdened task. Yes, I believe we dare. 

but only for the t :Lme. This will only be the beginning of the 

reorianization of the entire curriculum. This reorganization must 

be made on the basis of the new psycholoiY, that the mind works as 

a unit. There need not be classes of arithmetic, spelling, readine, 

history, geography, physiology, ethics, government, language, 

and al/ the many other subjects. All these things can be taught in 

one procese, organized around the major situations of life. This 

does not mean that these things will not be taught, but that they 

will not be divided into the sections, as the faculty psychology 

caused them to be divided, but they will all aid in the one project 

of livine. This does not mean that voc~tional schools will be the 

method, for certainly the mere earning of a living is not the chief 

thin~ in life, even thou~h it does occupy much of our time. The 

schools will be organized around a central unit, which will undoubt

edly be some phase of moral life. The theme might be somethine like, 

Better Livi~, First Thin~s First, The Higher Self, Servine Our 

Fellowmen, The True American or some such ideal. The name might be 
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local, but the ideals should be the same throughout the school 

system, which should be a natiunal system instead of the present 

state system. History, science, langua~e, mathematics, ~d all the 

~tistic and ethical elements would then be used only in so far as 

they would helpthe youth to see the real values of life, and to find 

his place in society. The course would be both more practical and 

more idealistic than it is tod~. It would be more practical, beaause 

it would be more directlY correlated with life, and yet more idealistdc 

in that it would have for its aim the fUller life, It would also be 

a unit, not a collection of units tied together by time and place. 

It would make the teacher's work more complicated it is true, but 

more interestin~, and more a part of her life. But until the time 

comes when this reor~anization is actually completed the young people 

must not be neglected. Therefore the most feasible plan at the 

present time seems to be an extra course in ethics, with all the 

teachers imbued with the ideal of creatin~ character rather than mere 

"intellectuals•. 

Teaching methods, suitable _for Senior High School. Teachin~ 

at first seems quite simple, for it is merely thought of, as the 

gi vin~ of knowled~e from one person to another. But that is not all 

there isto the process. and neither is that so simple as it seems, 

Teachers from time immemorial have attacked teaehin~ problems with 

much work and skill, and yet there are few laws of teaching today, on 

which all educators ~ree. But one thing is certain about teach ing 

adolescents, and that is there must be variety of methods. Any one 

metho~ will lose its effectiveness if it is used constantly. This 

is one reason that teachers need refreshin~ frequentlY; they get into 

the habit of teaching by one method all the time. 
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There are two chief ways of impartin~ information, namely: 

the method of reference to authority, and the method of development 

from facts already known. Under authority, will be found all the 

information given to the student, whether by teachers, books, or 

some other source in whidh the student's efforts are l~~ely 

centered on the underst~ndin~ and retantion of ~1e material. Under 

th~ developmental method will be sll those procedures in which the 

pupils' efforts are centered upon derivin~, eeducin~, or developin~ 

information far himself. The be3t teachin~ will probably be such a 

complete mixture of both, that it could not be so classified, but 

the differentiation is necessary for study of the different possible 

methods. 

The authoritative methods, may be listed as, telling, text

book, and direct sensory presentation. The developmental methods 

are represented by the deductive, inductive, and the Socratic methojs. 

Each ~roup has its advantages and its disadvanta~es, which ~e quite 

well stated by Dou~lass, from whom I shall quote. 

•superior points of t~e authoritative type of method. 

1. Things can be told much more quickly than they e~be devel~d. 

2. A lo~ical or~anization can be better preserved. 

3. Authoritative methods can be more successfully employed 

by teachers of mediocre ability. 

4. Digression is not eo likelY to occur. 

5. Authoritative methods may be used in situations wheae it 

is impossible or highly impractical to use development~ methods. 

6. In many instances the subject-matter is not of sufficient 

importance to warrant the increased expenditure of time, or is of 

itself of such interest and ease of underst~nding that authoritative 

methods will produce satisfactory results. 

Superior points of the developmental type of method. 
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1. Increased vividness of presentation is likely to result 

from the activity involved in the development of a problem or idea. 

2. In the developin~ process, associativns are established 

which promote retention and which contribute to perspective. 

3. Because of the type of procedure followed, information 

developed- that is, rules derived inductively- are more completely 

understood. 

4. If the information is foEgotten, it may be reconstructed 

by developing it again. 

5. Of as great value in most instances as the information 

itself are the values of such by-products of the developing method as: 

a. The :q.§i t . of thinking for one's self. 

b. Increased skill in thinking for one's self. 

c. Increased confidence in one's conclusions. 

6. Increased intere•t usually accompanies the process of devel

oping facts for one's self. 

7. Developmental methods afford a better opportunity for study 

of the individual child and the class, their m!l!lner tmd methods of 

tninking, quality of temperaments, etc.• (1). 

These advantages will show that the developmental methods are 
better 

probably the a.s•·methods, but that they will take more time, effort, 

and trainina on the part of the teacher. 

