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LETTER OF TRANSMITTAL 

DEPARTMENT OF THE INTERIOR, 
BUREAU OF EDUCATlON, 

Washington, D. 0., April ~8, 19~8. 
Sm: It is not the policy of the Bureau of Education, except under 

unusual circumstances, to add to the large number of valuable con
ferences on important educational subjects now provided. It is, 
however, inevitable in a changing world that in a field in which 
efficiency is so dependent on the rapid growth and spread of pro
gressive ideas and practices as education, there should be from time 
to time certain acute situations which in the general and ordinary 
course of events are not adequately met. When such a condition 
arises, there is insistent demand from those most interested for an 
opportunity to bring together the results of research and experi
mentation available in the field under consideration. The confer
ence which I called in Boston, February 25, to consider the profes
sional preparation of teachers for rural schools was an effort to meet 
such a situation and to satisfy such a demand. The proceedings rep
resent new contributions to the field of rural-teacher preparation 
and are of nation-wide interest and importance. I recommend, 
therefore, that they be published as a bulletin of the Bureau of 
Education. 

JNo. J. TIGERT, Commissioner. 
The SECRETARY oF THE INTERIOR. 
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SATURDAY, FEBRUARY 25, 1928, 9 O'CLOCK A.M. 

Ernest Burnham, Western State Teachers College, Michigan, Presiding 

The purpose of the conference-John J. Tigert, United Bta.teB Oommi.BBiotaer of 
EtltJOatton. 
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Unwers£t11 of Ohioogo. 

Discussion-Verne MoGutfe1/, Colorado. 
The extent and criteria of curriculum differentiation for the preparation of 

rural elementary school-teachers--lV. 0. Bagley, Teaohers College, Columbia 
UnWer-sitg. 

The rural curriculum as judged by graduates--Wm. MoKiflleg Bobimon., Wed
ern Btate Teaokers College, Michigan.. 

The follow-up activities of a teacher-preparing institUtion with its graduates in 
rural schools--E. 0. Higbie, Ea.stern Bta.te Normal School, Bouth Dakota. 

1.30 O'CLOCK P. M. 

Mabel Carney, Teachers College, Columbia University, Presiding 

The adjustment of the supply of and demand for qualUled teachers--The State's 
problem. 

(a) A~o F. Mgers, OMo UnWer-Bit11. 
(b) 0. Everett M11ers, Pen.mgZ'!lania.. 

State legislation and regulations to guarantee an adequate professional staff 
for rural school positions--Ned: Dearborn, Bta.te Department of Etlucat«m, 
New York. 

Discussion-The application of standard two, three, and four year courses to 
the specialized needs of rural school-teachers-.R. L. Buntfug, Bam Houston 
Btate Tea.oherll' OollegtJ, Te111as. 

In-service training for rural teachers--The needs and the facllities--E. L. Hen-
dricks, Central MiBaouri Btate Teachers' College. 

Recent progress in preparing the personnel for 'positions in rural education
J. E. Butterwortl~, Cornell Unflversit1J. 
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PROFESSIONAL PREPARATION OF 
TEACHERS FOR RURAL 

SCHOOLS 

I ntroduclory Statement 

This bulletin contains abstracts of the addresses delivered at a 
conference called by the United States Commissioner of Education 
to consider problems concerned with the professional preparation of 
teachers for rural.'schools. They were prepare_,d from copies of the 
addresses or abstracts of them furnished by th\: speakers who pre
pared or delivered them. The conference was held at the Lenox 
Hotel, Boston, on the morning and afternoon of February 25, 1928. 
It was attended by persons engaged in the special preparation of 
teachers, supervisors, and administrators for rural-school positions 
representing 30 States. 

The conference was called to order by the Commissioner of Educa
tion, Dr. John J. Tigert, who explained briefly the policy of the 
Bureau of Education concerning the calling of conferences and who 
set forth the special purposes of this particular conference in sub
stance as follows : 

THE PURPOSE OF THE CONFERENCE 

By JoHN J . TIGERT 
Uflli.ted States Oo-mmi.ssicm.er of .lild<uoatii<ln 

There is evident in education a new realization or the importance 
of personnel-administrative, supervising, and teaching. We have 
aimed to protect children from mefficient teaching through certifica
tion laws and regulations and through the establishment of teacher
preparing institutions. We are beginning to ask, Of what use are 
certification laws, even those requiring high standards of qualifica
tions, if not fitted to the case or not intelligently enforced~ Is it 
sound judgment to spend money on training teachers for a relatively 
small percentage of our children only if we hope to realize our 
dream of universal education? If we accept the principle of speciali
zation, how shall training curricula be formulated? Of what 

1 



2 PREPARATION 01!' TEACHERS FOR RURAL SCHOOLS 

use to spend money training teachers for special fields of work and 
then exercise no care in providing that they pursue that specific 
field¥ 

In the present chaos of the whole teaching situation, including 
problems of certification, adequate staffing, specialized curriculum 
needs, intelligent selection of courses and fields of work, placement in 
harmony with specialized training, and the like, rural schools are 
the principal sufferers. There is no need to cite special data. In 
every State it is well known that the unprepared gravitate to rural 
t~aching positions, especially to those in one-teacher schools. The 
farmer pays his share for the support of the higher institutions of 
learning in his State, including those devoted to training teachers. 
Does he get his proportionate return in service 9 Everywhere the 
answer is apparent. 

Large numbers of children in rural schools are still deprived of 
the services of trained teachers in spite of the fact that there is no 
scarcity-in many instances there is a surplus-of persons holding 
teaching certificates and therefore legally qualified to teach. Indeed, 
in many States trained persons are unable to secure teaching positions 
while unprepared or inadequately prepared persons absorb them. 
The situation is further complicated by the fact that, of the relatively 
small percentage of professionally prepared teachers in rural schools, 
the majority were trained for city and other graded school positions. 
Placed in one and two teacher school positions in which they are 
confronted with situations for which they have little or no special 
preparation, their success is problematical. 

The problem of adequately staffing rural school positions involves 
a scientific study of the whole field. Like so many other questions, 
it is one of State responsibility for establishing an adequate school 
system in all its parts. A number of problems concerned with the 
teaching situation from a state-wide point of view are practically 
unattacked. Among those of special importance to progress in rural 
education are: 

{1) Knowledge (state-wide) of the number of teaching positions 
for which special preparation is needed. 

{2) Courses or curricula which offer training in agreement with 
the demands of positions in service. 

(3) Knowledge of the number of annual replacements in the 
several types of positions as a basis for the establishment of facilities 
to insure a sufficient number of trained persons for each type and 
avoid a surplus in any one; in other words, a basis for regulating the 
supply and demand on a state-wide scale. 

(4) Guidance for students within teacher-preparing institutions 
in the selection of curricula. Consideration should be given to indi
vidual preferences and abilities and to the necessity of harmonizing 
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the enrollment in the several specialized curricula with the forecast 
of State needs as revealed by studies of necessary replacements, thus 
insuring to a reasonable degree that when courses are completed there 
will be enough trained persons for the positions available and enough 
positions of the types for which persons are trained. 

( 5) Intelligent plans for placement of trained personnel to avoid 
placing persons trained for one type of work in positions actually 
needing those trained for another. 

(6) Follow-up work by teacher-preparing institutions which will 
enable an institution to keep in touch with the success and failure 
of its graduates and consider these practical results in the revision of 
courses, methods, organization, etc., thus basing curricula offered on 
continuing analyses of the service situation. 

(7) A State program for systematic in-service training involving 
intelligent cooperation of administrators, supervisors, teachers, and 
teacher-training institutions. 

This conference was called to consider certain of the neglected but 
important phases of these problems as they affect the training, selec
tion, placement, and maintenance of an adequate staff of teachers for 
rural schools. vVe can not have better rural schools until they are 
staffed with better teachers. We can not get and keep at the highest 
potential efficiency an adequate staff of such teachers until we have 
state-wide coordinated programs of teacher training, certificating, 
and placement service. An intelligent solution of our urgent prob
lems of teaching personnel involves cooperative research and effort 
on a broader basis than we have yet realized. 

THE USE OF ACTIVITY ANALYSIS IN CONSTRUCTING 
CURRICULA FOR RURAL TEACHERS 

WrLT,IAM S. GRAY, University of Chicago 

The crucial step in the construction of curricula for rural teachers 
involves the selection of appropriate materials. Teacher-training 
institutions have been at liberty in the past to include in such cur
ricula any portions of our racial experience that seemed useful. The 
differences, uncertainties, and perplexities which exist at present 
arise from the lack of agreement as to what is useful. No one in 
the past, as Charters points out, has known precisely what the most 
valuable content is that should be taught; what the full range of 
duties of different types of teachers is; and which among the duties 
performed are most frequent, most difficult to learn, and most im
portant. Furthermore, there has been little or no agreement as to 
the best procedures to adopt in training prospective teachers to per
form their duties well. 

97183-28-2 



4 PREPARATION OF TEACHERS FOR RURAL SCHOOLS 

Distinct progress in the selection of curricular materials for rural 
teachers followed the adoption of the principle of differentiation. 
This principle implies that the problems which teachers encounter in 
different types of schools vary to a greater or less extent. It is 
obvious, for example, that the subject matter demands made upon 
rural elementary teachers are radically different from those made 
on a first-grade teacher in a city school or on a science teacher in 
either a city or rural high school. It is also apparent that the prob
lems of classroom organization and management in a rural school 
differ radically from those in a large, highly organized elementary 
school, with its library, assembly hall, special classrooms, and gym
nasium. Furthermore, the information essential to an understand
ing of the environment from which pupils come and of their 
attitudes, interests, and habits differs notably for the rural teachers 
of Iowa and the teachers in the foreign districts and in the black 
belt of Chicago. 

Once the principle of differentiation had been adopted, analytical 
studies were made to determine the common elements and the variants 
in curricula adapted to the needs of different types of teachers. The 
nature of these studies and some of the important lessons which they 
taught can be illustrated concretely by reference to a personal ex
perience. It was my good fortune two years ago to devote half of 
my time to an intensive study of ways and means of reorganizing 
and improving instruction in reading in more than 20 schools, in
eluding rural, village, and highly organized city schools. More than 
· 200 teachers cooperated and looked to me for training and guidance. 
One of the early steps in this enterprise was to organize a practical 
but valid program of reading instruction, such as might be presented 
in a course for prospective teachers. In this connection various pro
cedures were adopted. For example, the uses of reading in modern 
life were studied as a step in determining the major objectives of 
teaching reading to-day. Studies were made of growth periods in 
reading achievement to determine the phases of reading that should 
be emphasized at the various grade levels; the interests of children 
were studied to determine the types of material that would prove 
most interesting; the results of experiments were studied to determine 
the best methods of teaching both silent and oral reading; not infre
quently the judgments of frontier thinkers were utilized in securing 
tentative answers to debatable questions. In fact, practicaUy all of 
the 11 methods of curriculum approach discussed recently by the 
special appraisal committees of Denver were utilized. At each step 
in the development of the reading program an effort was made to 
adapt it to the needs of different types of schools. Having taught 
a year in a rural school, I felt somewhat at home in attempting to 
outline desirable procedures for rural teachers to follow. 
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Cooperation with teachers in the field had not proceeded far 
before certain expectations were verified. For example, it was found 
that the rural teacher needed much the same type of information as 
other teachers concerning the major objectives and specific aims of 
teaching reading, the general nature of the reading process, the dis
tinction between oral and silent reading, the differences between 
good and poor readers, and effective methods of establishing reading 
habits, interests, and appreciations. On the other hand, many of 
the procedures suggested were not at all adapted to the specific situ
ations which this teacher faced. For example, there were few sup
plementary and library books, no reading tables or comfortable 
chairs for the younger children, no books or children's magazines 
relating to matters of ::;pecial interest in rural communities, and 
very little productive seat work. The first problem which the 
teacher of Cook School faced was to determine types of material 
adapted to the needs of her pupils, where they could be secured, and 
the cost. Her problem in this connection was quite different from 
that of the teachers in a near-by cooperating city of 30,000 who had 
access to an exhibit of appropriat~ mater.ials and the advice and 
council of well-trained supervisors. 

A second problem which the teacher faced was to sell to the mem
bers of her school board the idea that an adequate supply of read
ing material was needed. This was a second activity for which her 
previous training had not adequately prepared her. However, after 
some coaching she bombarded individually and collectively what 
seemed at first an impregnable board until they finally contributed 
over $200 for the purchase of needed supplies. During the course of 
the experiment scores of problems presented themselves which re
quired careful analysis of the teacher's activities, essential traits, 
and the conditions under which she worked. The study demon
strated conclusively, however, that professional training can not be 
planned successfully without a clear accurate knowledge of the 
demands which are made on teachers and of the activities in which 
they do and should engage. Because the value of act.ivity analysis 
can be .illustrated much more clearly at present in constructing pro
fessional courses for teachers than in constructing subject-matter 
courses for use in rural schools, I shall refer chiefly to the former 
in the remainder of this paper. The facts presented, however, will 
suggest important conclusions concerning the value of activ.ity analy
ses in devising rural school curricula. 

The process of determining the various duties which teachers per
form is often called activity or job analysis. As Doctor Charters 
has pointed out, the term has been taken over from the industrial 
field where the job is the unit of operation. When applied to edu
cation it includes " not only the manual operations but in addition the 
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activities, duties, problems, difficulties, and thoughts." .AB a method 
of curriculum construction it frankly assumes that at least one function 
of a curriculum is-
to provide material for e11lclent performance, conduct, and behavior. The 
method of analysis is not new. The analyst who adopts the functional point 
of view in cnrricnlum construction merely makes a wholehearted attempt to 
apply analysis thoroughly to the situation which he is studying. 

Activity analysis should always be accompanied by trait analysis. 
It is not sufficient in building a curriculum to find out what people 
have to do and give them instruction in the performance of duties. 
Much depends upon traits of personality exhibited by the teacher, such 
as accuracy, neatness, courtesy, and firmness. As a matter of fact, 
causes of failure can often be traced to weaknesses in personality. 
It is of large importance, therefore, that a teacher-training institution 
pay direct, explicit, and persistent attention to the development of 
proper traits of personality. 'What has to be done is often not so 
important as how it is done, and the standards of performance are 
set by the personal traits and the characteristics of the worker. 

There are various methods by which activity analyses may be 
made. A common method consists in engaging personally in teach
ing. One advantage which attaches to this method is that it pro
vides immediate contact with the situation to be analyzed. A serious 
disadvantage is that the investigator often finds himself so engrossed 
in the performance of activities that he is unable to make accurate 
analyses of them. A second method involves direct observation of 
teaching. While this plan may prove very productive, it is obvious 
that a single observer would have to observe teaching in many com
munities over a long period of time in order to secure a reasonably 
complete picture of the various activities and conditions involved. 
A third method is to have teachers record in diary form all of the 
activities which they perform for a period of time.Jn their capacity 
as teachers. A fourth method is that of personal interview and 
conference with workers and supervisory officials, which is time con
suming and often fails to reveal accurate and complete data. A fifth 
method is to ascertain the major difficulties encountered in teaching 
in order to determine the most important duties and functions in
volved in it. This procedure is based on a questionable assumption, 
namely, that professional training can be based largely on the diffi
culties involved in teaching. A sixth method involves an analytical 
study of printed instructions or other literature relating to teaching 
activities. In view of the fact that no comprehensive study of the 
activities of rural teachers has been made through the use of any 
of these methods, they will not be discussed at greater length here. 

The most elaborate study of teachers' act.ivities and traits that has 
been made is the one undertaken by Doctor Charters in connection 
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with the teacher-training investigation in which he has engaged for 
the past three years under a grant from the Commonwealth Fund. In 
order to secure a relatively complete list of teachers' activit.ies he 
used various methods. A summary was made first of the activities 
that had been mentioned in previous investigations. Brief l.ists of 
important .activities were secured from many thousands of teachers 
of various types in widely different sect.ions of the country. A 
digest was also made of references to activities in professional litera
ture. The composite list secured from these sources was checked for 
completeness by many hundred teachers. New sources were con
sulted and the composite list checked by add,itional groups of teachers 
until no new additions could be found. 

In order to clarify the picture presented by the several thousand 
activities which had been collected, classification was resorted to. As 
a result, they were arranged under the following seven divisions: 

Activities involved in classroom instruction. 
Activities involved in school and class management (exclusive 

of curdcular activities). 
Activities involving supervision of pupils' extra classroom activi

ties (exclusive of activities .involved in school and classroom 
management). 