The tel~ing o~ ~ecture method is one of the oldest and one of 

the most abused me~1ods. It has been said that it should NEVER be 

used above the elementary classes, but this is probablY too do~atic. 

That it has been used. too much is probably the most serious objection 

to it. There are advantages to the telling method, however, when it ~ 

(1). p. 45-63 sre taken f11om Douglass,H.R. Modern Methods in 
Hiah School Teachin~,. (either directly or indirectly.) 
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not followed too lon~, or too often. For example, the teacher can 

offer the student m~terial not to be found in the text-book, or even 

in the library, or which would take too lon~ for the student to 

collect. Some matter which would otherwise be dry and uninterest

in~ can be rendered livine matter if it receives the vocal inflect

ions. Some work which is too hard for the student can be made more 

simple by the choice of words and the proper expl~ations as the 

teacher• tells it. The German schools, which are models of effect

iveness, employ tellin~ much roore than the modern American schools. 

Telline can give the connectin~ links needed for a synthetic view 

of the class work, links between classes, between reports, or be-

tween topics. It can give the illustrative material which will 

render the work more vital and true to l ife, and thus help to 

arouse attention and interest. It can also keep the logical out

line of the course in the center of attention. 

Another method of teachine, is by books. Readin~ allows 

more time for the individual to~ay an any point which puzzles him, 

and it allows him to see the logical connections. It is savi~ of 

class time as it cru! all be done outside of class time. But if the 

readine is from the average text-book it will be tiresome to the 

adolescent, unless the teacher builds extra mat•rial on the textual 

material ~nd makes it live for the student, by the tel l ing or deve~ 

opmental method. Readin~ is helpful also, because many of the 

modern books employ such valuable pictures, maps, questions, and 

summaries, which enable the pupil to get connections built up about 

the material. 

These extra devices may be called another method ot te achin~. 

tbe visual meth cd. The most worthwhile le9rning t~es place when 
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vivid im~ery accompanies the learni~g of the verbal symbols. That 

is concrete learning is ~ore economical than abstract learning. The 

commercial world discovered this long ago, and today there is 

extensive advertisini with pictures and charts taking up mostof 

the space. Pictures, drawings, and diagrams will be attended to 

with much. more unity of attention, than will the printed page, ~nd 

since attention is one of the important phases of the attitu4e of 

the learner it stands to reason that they will ~eed the learning 

process. Images may be stimulated more quickly through pictures 

than thro~ words. These images also last longer. From this 

summary it would appear that most instruction should be visual, but 

experiments have not proven that t v be true. The value of the 

sensory instruction seems to depene on the nature of the material, 

and the character of the pupil's previous acquaintance with the 

materials. Not all things could be presented to the senses, and 

they do not need to be. If the materials are not well adapted to~ 

the intended use, they may al so fail in the effectiveness. Too 

much sensory materiai may remove the necessity for abstract think

ing and le ave little for the imagination, it is true. That is not 

a more likely fault however, th~ we ~aced in the prevailing type 

of verbal lesson. It is scarcely necessary to say that visual and 

sensory instruction should not take the place of verbal instructio~ 

but should go a lona with it. 

The developmental method, which is a newer aethod than the 

authoritative, is an attempt to take the attention and effort of tm 

student from satisfying the demands of the teacher, and place them 

on the promotion of the learning. In other words it attempts to 

make the material to be learned a part of life. It is also an 
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attempt to reduce the amount of compulsory le~rning, since the 

attitude of the learner is such ~ important part of the learnin~ 

process. 

one of the first methods projected alon~ t his ~ine was the 

problem method. Th is was an attempt to give the student a definite 

goal toward which to work. Psycholo~ists are beginnin~ to believe 

that to perform t asks not in themselves interecting or of known 

worth, develops divided attention, loss in efficiency, and unfav

orable attitudes toward the subject matter. John Dewey says, "We 

may recepitulate b~ sayin~ that the origin of thinkin~ is some 

perplexity, confusion, or doubt. Thinking is net a case of 

spontaneous combutfon; it does not occur just on•generf;J.l principles• 

There is somethin~ specific which occasions and evokes it. General 

appeals to a child (or to a grolm-up) to think, irrespective of the 

existence in his experience of same difficulty that troubles and 

disturbs his equilibrium, are as futile as advice to lift himself 

by his bootstraps.• (1) The old e.da~e, •necessity is the mother of 

invention•, seems to be as true of mental life as of physical. 

The fact that we are never satisfied is our ovm sSlvation. The 

problem-solving method then may be said to consist of the raisin~ 

of perplexity or doubt in the mind of the pupil, qnd then supervis

in~ the efforts of solution. It is gn effort to make much of 

school thinking approximate the thinking of out-of-school life, 

in its earnestness, vi~or, and enthusiasm. The authoritative methods 

tend to crowd out opportunity for ori~inal thinking and the devel

opment of initiative. The use of problens in teaching is not restrict

ed to ~y set or formal method, or to any one teach ing plan. The 

(1). Dewey, John, How We Think, p. 13. 
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essence ot \;he p~·oi;,~em me ·tuoQ ,is ·;;;ue .l:'u tting 04 -vhe ~ 11 -....dent iiJ. I:. O 

the questioning attitude tov1a.rd his .work. That is, it causes him 

to experience dissatisfaction or desire which can be s a tisfied only 

by the solution of problems which entail effort gnd thinking. 

The teacher must help him in the shapin~ of his problem solving 

so as to cause him to acquire information, attitudes, habits, skill~ 

and ideals v1hich are desirable. 

Different teachers use different procedures in attempting to 

attain this situation. The teacher sets the problems, and the 

goals are set by the problems, themselves. A large variety of 

reference books, and materials are placed at the disposal of the 

pupils, and they are given some training in the use of them. The 

class period may be spent in various vrays, in the reading of refer

ences to which it is impossible for all the class to have access, 

to discuss individual findines, laboratory experiments, etc. At the 

close of each problem the solutions are carefully summarized, by 

pupil reports, teacher lectures, and demonstrations. 

After the problem is stated there are three general methods 

of solving it. One is by the trial and error method, which will be 

the least economic._l, but the one which the students will .use until 

they have been instructed in other methods. If it be a specific 

problem vrhich calls for the application of general laws, definitions, 

ruJ.es, etc., the menlbal procedure shoJJ.ld be of the deductive type; 

but if the problem is to determine the general law, the procedure is 

inductive. The practical procedure is the same for both these 

methods however, the direction of the work be~ne the chief difference. 

When the solutions of problems take on certain aspects, they 

become projects, but just what aspects determine when a problem 
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becomes a project is hard to define. There are usually several 

related problems in a project. s•ormzand suggests that ~s long as a 

problem is solved by a strictly mental process it is a problem, but 

wHen it is solved by the physical, the material, or the practical 

it has become a project. Tti s dis tinction is not always accepted, 

but it will at least show how close the relation is between prob-

lems and projects. Many writers believe that there are pro)ects on 

the intellectual plane also, but we will not attempt to settle this 

controversy, even were it possible. The underlying principles of 

procedure for problems and projects are essentially the same. They 

possess, the s~e values, and their merits are based on the same 

psychological facts. Doualass defines the characteristics as follows: 

•1. The activity is a unit. 

2. The activity is carried on in a natural snd lifelike manner, 

:l.ndependent of logical diviliions or subject-matter J free from 

academic artificiali~ and formality, !3%1d in a natural setting. 

3. The learner approaches the task in an attitude of purpose

fulness; it is a self-imposed task, rather than one imposed arbitrarily 

by the teacher or the course of study. 

4. The activity is aimed at definite, attractive, and seeminalY 

attainable goals. The activities of the learner grow out of the 

purpose or goal. 

5. The learner marshals his own activities and plans and directs 

them assuming res ponsibility for his efforts and the success of his 

activity. 

6. The nature of th~activity is such that the degree of s~ccees 

it attains is apparent in an objective way to the learner, and is net 

dependent upon the judgment of the instructor.• 

Another method of teaching has b~en gaining adherents recently; 



52 

the individual plan, called the Dalton or the contract method. This 

arose from the experiments with the Intelligence ~uotient, which 

showed that in the same class there were students of widely differing 

abilities, which should be taken into account in the teaching methods. 

At first those students which were unusually dull or unusually 

brilliant were put into separate classes, but this seemed to accent

uate the weakness of the lower students, which w~s not a good idea. 

The Dalton plan was then worked out, in an effort to allow each pupil 

to go as fast as he would and could. 

Under the Dalton plan the work of the year is divided into 

monthly units. At the beginning of the term the student is given 

his monthly assignment, called a •contract• for each subject to be 

studied. As soon as all these contracts are completed, contracts 

for the second month are ~iven him. In each contract detailed 

information as to topics, problems, exercises, written work, refe~ 

ences, memory work, and standards are given. 

There are i»o recitations in this method. All classrooms are 

laboratories to which pupils may go at will to work under supervi

sion. The student may work as long on one co ntract at any time as 

he pleases. Group conferences are held in some schools which have 

adopted the Dalton plan. Objective and definite means for checkin~ 

the progress of the students is one characteristic of the plan. 

This is done by graph redord cards. Douglass summarizes the 

features and limitations of the plan as follows: 

•1. Individual progress of each student in each subject. 

2. The direct responsibility of each student for his own 

progress. 

3. Opportunity for initiative in planning, and carrying on 
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Limitations, in 

addition to those common to all plans of individual instruction, 

are: 

1. The opportunity for the irresponsible pupil to 1~. 

2. The necessity, on the part of the instructor, for very 

careful or~anization of all courses and the formulation of contracts. 

3. The opportunity for mutual help amoni pupils, which may 

not always be used to advania~e.• 

This plan in modified farm is today employed in a number 

of schools, but like any method its success lies with the teacher, 

and her aptitude in putting it into effect. None of these plans 

will work themselves, and none are•fool-proot•. As was suggested 

in the beginnin& of the discussion of methods, none of these p'lans 

will be applicable to all iroups, teachers, subjects, or aies. 