Activities involving relationships with personnel of school staff. 
Activities involving relation w.ith members of the school com

munity. 
Activities involved in personal and professional advancement. 
Activit.ies in connection with school plant and supplies. 

As soon as these major divisions had been selected more detailed 
classifications were made as shown in the accompanying outline, 
which includes less than one-twelfth of the total list. 

TABLE 1!-0lassifi,cation of teachers' activities 

Df1/Vion I.-Teachers' activities involved in classroom instruction. 
Subdi1118fon .4..-Teaching subject matter. 

A.. Planning : 
1. Selecting activities to be planned

( a) Selecting objectives. 
(b) Planning selection and organization of subject matter. 
(o) Planning methods of developing interests. 
(a) Planning methods of instruction. 
(e) Planning methods of assigning work. 
(f) Planning methods of providing sufficient opportunity for pupils' 

activities. 
(g) Planning facilities for individual study. 
(h) Planning methods of evaluating pupils' needs, abllities, and 

achievements. 
(f) Planning methods of developing teachers' personal traits. 

1 Through courtesy of W. w. Charters. 
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A. Planning-Continued. 
2. Finding adequate time for planning. 
3. Finding sufficient methods of planning (e. g., working out methods, 

obtaining methods from others). 
4. Writing and recording plans (e. g., outlining plans, noting central 

points). 
5. Evaluating and revising plans (e. g., correcting plans after use, adjust· 

ing plans to results of tests). 
6. Filing and preserving plans. 
7. Utilizing plans (e. g., referring to plans while teaching). 

B. Setting up objectives: 
1. Defining general objectives for the grade or subject (selecting appro

priate aims of education). 
2. Defining specific objectives in harmony with general objectives (select

ing desired outcome for the lesson or unit with reference to major 
objectives). 

3. Presenting, explaining, and illustrating objectives to pupils (e. g., dis
cussing plans with teachers, getting pupils to adopt teachers' 
purposes). 

4. Evaluating objectives (e. g., deciding relative importance of specific 
objectives by consulting experts, by classroom experiments). 

5. Utilizing objectives (e. g., referring to objectives in selecting subject 
matter, in choosing methods, in planning procedures). 

C. Selecting and organizing subject matter (subject matter includes informa
tion, pupil experiences, ideals, attitudes, skills, and learning activities) : 

1. Securing adequate command of subject matter to be taught (e. g., pre
paring lessons, reading up on subject, securing adequate background). 

2. Taking account of specific objectives (e. g., selecting materials with 
reference to objectives). 

3. Taking account of pupils' interests, abilities, and needs-
( a) Selecting subject matter with reference to pupils' interest (e. g., 

introducing discussions of school events, pupils' hobbies, topics 
suggested by pupils) . 

(b) Selecting subject matter with reference to pupils' abilities (e. g., 
providing practice in skills needing development, recognizing 
individual abilities in selecting collateral reading). 

(o) Selecting subject matter with reference to pupils' needs (e. g., 
providing material useful to individuals concerned). 

4. Selecting proper materials for study (e. g., selecting self-teaching 
material, listing items for pupils to learn). 

5. Adapting materials to time limit (e. g., selecting material on the· basis 
of time available). 

6. Determining difficulty of materials (e. g., refraining from the use of 
unfamiliar terms, determining the difficulty of each unit). 

When the master list of activities had been completed a study was 
made of the significance of each to different types of teachers. It 
will be helpful at this point to refer to Table 2, which gives the 
decile ratings of the activities for kindergarten-primary teachers and 
one-room rural teachers of Wisconsin. The complete list of activi
ties was sent to rural teachers of Wisconsin, as well as to many other 
types of teachers, with the request that they supply information 
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concerning the frequency, difficulty, and importance of each activity; 
also whether it should be learned in a professional school or on the 

. job. Through the use of a system of values which was employed, it 
was possible to determine decile ratings for the different activities. 
As represented in the table, the lowest rankings have the highest 
value. Thus activity A, 1, a, occurs much more frequently among 
kindergarten-primary teachers than among rural teachers. By com
bining the numerical values for the items in the first four columns 
it was possible to determine composite rankings, as indicated in the 
fifth column of the table. The number of rural teachers supplying 
information was more than 50. It was discovered by statistical 
methods that the correlation between the judgments of 25 teachers 
and of all the rural teachers who responded was 0.93. This indicates 
that the judgments of 25 teachers are adequate for practical purposes. 
However, the teacher·s' rankings were supplemented by judgments 
from supervisors, principals, and professors of education, which 
agreed very closely with those of the classroom teachers. 

TABLE 2.'-Decile ratvngs of kilndergarten-primary teachers ana Wisconsiln one
room rural scho·oz-teachers 

Dioition I.-Teachers' activities involved in classroom instruction. 
Subdioi&ion A.-Teaching subject matter. 

J Frequency Difficulty Importance School Composite 
Activity 1- ---.--l---;---l·---;----l----:---1---.--

iK.-p.' Rural K.-p. Rural K.-p. Rural K.-p. Rural K.-p. Rural 
-------------1--------------------

A. 1 'fg~:::::============================ i ~ ~ ~ ~ · ~ r ~ ~ ~ ~ 
c) ........................... ...... l 1 1 3 2 1 1 1 2 1 1 