Each teacher should know how to use all of them, and apply each 

whenever necessary. But practically all authors aeree that same 

form of the developmental method is best for the ethical trainin& 

of middle adolescents. This is blcause ethics .. so easily 

becomes merely theoretical, and not a part of life; when it might 

as well not be taught. 

There are other teachin& processes of which much might be 

said, but they are largely modifications of some of these methods, 

so I shall only name a few of them. The question method, in its 

various forma has been developed in relation to almost all the 

major methoQs of teachin&. The socialized recitation has been 

discussed and experimented with quite extensively the last few 

years. Supervised study has been used by the majority of schools, 
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and has been found to be useful in almost all the types of teach

ing. All teachina methods have the problem of review, examinations 

and markin~, the use of the standard achievement tests, and I.~. 

scales~ But since these apply to any of the methods of instruction, 

and since they would take more time and space than I care to devote 

to methods I shall not go into their respective merits and limit

ations, It is apparant however that examinations, and grades are 

the leJ:Jst important part of ethical trainina, and in fact most 

educators think they should not be given at all. I would not use 

~ades at least, for that would tend to make the work academic rather 

thana matter of vital livina. 

~he same laws of learnina operate in the moral field however 

that operate in all other types of conduct. That is, the life as 

well as the mind is a unit. Habits of conduct, in order to become 

fixed and stabie should be accompanied by satisfying results. The 

use of any situation-res ponse connection tends to stren~then it. 

Suggestion plays a larae part in brinein~ about moral ideals, as 

well as in other fields. So the companions, family life, and aen

eral environment ot the youth are important factors in the learnina 

process. It is natural to connect special habits with special sit

uations and to fail to see the aeneralizations, so these general 

laws must be made clear. 

There will be areat di§§erenoee in the individuals, besides 

the aeneral differences of time, place, and age. There are the 

differences in suggestibility, in pBwer of appreciation, in interests, 

in thinking power, socials contacts, and will-power, so that each 

student will need as much personal attention as possible. This can 

best be given in the home, but we have seen that the homes have f a iled 
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to give much attention to moral trainin~ in the last few aenerations. 

Praotic~lly 58 percent of the people of the United St~tes do not 

profess any church membership, so the church cannot do justice to 

the task. The school then must tkke up the responsibility of 

reaching all the youne peeple, and trainin~ them morally, and making 

them safe citizens of a democracy, with the added task of giving 

them as much personal supervision as is possibl•• 

II. SELECTION OF MATERIALS. 

General c entente o:t the course of study, .-. Arter the teacher 

has decided vrha.t methods she will be able to use, she will have 

the problem of decidin~ what materiale she can use. Her course 

will probably be partly outlined for her, but she will have all the 

details and points of emphasis to arrange. The subject-matter for 

ethics covers the entire life of the individual, and its content 

covers the entire ra~e of human life, Thie seems impossible, but 

we have already ruled out any strictly sectarian religious matter 

from hi~h school teachina, and also any purely theoreetcal matter 

which cannot be definitely linked to some life problem, in which 

the class has a specific interest. I have already stated that the 

adolescent likes bi~ problems, and that he thinks about those 

things which have a direct bearin~ on his present life. He proceeds 

from the known to the unknown in learnin~, tJ.nd moves from large 

problems to the more detailed ones. Since he is only now beg inn~ 

to be interested in his world relations, 'nd is now realizin~ his 

true self, the material has a logical center, the Self, Around 

the self are ~rouped relations to school, home, community, govern

ment, !lnd all the world. These connections imply the relations of 
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Self to superiors, equals, inferiors, employers, employees, friendf, 

and stra~ers. One semester could well be used for the study of 

vocational ethics, if there are not too many choices amon~ the 

students to give any of the various vocations time enough to amount 

to anythin~. Then the outward manifestations of the cultured person, 

so called etiquette should receive some consideration alone with 

the other relatione. 

This outline seems to center around the self, but this does 

not mean that the teachine will be selfie~. It will only show 

that the real eel! is not complete until it has identified itself 

with the lar&est relations the world has to offer. Hope must be 

developed in humanity. One of the chief faults in modern life 

is that the oppressors cannot SEE their victims. For as Robert 

Louis Stevenson said, •If we all ate at the sgme table, noone 

would be allowed to starve.• So the personal element must enter 

into all life situations. The teacher will be working for increased 

respect for fellow-men, a ~reater respect for lovely chqracter, and 

above all respect for one's self. Although it is necessary to 

~ive some moral standards, care must be taken not to codify them, 

but to give only the ultimately ri~t modes of action. A good 

question to help kee~ one from the code idea is, what would happen 

if everyone should act in this way, meaning ethically of course. 

Then the ethics course should be built around the needs of 

the particular group. The only way to know what needs should be 

stressed is by using some experimental tests of character. There is 

no value in teaching for any long period of time a~ subject with 

which the students already have shown themselves to be well acquainted. 
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A person~l record card should be kept for each student so 

that the teacher can check up her oYm work. Frequent true-false or 

multiple choice tests will aid in keepine this record. This method 

is most essential,t hie beine the only method which the teacher has 

at her canwand when she does not give examinations or grades. 

There has been much difference of opinion of the value of 

bio~raphical material in the study of morality. Some think that if 

one connects hie ideals to persons they will be more effective. Others 

think that the personality of no human beine is perfect, so that the 

connection would be less than perfect, while the ideal abstractly may 

be perfect. Still olhers think that if a student eets one character 

which appeals particularly to him, he will try to emulate him in 

everything, and will lose his own individuallty. Also i! all historic 

characters are used the student may get the idea that all the good 

and ereat characters lived in the lone aeo. However if those in the 

public eye today are studied there is always the chance that they 

may not prove themselves to be on so high a plane as their present 

conduct portrays. This may cause some students to lose some of their 

faith in morality, or in humanity. So if biography is used, it must 

be handled very carefully. 

So individual, social, civic, and vocational ethics all have 

their place in the moral education of the middle adolescent, with 

sufficient etiquette added to render the students able to appear 

like the gOld which they are, and not appear as brass. 

This training need not be given wholly by text-book instruction 

even though direct instruction should be the medium. It may even be 

possible that the students will have no definite text-book, but will 

be sent to many references, and to many experiments. It would be 
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better to have no text-book, than it would be to confine the 

teachine to anw text-book. The teacher should have a text-book 

or at least a good outline to keep the course progressine toward 

a definite aim. 

The schools as now ~enerally organized are not democratic. 
1 

They were largely borrowed from autocratic govern~ne . so one of 

the first problems for the etr..ics class will be to help reorgaa

ize the school into a democratic institution. Many ~ttempts have 

failed in this project, but they have lar~ely been due to two 

causes. Sometimes . t he fac ulty has been afraid to give enough fre e

dom to the students to rend.er their work of ~ny benefit to either 

the students or the fac ulty. This situation lessens the interest 

of the students, and causes them to ~ose confidence in their ovm 

abilities. Another cause of failure has been the atteppt to 

give students entire~ freedom follow in~ a system of strict author

ity in the elementary schools., The idea of selt-~overnment must 

grow gradually, as any other idea. And as in all other things 

the high school work must be bu i lt on the elementary school train

ing . But when self- i overnmamt has been tried seriously and scientif

ically it has proven to be quite successful. 

There should be some class discussion of local, personal and 

civic problems; with questiuns printed and written answers required; 

research and expeEimental inquiry into the value of mora~ity; 

study of the standards of morality in the community; definite 

attempts at helping to clean up any immorality in the commu nity. 

and any other problems which may have local interest. 

The teachers in the entire school should be given definite 

instruction by the ethics teachers as to scientific methods ot 

giving moral i ns true tion in connect ion vd th their respective subjects. 



59 

For if none of the other teachers st~ess the moral l ife the students 

will ~et the idea that no one is ine•rested in morality except the 

ethics teacher, who is gettin~ paid for teac hin~ it. This idea 

will tend to make ethics just · another subject to be learned, 

There should also be same inspirational literature, to which 

the student if frquentlY sent to ~et the opinions of well-known 

writer• upon the question of character. These books will often be 

of as much importance as all the rest of the course, for they will 

help inspire both ideals and will. Such inspirational books have 

often given youth a new view of life, and their contribution should 

not be neglected. Such books have often been regarded as a sign 

of the TTeakness of a course, 'but now that we have seen that it is 

no longer considered a sin to be un-academic they will come into 

their rightful place. Lectures from will-known and inspirational 

speakers should be secured whenever possible. Pictures, moving or 

any kind available can be used most effectively. In fact almost 

any life situation may be studied with value to the student, in one 

of many ways, for the more he learns about such situations the 

more able will he become to judge situations in which he will 

find himself. 

Text-books available. If the teacher is to use a text-

book, or if the students are to ~ave access to one, we should 

have some idea of the available material and its merits. In 

going through the reference books l isted on several state, and 

local school curriculum sheets, and young people's books on the 

public library cards, I found that there were comparatively few 

books which dealt with ethics directly enough to be valuable texts.{l) 

(1). llassachus·etts, Indiana, and California, eu~ested reading . 
lists for h~h schools in mor~l conduct, for -1927-8. (not yet in 
print.) Also New York City, Chicago, qnd Indianapolis Board of Educ
ation lists. Boston Public Library, Boston University Library, •e thics" 
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There were some excellent books on etiquette, some of an inspira• 

tional nature, several on civics, gnd quite a number of recent books 

on vocational guidance. There are several books in the aeneral 

field, which cover all the various phases fairly well, written 

especially for elementary schools, for Junior High Schools, and for 

colleges. Of those few written for Middle Adolescents, most of 

them were written before the World war, and there have been so many 

changes in Industrial life, civic life, and international life, 

since that period that these books were decidedly out of date. By 

limiting books v~itten especially for Senior High Schools, since 

the World war, and since the many new experiments in psychology and 

educational methods have been completed, I found practically none. 

Consequen'tly r have taken some of the more recent ones, Vlri tten for 

either Hi~ School or Church School Middle Adolescents, as the 

basis for evaluation of the present text-book material. 