c~L::::::::::::::::::::::::::::::: I } ~ ~ ~ i 5 ~ i ~ ~ 
&)·:::============================== ~ ~ i i ~ ~ ~ ~ ~ ~ 
~~~---~===== = ===== = ======= ========== == ~ ~ ~ ~ ~ 18 ~ ~ ~ ~ 

2.. ..... ------------------------------ 4 4 3 2 7 6 10 10 6 4 
3------------ --------------- --- ------ - 4 4 6 1 6 8 9 2 6 2 
4 ....... ----------------- - ------------ 2 1 5 7 8 7 9 3 5 3 
5---------------- -- ------ -- --- -------- 6 7 5 2 10 8 8 7 7 5 
6----------------------- -------------- 7 7 10 9 10 10 10 10 10 10 
7..----------------------------------- 3 4 10 10 5 7 10 7 6 5 

B. 1..................................... 7 6 1 2 2 4 1 1 1 2 
2------------------------------------- 3 7 1 3 3 7 3 1 2 4 
3__ ___________________ ___ ______ _______ 6 6 1 3 6 7 5 1 3 3 
4----------------------------- -- -- - --- 7 7 1 6 6 9 2 1 2 6 
5------------------- -- ------ ---------- 5 6 2 4 2 5 3 1 2 2 

c. k==================== ===============:~ ~ ; ~ g · ~ ~ r r ~ 1 

3 ~~?::================= = = = = ==: ::::::: ~ ~ ~ ~ ~ ~ ~ ! } ~ 4...... ... ............................ 4 2 1 3 6 7 3 4 2 2 
5---------- ----- --------- - ------------ 4 5 2 1 8 6 10 7 7 3 
6------------------------ - -- ------ ---- 1 1 5 3 5 8 10 4 4 2 7.._______________________ _______ _____ 3 3 3 5 3 4 4 1 2 2 
8 ......... ---------------- - --- - ------- 7 4 4 2 4 7 3 1 5 1 
9------------------- ----- ----- --- ----- 6 5 2 2 7 9 3 3 4 3 

10_________________________ ____________ 5 6 1 1 8 7 10 8 6 4 
D. !........ ........................... . . 1 4 8 5 1 5 10 10 4 6 

2----- - ------- ----- -------- ---- ------- 1 2 8 4 1 4 9 8 3 3 
3..----------------------------------- 4 4 6 4 6 7 4 4 4 4 
4----- - --- ---------- --- - ------------- - 1 1 1 1 1 1 1 1 1 1 

E . 1.-------------------------- -- ---- ---- 1 4 4 1 1 4 2 2 l 1 

~:::::::::::::::::::: :::: : : : :::::: : : :: ·~ ~ ~ ~ I ~ 1 £ ~ ~ ~ 
• Through courtesy of W. W. Charters. ' Kindergarten-primary teachers. 
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A critical study of the entries in the table reveal some very signifi
cant facts. For example, some activities rank very high in fre
quency, difficulty, and importance for rural teachers, such as A, 1, e 
(planning method of assigning work); others rank relatively low, 
such as A, 6 (filing and preserving plans); still others differ widely 
in rank as to frequency, difficulty, and importance, such as A, 4 
(writing and recording plans). In this connection the fact should 
be noted that the frequency with which an activity occurs is not 
always an accurate measure of its difficulty or importance. It is 
also int~resting to note that the difficulty encountered in learning to 
perform an activity is not always a clear index as to whether it 
can be learned best in a professional school or on the job. 

Equally significant facts are revealed when the rankings for kin
dergarten-primary and rural teachers are compared. For example, 
the rankings correspond closely in the case of some activities, such as 
D, 4 (using interesting methods of instruction) and A, 2 (finding 
adequate time for planning). In the case of other activities the 
rankings differ widely, as shown by the entries for A, 3 (finding 
sufficient methods of planning) and B, 2 (defining specific objectives 
in harmony with general objectives). If the judgments on which 
these rankings are based are valid, some activities merit far greater 
emphasis than others in courses for rural teachers. It also appears 
that some activities can be learned best in professional institutions 
and others can be learned best on the job. Furthermore, some 
activities which merit vigorous emphasis in courses for one type of 
teacher require but little emphasis in courses for other types of 
teachers. 

The discussion thus far supplies clear evidence that an analysis of 
the activities in which teachers engage may prove very suggestive to 
the curriculum builder. With this general fact in mind, we shall 
direct attention next to the procedures which may be followed in 
utilizing the results of an activity analysis, such as Charters has 
provided. An extreme view is that it should be made the sole basis 
of deriving curricular materials. The specific steps involved are (1) 
to evaluate activities of teachers in the light of the social objectives 
of rural schools, (2) to discover the difficulties and problems that are 
involved, (3) to select suitable materials from teachers' texts, pro
fessional journals, and other sources which present solutions for the 
difficulties and the principles involved, ( 4) to examine standard texts 
in such fields as principles of education, principles of teaching, prin
ciples of school organization and management, and the like, and to 
select whatever topics are needed to introduce, supplement, or inter
relate the different units, and ( 5) to organize the total body of mate
rial for teaching purposes. This procedure has never been exempli
fied in any thoroughgoing way, and we do not know how adequate it 
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would prove. Professional literature includes many theoretical, dis
cussions of the advantages and limitations of this procedure, into 
which we need not go at this time. Experience has taught, however, 
that it would require far more work than could be expected of any 
curriculum builder who faces the problem of constructing a curricu
lum for immediate use. 

A second procedure, which has far greater illllllediate possibilities, 
is to use the activity list in checking the content of existing courses 
which are the product of experience, experimentation, and deduction. 
If the Charters list is used it is possible to determine the extent to 
which provision has been made for each of the essential activities in 
which teachers engage. When applied for this purpose to a series 
of elementary courses in education which we are developing at the 
University of Chicago, many serious omissions were discovered, such 
as those relating to teachers' extra-classroom and community rela
tions. Inasmuch as the list distinguishes between the frequency and 
importance of activities for different groups of teachers, it aids the 
curriculum builder in determining the probable amount of emphasis 
which should be given to a specific activity for rural teachers or kin
dergarten-primary teachers. Furthermore, it suggests whether a 
given activity can be learned best in training or on the job. Not 
infrequently the activity list suggests situations which have never 
been provided for in professional courses. In such cases the use of 
the list suggests the need of research in particular fields. 

One of the most valuable uses which we have made of the ac
tivity list in improving the content and organization of profes
sional courses was undertaken quite recently. Stenographic reports 
were secured of class discussion in three elementary courses in edu
cation. These reports are being analyzed in detail to determine 
the extent to which given activities are emphasized and the degree 
of emphasis which they receiveq. If an activity is merely mentioned 
this fact is indicated by the numeral '1 ; if it is discussed sufficiently 
to make its nature clear, it is marked 2; if the difficulties encountered 
in performing the activity are discussed, it is marked 3; if pro
cedures for meeting these difficulties are described, the activity is 
marked 4; and if the principles underlying the procedures are 
presented, the activity is marked 5. When a course is analyzed 
in these terms there are often very startling revelations. For ex
ample, one instructor carries his discussion of activities only :far 
en~mgh to describe or outline them ; another instructor spends several 
days on an activity which merits very little emphasis. The analysis 
also shows that some instructors present the courses altno!lt wholly 
in terms of principles with few applications to specific cases, while 
other instructors describe activities, difficulties, and practical pro-

97183--28-3 
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cedures at length but fail to develop the principles on which the 
solution of classroom problems depends. It is ev~dent, therefore, 
that when existing professional courses are analyzed carefully 
through the use of the activity list, some of the most vital problems 
which curriculum builders face come squarely to light. If these 
problems are intelligently solved, radical improvements result both 
in the content of professional courses and in methods of teaching 
them. 

In conclusion the following comments should be made. Experi
ence has demonstrated clearly that a comprehensive analysis of 
teachers' activities, such as Charters has prepared, can be made 
best when ample funds and the cooperation of a large number 
of people are available. After the basic analysis has been made it 
may be improved and refined through the efforts of individuals 
who work on small units or restricted phases of the complex task 
of teaching. It is true, however, that a comprehensive analysis 
could eventually be built up through the effort of individuals work
ing on small phases of the problem. Similar statements may be 
made concerning actiYity analyses which are made to aid in deter
mining the content of public-school curricula. Since the activities 
of the layman are more numerous and have wider ramifications than 
the professional activities of a teacher, a tremendous amount of 
time and energy will be required to make analyses which may be 
used effectively ·in constructing school curricula. The complexity 
of the . task, however, supplies evidence of its urgent need. Once 
an analysis has been completed, we have definite assurance that it 
may serve as a valuable aid in checking the completeness and ade
quacy of existing curricula. Before we can determine the extent 
to which curricula may be based solely on activity analyses much 
experimentation is necessary. In the meantime it seems advisable 
to utilize race experience, checked by. experimentation and classroom 
experience, as · the fundamental basis in determining the content of 
school curricula. 

ANALYSIS OF DUTIES PERTAINING TO THE jOB OF 
TEACHING IN THE ONE~ROOM SCHOOL 

By VERNE McGUFFEY 

Netc York Oit]J, N. Y. 

Four years ago the president of one of our larger State teachers 
colleges said to me that there is no rural-teacher problem; that if 
a teacher is prepared' to teach a grade in town she is just as well 
prepared to teach a one-room school. I did not believe his statement 
then nor do I believe it now, but I could not then prove that the job. 
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of the teacher in the one-room school is different from that ·of the 
grade teacher in town. To-day I believe that I can show important 
differences in the jobs that warrant differences in training if the 
prospective teacher is to be adequately prepared. 

For the past two years I have been carrying on a study, using the 
general technic of job analysis to show in what ways, if any, the job 
of the teacher in the one-room school differs from that of the grade 
teacher in other types of schools. 

Two years ago about this time certain teachers in one-room schools 
kept for me a diary of their activities for a period of a month or 
more. Last year 80 graduate students, each of whom had had ex
perience in both types of schools, listed for me all the ways in which 
they believed the job of the teacher in the one-room school differs 
from that of other teachers. County superintendents from 13 dif
ferent States listed for me their best and their poorest teachers, with 
reasons for superiority and inferiority. I was permitted to examine 
Charters's material showing the activities of all teachers. A num
ber of experts in rural education and in teacher training gave me 
their opinions as to the particular problems of the teacher in the one
room school. On the basis of the foregoing I made a check list of 
112 duties and responsibilities which seem to differentiate the job 
of the one-room teacher from that of the grade teacher in other 
situations. 

That check list was submitted to numbers of teachers in one-room 
schools in 19 States and to grade teachers in towns in 5 States. The 
towns vary in size from 800 to 75,000 population. Returns have been 
tabulated from 300 teachers in one-room schools and from 150 
teachers in grade schools. 

The list before you (mimeographed copies for distribution) shows 
the per cent of teachers in one-room schools compared with the per 
cent of teachers in grade schools who say that they actually do per
form the activit.ies or assume the responsibilities indicated. If we 
neglect item 67, we find that 25 per cent or more of the teachers in 
the one-room schools perform 99 of the remaining 111 items, 33 per 
cent or more perform 77 items, and 50 per cent or more perform 52 
items. On the other hand, only 5 items are performed by 25 per cent 
or more of the grade teachers and only 18 items are performed by 
16 per cent or more. 

The differences are marked and are statistically valid, since they 
are far beyond the amount required to allow for pr_obable errors of 
sampling. On 110 items the per cent of the one-room teachers who 
perform the duties or assume the respons.ibilities listed is at least 
twice as great as the per cent of the grade teachers who do those 
same things. It may be shown also that the difference on each of 
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the 110 items is not less than six times the standard deviation of the 
difference when three times the standard deviation is sufficient to 
establish the significance of the d,i1ference. 

My data show, therefore, a statistically valid dillerence between 
the fob of the teacher in the one-room school and that of the grade 
teacher in the town or city. Many of the responsibilities listed as 
specialized duties of rural teachers are somewhat indefinite and may 
need further refinement before they can be of greatest value -in cur
riculum construction, but the same or similar technic will furnish that 
refinement to whatever degree is found necessary. It may be that 
some of the items listed which are performed by many one-room 
teachers ought not be done or ought to be done differently, but that 
is a problem for the makers of curricula. It seems likely that 80 or 

. more of the items listed will be found essential to the job and should 
be incorporated in the curricula of the prospective rural teacher. 
Additional tabulation and statistical treatment of the data will show 
whether or not any of the items listed are the result of local 
conditions. 

Beside the simple answer, " do " or " do not" our check list pro
vides for expression of opinion as to the importance and difficulty 
of each item and for an expression of attitude toward the job. That, 
in connection with the opinions of county superintendents as to 
reasons for success and failure, seems to point very definitely to a 
conclusion that many of us have held without much proof, namely, 
that the success of the teacher depends more on her attitude toward 
the job than on any other one factor. Time does not permit me to 
submit my data in this direction, but if my conclusion proves correct 
we shall have another and most important reason for differentiation 
in the training of teachers. For it is only by specific and specialized 
training that we can hope to build up desirable specific enthusiasm 
and attitudes. 

TABLE 3.-Percentages ot one-room teachers who assume the following t·espotl8i
bilities comf)area witll. the percentages of grade teachers m towns ana clties 
'fi)M assume tll.e same r-e8f)On8ibiUtfes 

Dutle.~ 

£CTIVmB8 OFTEN PBR:rOB.JU:D BY 811PBRVI90R OR 4DIIINIII!RA.'I'OR 

1. Meet with school board.--------------------------------- ----------------------
2. Advise school boarGas to needs of school---------------------------------------
3. Advise the board u to school law_--------------------------------------------
•· Determine holidaYBand vBCIItlons.------ -------------------- -------------------

~: ~~~~=~:ff~~iiM'::::::::::::::::::::::::::::::::::::::::::::::::::::::: . 7. Act as purchulng 1111ent for pupils _____________ ____________ ____________________ _ 

8. Receive and audit school supplies.----------- ------------- ---------------------9. Make final decisions In case of dlsolpllne ____________________ _______ ___________ _ _ 
10. Administer all pUDisbment _______________ --------------------------------------
11. Make final dscLSion In cases of classification and promotion---------------------

Per cent 
of one-
room 

teachers 

39 
83 
26 
31 
61 
M 
32 
Ill 
.62 
62 
61 

Per cent 
or grat1e 
teachers 

1 
2 
1 
1 
5 
1 
1 
1 
6 
7 

12" 
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TABLE a.-Percentages ot one-room teachers 1lilw rumme fh-6 follmcftng resporui-. 
biUties compared with the p6roentages of grade teac'Aers f.n totAmB and c£fiea 
who aBBume the same respof&BiWlities-Continued 

Duties 

ACTIVITIES OFTEN l'ERJ'ORM ED BY Stll'ERVISOR OR ADl4INIIITRATOR-continued 

12. Take responsibility for snforcemsnt of compulsory attsndsnce law •••••••••••••• 
13. Take responsibility for enforcement of health and quarantine laws •••••••••••••• 
14. Keep school census records.---------------------------------------------------· 
15. Keep clerical records of school board ••••••• --------------------------------·---· 
16. Collect and account for school funds--------------------------------------------
17. Investigate absences •. ----------------------------------------------------------18. Make curriculum for the schooL ______________________________________________ _ 
19. Establish friendly personal relations with all patrons of the school. •••.••••••••• 
20. Provide publicity for the school..-----------------------------------··········· 
21. Formulate plans for educational advancement of communitY-----------·------· 
22. Direct campaigns for Improvement of schooL--------····-···------------·-----

ACTIVITIEs INVOLVED IN INSTRtiCTION OF CLASSES 

23. Plan and executa work with little or no supervision •• -------·----·-···------·-· 
24. Adjust program to accommodata several grades •••• ----------------------------· 
25. Adjust teaching technique to suit small classes.-----------------------····-----
26. Keep several groups profitably busy while one Is reciting •• ·--------------------
27. Present subject matter In short periods----------------····-------------··------
28. Adapt textbooks and printed course of study to fit out-of-school knowledge of 

farm children •• ________ •• ___ •• ___ ._ •••••••••••••••••••••••• ------- __ •• ____ .••• 
29. Select materials of instruction from life of farm community-----···----------··· 
30. Organize the school in harmony with the life of the farm community.--------·-
31. Teach music •• ·-····-----·-·----------------··-··--------·----------·----------
32. Teach art ••• ----·-···-----···------------------······-----------------·--------
33. Teach agriculture •••••• ---••••••••• ----•••••...•••••••••••••• ---- __ •.•..•• --•• 
34. Teach home ·economics •• -----••••• --•• --- ____ •• __ ...•••••••••••••• --- __ •• __ --•• 
35. Provide for socializing children from isolated homes •• --···--------------------· 
36. Make a great part of material used for instruction.-----------------------------
37. Adapt health work so It will function in the peculiar sanitary and economic 

conditions of the community ••••••••••••• ------------------------------------
38. Teach social science so It will function In the rural communitY------------------
39. Teach all subjects In all grades·------------··------------·--------------------· 

SCROOL ACTIVITIES BtTT NOT TEACHING CL~SI!S 

40. Supervise playground activities of all grades and both sems·--------------------
41. Coach athletic t.eams·-------·-··-------------------·-·-···········------------· 
42. Coach dramatics.~ •• _ •••• ---· __ •••••••••• ----•• _______ ••••••••••• _ ••• __ •• _____ _ 