The books which I have selected on this basis are: 

1. Cabot, Krs. E.L.---Everyday Ethics. 
N.Y. H. Holt Co., 1906. 

2. Engleman, J.c.---Moral Education in School and Home. 

3. M.acCunn, John·-- ... lhe,·,Jlakini--'. Of'. Character, (revised edition) 
N.Y. MacMillan Co., lQII 1913 

4. Peters, c. c. -~ Human Conduct. 
N.Y. Uacmillan Co., 1918 

5. Lesson Q,uarterly, The World a Field for Christian Service, 
Methodist Book Qoncern, 1912. 

6. Lesson Q,uarterly--The World a Field for Social Living. 
St. Louis, Christian Board of Publication, 1921- 1925 

?. Construction Studies, Problems of Boyhood. 
Chicago, University of Chicago Press, 1915 

8. Beacon Series, Our Part in the World. 
Beacon Press, 1918. 

In order to evaluate these books Vlith any degree of accuracy 

it is necessary to use some kind of a score card. I found two score 



cards for religious text-books which are possible fo~ scorin~ 

ethica• text-books. These two score cards are not adequate for 

ethics text-books, but they seemsto be the only ones which are 
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even partially applicable. These two cards are almost identical. 

They are the Peters (1), 9Dd the Betts, (2) score c~ds. Their only 

important difference is that Betts gives 400 points to content, 

while Peters ~ives 270 points to content, with the other 130 points 

divided among the other four divi4ions. Since the Peters card was 

the result of twenty-seven educators'and ministers' work, it should 

be .._ most accurate. It has been more generally used, so that 

books scored by it can be more carefully checked up vdth other 

books, which have been scored with the Peters score card. The Peters 

score card ie more fullY explained, with very detailed directions 

for its use. So on the whole, it is the most applicable for ~ 

purposes. 

This chart, will evaluate the books, for both teachers'and 

pupils' books. Some of the books, have no part for the teachers, 

so they will receive a relatively smaller score. In other words the 

material in a given book may be excelLent for the pupil, yet the 

book receive a small score, because it is not complete for a school 

text-book. If the book were perfect in every way, ac~ording t~ the 

score car~, it would rate one thousand potnts. There are few books 

which would rate perfectly however. 

In the evaluation chart I shall refer to the humbers of the 

texts,(as given above,)also to the numbers on the score card.(given 

on the next page). 

(l)Peters; c.c. Indiana Survey of Religious Education, Vol. II 
~p. -i4~-tf. p.llO ff. 

(2) Betts, G.H. The Curriculum of Religious Education, p. 342f~ 



• . . - .... - ·- -

62 

The Score Card. 

I. Mechanical Features. 
1. Type, (size, leading, spacing, etc.) 26 

II. 

III. 

IV. 

2. Attractive page, (clear print, margins, artistic 
spacine arraneement. 20 

3. Pictures, if any, (artistic value, and meehan-
ical value.) 28 

4. Oreanization of p~e, (paragraphs, convenient 
display, sequence of paragraphs) 21 

5. Make-up, (attractive, and durable binding, 
good paper.) 20 

Style. 
1. General literary vsaee, (diction elegant, clim

axes, •pull• of dramatic and human ele
ments, polish, and strength of style) 

2. Style appropriate to aee groups, ( in vocabu
_ary and method of attack, complexity etc. 

Pedagogical Oreanization of Lessons. 
1. Aim, definite, attainable, clearly and simply 

sa•ted, provision for effectively and 
gracefully getting it accepted by the 
pupils, organization about the aim, 
definitely clinched. 

2. Type of oreanization of the lessons. didactic, 
story-borne, problem,. proj eo t, articulated 
with interests and •apperception mass• of 
pupils, cumulative organization. 

3. Provides for controlling study, effective assign
ment, questions for study, home references 
and check up, supervision of study, re
warding home study, 

4. Provides means to insure functioning ~tak~ 
a~ii~~a•• of the instruction, clarifying 
illustrations, references, maps, charts, 
pictures, etc. motivSlting right llttitudes, 
drilline and motor responses, training in 
applying pri~ciples, provision for con
trolling pretice out -of school, good 
historic analogies and generalizations. 

5. Provision for enrichment of experience in ways 
not directly related to aim, but not 
antagonistic to it, in art, music, liter
ature, vocabulary, and handwork.5 

Teaching Helps in the Individual Lessons. 
1. Separate teachers manual. 
2. Valuable supplementary teachers helps, for 

perspective, professional, story, etc. 
3. Teaching suggestions, on emphasis, pupils inter

est, conduct, and preparation of less·ons, 
assignments, and study. 

4. Teaching aids, questions, review, model lessons, 
topics, home work, outlines, progressive 
materials, etc. 

45 

55 

56 

41 

50 

65. 

38 

32 

31 

38 

39. 
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v. Teac hine Helps in the Book. 
1. Teachine suggestions, introduction, discussions 

of psychological aee, sociological a~e, 
library list, teacher's reading, and general 
conduct of course. 34. 