~: ~f:E~~~~a f~r e~t!~fa\~-meiits"iiir&ise-Dionei;iiltii"Y~iiiiiiisiiililiies::::::::: 
45. Serve as school fibrarian •••• ----------·------···-···------·---------------------
46. Keep all school records------------------------·--·····-------------------------
47. Make all school reports for schooL---------------------------------------------
48. Glve·standard tests and measures.·-·--------------------··-·------------------
49. Score standard tests and measures ...•••••••.••.•••.• :.----------·····---------· 
50. Make decisions on basis of tests and measures·------------------·····-···-----· 
51. Prepare and serve hot lunch-------------·----------------·------------·-·--···· 
52. Provide material for first aid ••• -------------·-·----------·---------------------
53. Administer first aid.------------------------·----------------------------------
54. Care for children In emergencies due to bad weather.---------------------------
55. Care for children in emergencies due to sudden Ulness •••.•••••• ----------------
56. Conduct arbor-day exercises ••••• __ •• --·-•••••• -------•••• ______ •••••••••• __ •••• 
57. Conduct opening exercises profitable to all grades at the same time.-----------· 
58. Prepare school exhibits and transport them to the county seat ••••..••.••••••••• 
59. Transport pupils to various centars for contests •• ----------------------·--------60. Know well the home li!e of each child In the schooL •••••• ____________________ _ 
61. Administer dsntal and other clinics during school hours·-·---------------------

ACTIVITIES INVOLVED IN PERSONAL RELATIONS 

62. Live in a teacherage alone •• ·---------------------------------·····-------------
63. Live in a home without modern conveniences •• --------------------------------
64. Share room with other persons.--------·····--------------------···------------
65. Assist with housework at boarding place •• ·---------------------------·-···--·· 
66. Depend on landlord or neighbors for transportation.---------------------------
67. Walk less than a mile to s~hooL •• ------------------------------------------·---68. Walk 1 mile but less than 2 mile., to schooL ___________________________________ _ 
69. Walk 2 miles or more to schooL·-----------------------------------------------
70. Ride or drive a horse to schooL •• ---------------------------------···········-· 71. Drive a car to schooL ••••••••••••••••• _________________________________________ _ 
72. Become a social leader for a group or young people •• ---····--------------···----
73. Become acquainted with and visit parents---------·-··---------------------·---
74. Establish friendly relations with school omcials ________________________________ _ 
75. Find suitable recreation for self in communitY----------------------------------

~"{0:_t Per tent 
room of grede 

teachers teachers 

33 1 
25 1 
27 1 
16 0 
12 0 
70 23 
37 2 
71 25 
48 1 
28 1 
43 1 

62 6 
so 3 
65 7 
71 12 
67 9 

45 8 
55 12 
51 1 
liD 23 
57 25 
53 0 
26 0 
39 3 
45 0 

57 3 
30 1 
67 1 

71 17 
33 6 
36 1 

• 66 16 
63 4 
60 ' 71 6 
78 11 
42 20 
4.1 11 
32 2 
24 0 
46 6 
72 24 
70 24 
66 22 
60 6 
64 1 
31 9 
36 1 
61 9 
22 4 

25 0 
47 4 
40 20 
36 6 
30 20 
31 65 
17 2 
17 1 
24 1 
25 5 
31 4 
70 26 
73 21 
63 28 



16 PREPARATION OF TEACHERS FOR RURAL SCHOOLS 

TABLE 3.-Peraentages ot one-1·oom teachers who aJI8'Ume the following responsi-
bilities compared wi.th tl~e percentages ot grade Wa-chers in towns and oiti.es 
who assume the sam;e 1·esponsibiUties--Continued 

Duties 
Per cent Per cent of one- or grade room 
teachers teachers 

---- --- · 
ACTIVITIES INVOLVED IN PERSONAL RELATIONS-Continued 

76. Possess knowledge concerning all vocations of the community sufficient to be 
interested in its activities ••..• •... _·-------- ••.. __ ••. __ __ ------ •••..••••••• •. _ 53 0 

77. Possess sufficient skill in many o.ctivities so that one mo.y engage in the duties or 
homes visited ...... •. ·-· · ···----- -- ------- -- --·--- -- --- ·-- ··· ·--·-- ----------· 45 0 

78. Possess ability to do housework, including lo.undry, cooking, and sewing ••... •••. 65 35 

ACTIVITIES INVOLVING CO:UMUNITY RELATIONS 

79. Serve as source of information for individuals of the communitY---------------· 47 3 
80. Initiate action looking toward enforcing legal rights of children and defectives .•... 
81. Assume active leadership in movements for improvement or community health .. 

39 1 
37 2 

82. Assume active leadership in movement for improvement or recreational facilities 
or community._._ . ••. __ ••. . _ •••. _ ••••. _ •• __ .• . __ •• _ ..• __ ..• _. __ _ --- ----._ ••.. 31 2 

83. Assume active leadership in movements for improvement of economic conditions 
in community (cooperati-ve marketing, etc.)---·--·--------------·--- - ---- - -- -

84. Assume leadership in community organizations •.... •...••.• . ••.. .. •. . ..••..•... 
21 0 
28 3 

85. Plan and conduct institutes and short courses for improvement of adults .••..•••.. 
86. Assume leadership in social activities, parti~s. etc .•..•...••...•.. . .••.. •••. .. ••.. 
87. Serve as superintendent of Sunday schooL . ...•....•...••...•.. . .• •...•••. ..•.. 
88. Teach Sunday-school class •••. •••. . .••....•..... . ..•......•..•....... . ••••...•. . 

13 0 
30 5 
16 0 
35 5 

89. Attend church and Sunday schooL .•... ... .. .• ................. ......•.....••. 70 35 
90. Sing in church choir .•• -------·----- ---· --··· --· -·---·· -·--· -- -·- -- --- --·---···- 36 5 
91. Attend "ladies' aid" · ··· -· ·· -- ---- --·- --· · ·- -·· -----·-·--· --· ·- --- --- -- ---··--- 24 3 
92. Become a member of community clubs . ..•. . ..• . ...•...••.. . •. ... ••. .• ••..•••.. 34 9 
93. Conduct entertainments for communitY---- ·-·· - ··----- ------ · -- - -- ·· -·---·---- 60 2 
94. Assume responsibility for behavior of audience at entertainments in the school-

house ..•. _._ .• _ .. ____ -- •.. -- •.. . .• - ... •.. - .• -.- .•... -... - -... -.- .. -- ---. - .- - 55 12 
95. Make public talks or addresses . • · --- ---- -- -- -··--- · ··- -·- · --- ·· - · · ·- ·-·- -·--- ·- 37 4 

ACTIVITIES CONCERNING BUILDINO AND GROUNDS 

96. Do all janitor work .. ·--- -·-··-··--·-····· -- ·-··---··--···----·-· -··· -· · ·· ··- · ·· 60 0 
97. Find some one to do the janitor work ... . . ----------·-·-·-·----------------·-··- 20 1 
98. Employ a janitor--------------·--·· .•....... ----·-·-·-·----- -·-·-· .. . .•• · -- -· •. 19 1 
99. Supervise a janitor ... ---- -- · - ---· - -- --· -- -- .. --·-· .... ·--- ·-· ---·-· ....•. .. ..•. . 32 2 

100. Care for grounds ••.... •.. .••. ·-- ·-----·--------------·---·-- . . ·-· -- -·-·-·---- - __ 57 3 
101. Supervise care of grounds ••••. . ••• . .•••••.• ·----------------- •• --- --------------
102. Assume full responsibility for sanitary condition of building and grounds ••• _ ..•• _ 
103. Actively oversee school toilets . . ·-·--··---·----· -----·-- -· --- -··- -- -- ---·-- -- •.. 

42 1 
59 0 
77 1 

104. Oversee source of drinking water •..... •....•.. ...... .....•... ••...••.. .•• •• ..••• 75 0 
105. Make repairs·--·------·----------· -·- ··-- · ··------ · -·-·-·---·-·-- ----·-· ·· -·· -- 20 0 
106. Supervise repairs. -- ------ ------·- · -· . ··- -.· --- ·-·--· ... • ·- ·------ ·· ·-· ..•.. _ . •. 
107. Regulate temperature and ventilation • ...• •. ..•....• ---··---·---·-·--·-·-·---- · 

32 0 
79 16 

108. Keep fire in stove or furnace · --·- -- · ··--··----··--·----···--·-··---·-·--·-······ 65 0 
109. Start fires in mornings·----- ---------·---·-·-········--··· --···- -- - ·- -- ·· --- --- · 
110. Supervise building and keeping of fires·--·-·--------·-- · ···--· -· -- · ··- ·· · --···· 

50 0 
54 0 

111. Protect school building against tramps and other marauder3. _ .. _ . . .•• _ .•. •...... 39 0 
112. Bring drinking water to the schoolhouse ... - -- -··--------·-- -· -- --··· - -· · ·- -·--- 21 0 

CURRICULUM DIFFER
OF RURAL-SCHOOL 

NATURE AND EXTENT OF 
ENTIAT/ON IN THE TRAINING 
TEACHERS 

WILLIAM C. BAGLEY, Teachers College, Columbia University 

I shall discuss the problem reflected in the title of this paper chiefly 
from the point of view of a relatively stable teaching population. 

Teachers who enter the public-school service in the larger cities 
now remain in the service for an average of from 10 to 15 years or 
even longer. The average length of service has increased markedly 
during the past decade, and this means that larger and larger num-
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hers of teachers are making teaching a life work. In the rural 
schools the teaching personnel is still tra.nsient and unstable. In 
sc>me States the proportion of beginners in the rural schools is as 
high as 30 or 40 per cent, and the annual " turnover " in the one
teacher schools is more than 50 per cent. 

I believe that it will be only a. matter of time, however, before the 
stability and relative permanence now increasingly characteristic of 
the urban teaching population will extezid. to the rural schools. 
There is already evidence that the consolidation of the smaller 
school units in the open country markedly increases the average 
length of the teacher's service and greatly reduces the annual turn
over. Even in those districts where the smaller units are likely 
to persist the average period of service will probably be extended, 
if only because the longer service of the city teachers reduces the 
number of city vacancies to which the rural teachers can go. It has 
also been demonstrated that special training for and supervision of 
one-teacher schools tend to lengthen the period of service for the 
teachers in one-teacher schools. Beyond this, of course, there is the 
possibility-! hope the probability-that enlightened policies of 
State school administration will insure substantial salary bonuses 
for those who serve in the more remote and isolated schools. 

Assuming, then, that a State teacher-training program should 
anticipate relative stability in the rural-school teaching personnel, 