2. Teachine material, suplementary maps, ch~ts, 
music, dictionary, contents, pictures, 
note-books or hand-work, report forms, 
bibliography etc. 38 

3. Provision for givin~ perspective, aim of course 
in relation to other courses, equipment 

. needed, advertisement of material, etc. 29. 
4. Provision for reviews, frequency and conduct of 24. 

VI. Content. 
l.Fitness to age, as to aim, basic material, and devel•p 

ing material. 95 
2. Fitness to the needs of the aee, social and 

psychological. 110 
3. Fitness to specific a ims and needs of locality 

or oreanization. 65. 

Evaluation Chart. 

score card I. II. III •• IV. v. VI. VII. VIII. 
numbers. 
I. 

1. 26 26 20 26 20 26 26 26 
2. 18 18 18 20 10 18 18 15 
3. 15 
4. 18 18 16 21 18 18 16 8 
5. 16 18 14 16 13 15 16 17 

Il. , -· 40 35 25 40 10 30 35 35 
2. 45 45 30 50 25 45 40 35 

I II. 
1. 45 40 45 fO 30 50 25 45 
2. 30 30 30 &0 eo so 20 35 
3. 25 35 5 35 40 35 15 30 
4. 40 45 10 60 45 45 10 35 
5. 25 35 10 35 30 30 5 15 

IV. 
l. 32 32 - 32 
2. 10 25 25 20 25 
3. 15 5 35 30 8 34 
4. 30 15 35 35 5 30 

v. 
l. 15 5 5 30 30 10 30 
9 ..... 5 10 15 8 10 5 4 
3. 10 20 7 
4 . 5 4 

VI. 
1. 85 25 15 90 50 85 85 75 
2. 90 85 100 85 95 95 95 3 .. 55 50 50 60 50 50 60 65 

633 480 373 663 606 768 494 69 3 
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The results of the chartin~ place the books in the following 

order, 1. Christian Bogrd ~uarterly, 
2. Beacon series, 
3. Peters, 
4. Ca.bot, 
5. Methodist Book Concern qu~terly, 
6. Constructive series, 
7. Engleman, 
8. MaeCunn. 

This is chartine them as complete text-books, for the teacher and 

pupil, but it will be seen that the teacher's quarter~ in the 

Chr isti9ll Board, and The Beacon Series helped ere!;l.tly, in givin" 

them the best scores. As far as the pupils themselves are 

concerned, Cabot and Peters were the best. MacCunn is a very 

good book, but it is written for the teacher, ~d never intended 

to be used for a text-book, but it is listed on some of the lists 

as beine good for Adolescents. It ie good for an adolescent teacher. 

Engleman, also is an excellent book for the teacher, and was never 

intended to be read by the pupils. but again it was mentioned on 

one list. 

Peters, and Cabot, however wrote their books expressly for 

High School students, and each one has teacherl' helps incorpor

ated in the books, and each is very good mechanically, and each is 

written in very readable style for the Middle Adolescent. 

The Beacon Press, and The Christian Board, and the Berean 

courses are good in that they have the teachers' helps in a separate 

voluma, and not in with the pupils' work, but the Christian and 

Berean courses are printed in quarterly and paper volumes, which 

are poor for church schools, much less for the public school, which 

is not even run on a quarterly basis. 

The Constructive studies, while expressly written for the 
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pupils, are really written for the teacher. This book, would be 

~ood for the teacher to use to aid in discussions, but for the 

book for the use of the boys, I do not think it would fill the 

need. 

So with all the books, something seems to be laeking. But 

of these eight books, I would choose either Peters, or Cabot for 

a text-book to put in the hands of Middle Adolescents in the public 

schools. I believe that Peters' book is more exact psychologically 

that is Mrs. CabotAs, so I should probably choose Peter's book, 

unless the local situation demanded some other type of book. 

But although there is not any adequate book, for a course 

in systematic ethical instruction, there are ~Y inspirational 

books, many books of biography, msny on sociology, civics, and such 

allied departments, that will be excellent books on their respective 

fields. So the job is not hopeless, just complicated. 

Just a few of these books, which hsve been recommended very 

highly, or which I have found helpful in my own Sund9Y School class, 

will be meationed. It must be borne in mind however that these 

books, will be more largely subject to the local situation thsn the 

general text-book. (1) • 

• 1) • . Recommended in the Massachusetts, Indiana, Cslifornia, 
lists for ethics classes, (Board of Education lists) or in 

Boston Public Library list of inspirational literature, ~ 
Sharp and Newma.n,•A Course in Moral Education for the 

High School' Religious Education, VII, 1912, p. 653. 



Supplementary reading, 
Addams, Jane, Twenty Years at Hull House, 
B-abson, R.W. End urine Investments. 
Barrie, Sir J.M. Courage. 
Bennett, Arnold, How to Live on 24 Hours a Day, 

Cabot, Richard c.---What Men Live By, 

Fosdick, H.E.----Meaning of Service, 
• • • The Second Mile, 

• • • Twelve Tests of Ch9racter. 
Foster, Eugene c.--Making Life Count. 
Fowler, Nath. C.--Startine in Life, 
Franklin, Benj.---Autobiography. 