the question at issue is this : What special provisions,if any, should 
be made in the normal schools and teachers colleges for the training 
of rural-school teachers~ Or, more specifically, is it desirable to offer 
in our professional schools for teachers curricula that are expressly 
designed to fit students for the rural-school service¥ 

I shall reverse the usual procedure and state first what I conceive 
to be the most convincing arguments against such differentiation; 
then I shall examine the evidence on the other side and attempt to 
reach some reasonable conclusions. 

Against a pronounced degree of differentiation stands the indubi
table fact that the cleavages between rural America and urban Amer
ica are already far too numerous and that an educational program 
which would tend to sharpen these cleavages would be shortsighted 
public policy. It is plimarily for this reason that separate profes
sional schools for rural-school teachers-county normal schools and 
high-school training classes-should be looked upon merely as tem
porary expedients, and that a policy of separate State normal schools 
for rural teachers would be unwise. The preparation of teachers for 
the public-school service is a unit function precisely because the most 
important task of the common school is to integrate the diverse ele
ments that make up our population. 
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If we accept this as the fundamental purpose of elementary educa
tion, it follows that the basic materials or subjects of study will not 
differ essentially for different occupational, sectional, or economic 
groups. The basis of common culture which the elementary school 
provides is the bedrock of our national unity. To argue that the 
rural child needs one kind of basic culture and the urban child a quite 
different kind is to condone the clea va.ges and compound the mis
understandings that _now prevail. 

Probably there are few people to-day who would advocate a 
specialized program of elementary instruction for rural children. 
-This was not the case, however, even as late as 9 or 10 years ago. 
At the midwinter meeting of 1919 I spoke in this same vein and was 
immediately taken to task by one of the leaders of American edu
cation. The rural child, he asserted, should be given the kind of 
training that will make him content to remain on the farm. The 
type of education that the schools were providing, he maintained, 
fitted children for urban life and not for rural life, and as a result 
the . country districts were being depopulated and the cities were 
growing much faster than was good for them. "Keep the country 
boys and girls on the farm " was his slogan. we are in a position 
to-day to see how · dangerous some very plausible slogans may be. 
I am told by competent authorities that, with all of the cityward mi
gration of the rural folk there are still some 200,000 more farmers in 
the country than are necessary to supply us with foodstuffs, and that 
the low average income of rural America as compared with urban 
America is due in part to this excess of the farming population. 

It would seem, then, that the population movement toward the 
urban centers is likely to continue for some time to come, and it is 
possible that, with further advances in the application of power
driven machinery to agriculture, the movement may even be accel
erated. In any event, we may be morally certain that many of the 
boys and girls now enrolled in the rural schools will spend their 
adult lives in the towns and cities and in occupations other than 
farming. This constitutes in itself a very good reason for not 
sharply differentiating their basic education from that which their 
later neighbors and fellow workers will have. 

From all of these considerations, a marked differentiation in the 
preparation of rural elementary teachers would seem to be unwise, 
and .it would also seem most advantageous to prepare prospective 
rural teachers and prospective urban teachers in the same profes
sional school, having them live a common institutional life, and 
participate for a part of the time, at least, in the same courses and 
the same classes. 

Passing now to the other side of the picture, it is beyond dispute 
that the task of the rural teacher is in many ways quite different 
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from that of the urban teacher. It is true that the aims and ob
jectives of elementary education are not at all different as between 
rural and urban schools, and it is true that the basic subjects of 
study should be the same. On the other hand, there will be differ
ent emphases in certain subjects, particularly for compensating in 
some measure the children of each group for the cultural advantages 
which the environment of the other group provides. It was once 
generally held that the rural curriculum should Jay great emphasis 
on the practical arts. To-clay the notion is growing that, while the 
practical arts should not be neglected, it is the fine arts that should 
receive the larger emphasis in the rural elementary school. Then, 
too, there are specific problems of health education that are of greater 
significance to rural children than to city children. 

Students of education are generally agreed that the process of 
teaching should consider first of all the background of experience 
from which the pupil approaches the learning task. Generally 
speaking, the most successful teacher is he who can capitalize the 
experiences of his pupils in the interest of their further growth
the one who, on the basis of what his pupils already lmow, can lead 
them on to broader knowledge and more penetrating insights. Even 
the skills with which all children must be equipped-such skills as 
reading, writing, spelling, and manipulation of numbers-can un" 
doubtedly be more readily learned if they are closely associated with 

, problems and needs that grow out of the pupil's own life and ex
perience. Because the rural child's experiences differ radically from 
the experiences of the city child, certain phases of teaching process 
must differ if the best results are to be obtained. 

Especially should the rural-school teacher be able to capitalize in 
the interests of education the rich natural environment of the rural 
child. While I should be the last to indorse a narrow program of 
rural elementary education expressly designed to "keep the country 
children on the farm," this is far from saying that I would not take 
every opportunity to develop a keen appreciation of life in the open 
country, an understanding of nature and of nature's laws, and a 
sincere respect for the basic work of fa·rming. 

In the preparation of rural-school teachers, then, there is certainly 
a place for such specialized courses as are necessary to meet these 
needs. At the very least, I am sure, provision should be made for a. 
study of the natural environment of the rural child and of the scien
tific principles and social appreciations underlying the basic processes 
of agriculture. This should be in addition to the fundamental course 
in biology which is coming to be regarded as essential in all teacher
training curricula, and in addition, also, to a fundamental course in 
physical science which I hope may be regarded as essential just as 
soon as our training programs are extended. 

97183-28--4 
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It is believed by leaders in rural education that most of the other 
specialized needs referred to can be met by one substantial course in 
rural education, together with the courses in observation, participa
tion, and responsible student teaching, some of which shouid be 
differentiated for prospective rural te.achers, with a goodly portion 
of the responsible student teaching done in the rural training centers. 

We come, finally, to the community responsibilities of the rural
school teacher. Not only are these usually heavier than those of the 
urban teacher, but they differ essentially in kind. The rural-school 
teacher not only has opportunities to participate in the social life 
of the community, but such participation is commonly expected. 
With the lengthening of the period of service to which we may 
confidently look forward, there will be opportunities for a larger 
measure of community leadership on the part of the teacher, 
especially in those phases of community life that are closely connected 
with the school. It would seem most important, then, for the pro
fessional school to prepnre the prospective rural teacher to make the 
most of these opportunities. 

I do not intend to suggest by this that the rural-school teacher 
should be a propagandist for general social reforms or a protagonist 
of this, that, or the other "uplift " movement. The teacher's pri
mary concern is the work of the school and the welfare and prog
ress of its pupils. This is a thoroughly legitimate concern, really an 
essential part of his trust as ·a teacher. To work for better schools 
and better conditions of school work is one of his duties. In the 
cities this duty falls chiefly upon the administrative officers of the 
school system, but in the country it is a duty that each teacher should 
be in a position to discharge. To this end, it would seem desirable 
to have a specialized course in rural sociology and economics, setting 
forth among other things the difficulties that the rural school con
fronts and the various ways in which these difficulties may be 
overcome, and helping the teacher to see the rural school against 
its social and economic background. Whatever leadership in pro
moting rural-school betterment the teacher may be able to assert 
should obviously be as thoroughly informed and as well balanced as 
possible and a course in rural sociology and economics should do 
much to insure this end. 

The suggestions that I have made for the differentiated training of 
rural-school teachers would involve: {1) A substantial course in 
nature-study agriculture; {2) specialized courses in observation, par