James, Wm, Talks to Teachers on Psychology. 

Kaufman, Herbert--Do Somethin~1 Be Somethin~t 
J;el1Y, H .A. Wa.l ter Reed and Yellow Fever. 

Lamoreaux, A.A.---The Unfolding Life. 

Maclean, John---Winning the Front Place. 
Marden, o.s.--~raining for Efficiency. 
Morgan, James---Abraham Lincoln, The Boy and The Man. 

• • Theodore Roosevelt, The Boy and The Man, 
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Morris, and Adams, collectors, It Can Be Done,poems of Inspiration. 
• • " Fa.cin~ Forward, Poems of Coura"e• 

Uoxey, Mary----Girlhood and Character. 

Page, T,N.---Robert E. Lee, !he Southerner. 

Rafferty, W.E.---Brothering The Boy. 
Riis, Jacob----The Makin~ of gn American. 

Sharp, G.H. and Hii1, Mabel--- Living at ou1rBest. 
Slattery, M9rgaret, The Charm of the Impossible. 

The Girl and Her Religion. 
He Took It Upon Himself. 
Just Over The Hill. 

Washington, Booker T.---Up From Slavery. 

This list is not complete, but merely suggestive of what a rich field 

of material is available for ethical instruction. So with text-books, 

supplementary material, democratic school government, projects of 

various kinds, gnd conscientious teachers, trained for their task, 

a beneficial course in mor~ education can be built. 



III .Conclusion. 67 

The aim of ethical tr~inin~ bei~ nothin~ more nor less 

than the producing of moral character, should enter into the life 

of every person. Since the Middle Adolescent is old enough to 

understand, ~nd ~leo to need ethical standqrds, the Senior High 

Schoo\ should stress systematic moral traini~ much more than it has 

since the division of the church and state in Americ~. The 

Ad olescent not being set in his attitudes or habits, needs a wide 

variety of methods in this teaching, ·but needs a perpond erance of 

developmental methods. These methods call not only for a text-boo~ 

but ~lao for well-trained teachers who will be able to bring in 

many local ~d life situations, and supplementary material of many 

kinds, for class discussion and study. Each teacher must live 

an ethical life , and should have a dynamic personality, capable 

of carryin~ her ideals into the lives of her students. These 

High ichools must build upon ~1 the life of the community, and 

they must build for the best life of the world. Their methods shoald 

comprise all the natural means available, and nothin~ should be 

too complex, too expensive, nor too much trouble, if it will 

assist in building better character for the future of the United 

States, and the world. 



Summary. 

Youth is the loeical time to train for life, and since the 

fuller life included woral action, there should be trainine for 

morality in the adolescent days. A democracy needs moral citizens, 

perhaps more than the autocratic forms of government. Jet the 

criminal statistics of the last few ye~rs show that the citizens 

of the United States are no better, if not worse, morally than 
is 

those in jl}e more autocratic countries. Not only: the criminal 

population of the United States alarmingly hi~h. uut the criminals 

are quite youthful. 

Systematic ethical trainini has been suggested as one means 

of offsetting t his criminal tendency of the young people. Practically 

all the civilized countries have long been intere sted in such a 

program, ~~d although none of the countries have exactly the same 

problem, they all seem to ~ree that some form of ethical trainine 

is essential to the welfare of the world. Many of the foreign 

nations teach ethical stand~rds with their religious trainine, 

but in the United States, the church and the state have been 

separated, so that is not a possible solution. 

The elementary schools should teach moral habits, ~nd the 

colleges the theory of ethics, but if there is not also some 

emotional ~d practical work in ethics amon~ the secondary pupils, 

very little real good seems to result. So moral trainine must 

not stop with the elementary schools, but continue as lon~ as the 

schools touch the individual. 



The methods of teachine the adolescent cannot be the same 

as the elementary school methods, neither can they be t~e more 

abstract methods used in the colleees. The secondary school 

methods will comprise several methods, and will follow the 

psychological backeround of the adolescent rather than the type 

of subject m~tter. Whatever is taught must be so closely related 

to the natural life situations that there will be no chance for the 

ethical instruction to become merely knowledge to be learned, and 

not ideals and attitudes which will function in the daily o~ the 

future life of the student. If the method used makes the subject

matter live in the life of the student, it may profitably be used. 

There is very little material to be found for ~n ~dequate 

text-book, which would cover all the field of individual and 

social ethics in a scientific manner. Human Conduct, by C.C.Peters 
' 

or Everyday Ethics, by Mrs. Cabot would probably be about the 

best general books to put in the hands of the adolescents. With 

these text-books as the basis of the ccurse, it sho uld be enriched 

with supplementary reading, lectures, experiments, student 

~overnment, and many other ways which the well-trained and 

conscientious teacher may find hel,ful. Ethical trainine not 

onlY is possible, but it is very necessary if the schools intend 

to be the trainin~ ground for a democratic nation. 
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