ticipation, and responsible student teaching in rural schools and 
under rural-school conditions; {3) a substantial course in rural edu
cation .which will deal particularly with the different emphases and 
the different methods of approach which rural teaching demands 
as contrasted with urban teaching; and (4) a course in rural sociol-
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ogy and economics. All in all, these would not account for more 
than one-third of a two-year program, leaving at least two-thirds 
to be made -qp of work common to other curricula. This does not 
seem to be an excessive proportion of specialized work if one keeps 
in mind not only the specialized difficulties but the very great im
portance of the rural-school service. 

THE RURAL CURRICULUM AS jUDGED BY GRADUATES 

By WILLIAM McKINLEY ROBINSON 

Di1·eotor of Department of Rur!U Educaticn, Western State Teacher8 OoUege, Kalamazoo, 
Mich. 

The popular conception that students choose the rural curriculum 
because the competition in other curricula is too strenuous is not sup
ported by data collected during the past year by the r: I; ted States 
Bureau of Education. For the purposes of this study the names and 
addresses of over 500 students who had completed the t\Yo-year rural 
elementary school curriculum during the five-year period ending 
June, 1926, were secured from 13 State normal schools and teachers' 
colleges located in seven widely scattered States. The responses of 
these students to a questionnaire furnish the data and information 
given in this report. 

One hundred and forty-nine replied, giving one or more of the 
following reasons : 

TABLE I.-Chief reasons for choosing the two-year rural elementary school 
curriculum 

r;;f~r;::~ Per cent 
given of total 

------1------

1. Interest in and love for rural life and people ..................................... . 
2. Familiarity with rural life and rural schools ..................................... . 
3. Opportunity for service ........ ------------- __________ ......... ---------------- __ 
4. Preference for teaching in a small or rural school. ............................... . 
5. Training for or experience with all grades ....................................... . 
6. Opportunity for self-development nnd for advancement ......................... . 
7. Influence of others ........................................... __________ ......... . 
8. Most convenient curriculum (shortest, most easily fitted into other curricula) .. __ _ 
9. Fewer restrictions in rural schools (from supervisors, superintendents, etc.) ... _ .. __ 

10. More rural school openings or for some particular rural school opening ___________ _ 
11. Limited outlook on life •..• ------------------------------------------------------
12. Remain longer with same children ........•...................................... 

62 
37 
34 
19 
18 
11 

9 
7 
5 
4 
I 
1 

30 
18 
16 
9 
9 
5 
4 
4 
2 
2 
~ 
~ 

It will be observed by referring to Table 1 that (item 1) "Interest 
in and love for rural people and life" and (item 3} "Opportunity 
for· service," both of which are altruistic in nature, were given as 
reasons for choosing the rural curriculum nearly as often as all other 
reasons combined. (Item 6} The opportunity for self-development 
and for professional advancement, (item 5} the training for teaching 
in any or all grades afforded by the rural curricula and experience 
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for any or all grades afforded by teaching in the rural one-room 
school, and (item 10) the comparative ease of obtaining rural school 
positions, are more or less pe1:sonal reasons which motiyated 16 per 
cent of the students in. their choice of the rural curriculum. (Item 
7) "Influence of others" is almost a negligible factor. 

One hundred and thirteen replied, giving one or more of the 
following reasons : 

TABLE 2.-.Reasom given tor c1,oo8ing tl~.e rural curriculum again 

1. Interest in and love ror rural!Ue and people ____________ ____ ____________________ _ 
2. Opportunity for service __________ --------·- ---·--_ .• ____ •• ___ •• ----- ____________ _ 
3. EnJoy teaching in rural ~SChools ••• --------------·-··-- -------- -- ----- ------------
4. Interest in rural schools and rural educatlon .•• ----------------------------------
6. FamUiarity with rural life and rural schools ••• ----------------------------------
6. Gives experience with all grades-------------------··---·------------------------
7. Opportunity for self-development and advancement-----------------------------

. 8. Fewer restrictions In rural schools (from superintendents, supervisors, etc.) ____ _ _ 
9. Enjoy the contscts with parents and communltY--------------------------------

10. Do not lose identity as in big city system·----------------------- ----------------
11. Most convenient curriculum (shortest, most easily fitted into others, etc.).---- ---
12. Influence of some one person •• ---------------------·----·------- ···--------------
13. Better salaries are being paid •• --------------------------------------------------
14. Wages are lower, expenses lower, work more pleasant •. ------ · -------------------

Number 
or times 
given 

34 
25 
16 
16 
14 
13 
g 
i 
7 
2 
2 
2 
1 
1 

Per 
cent of 
total 

23 
17 
ll 
11 
0 
ll 
ll 
; 
; 
I 
I 
I 
I 
1 

Of the 151 replying to the question, Would you choose the same 
curriculum again were you entering the normal school~ 113, or 75 per 
cent, replied in the affirmative. A glance at Table 2 shows that prac
tically the same reasons were given for this continued favor as were 
given in the first instance. 

Thirty-eight replied, giving one or more of the following reasons: 

TABLE 3.-Reasons given for not desiring to choose the ruraZ curricultmt again 

Number Per 
of times cent of 

given total 

1. Prefer to teach specific subjects or specific grades or lind It diJ!Icult to teach so 
many grados and so many subjects.------------------·------------------------

2. Graduates or rural curricula enjoy less prestlge.------------------- · --------------
3. Low salaries .• _____ •• _____________ • __ -- __ -- ____ -- __ ----•• --.---- __ .----_-----.-.-

17 32 
II 17 
7 13 

4. Limited equipment and unpleasant schoolrooms ••• ------------------------------6. Do not enjoy rural llfe __________________________________________________________ _ 
6. Not enoul!h opportunity for advancement---------------------------------------
7. Not sulllc1ent appreciation for all that Is expected •• --------- ---------------------8. Lack or companionship _______________ ----------------- ______ __________ ----------
11. Parents try to run sohool. •••••••••• ---------------------------------------------

10. School board uneducated------------- --- ----------------------------------------

5 g 
4 8 
4 8 
2 3 
1 2 
1 2 
1 2 

11. Too much of the rural curriculum under one Instructor ______________ ____ _______ _ 1 2 
12. Trained teachers not given preference In rural sohools---------------------------- 1 2 

More than half of the remaining 25 per cent stated that they would 
not again choose the rural curriculum because they preferred to 
teach specific subjects or specific grades, since they found it difficult 
and trying to teach so many grades and so many subjects (item 1}; 



RURAL CURRICULUM AS JUDGED BY GRADUATES 23 

they felt that graduates. of the rural curriculum enjoyed less pres
tige in the teaching profession (item 2); or they found the salaries 
too low. The overestimated and often quoted reasons (item 5), "Do 
not enjoy rural life"; (item 6) "Not enough opportunities for ad
vancement"; (item 8), "Lack of companionship"; and (item 10) 
"School board uneducated," constitute a very small percentage of 
the statements made by these experienced teachers against choosing 
the rural curriculum were they again entering the normal school for 
the first time. 

Eighty-seven replied, giving one or more of the following reasons: 

TABLE 4.-0hief reaaona for ohooBing curricula other than the roraZ 

Number Per 
of times cent of 
given total 

1. Preference for children of certain age groups ••.• ----------------------------------2. Subject matter In upper grades more stlm:ulating ________________________________ _ 
3. Personality best suited to puplls of certain age groups ___________________________ _ 
4. More opportunity for advancement ••• --------------------------------------------5. Intermsdlate currloulum otfered best preparation for any grade. _________________ _ 
6. Took Intermediate because weak in muslc •••••• ----------------------------------

55 67 
20 21 
7 7 
7 7 
2 2 
2 2 7. Best salary for length of training _________________________________________________ _ 

s. Currloulum fitted most easily Into degree currloulum ____________________________ _ 
9. Because of piiBt experience ••• -----------------------------------------------------

2 2 
1 1 
1 I 1 

Replies to the same questionnaire by graduates of nonrural ele
mentary curricula, from the same group of norn1al schools, who 
entered one-teacher rural schools upon graduation, were secured for 
comparative purposes. These data are given in Tables 4, 5, and 6. 

Seventy-one replied. 

TABLE 5.-Rea8on& gwen for ohoolring the Bame ourriouZum again 

1. Enjoy the work or feel they are successful •••••• ~---------------------------------
2. The remaining reasons Jlven were almost exactly the same as those given for the 

original choice of curr1oulum with practically the same frequency distribution •• 

Number Per cent 
of times of total 
given 

22 

49 

31 

69 

Sixteen replied, giving one or more of the following reasons: 

TABLE 6.-Reaaona gi-ven tor not desiring to ohoose the same ourrioulum again 

~: Brlt=e~ ~~£~:-Jft::~~-~~~~-~:~~~~~-~~-~~:~~-~-~':~~-e-~~~~~-~~~~::::::::: 
3. Too many primary teachers.-------------~---------------------------------------
4. Preferred teaching In mral schooL-----------------------------------------------

Number Per cent 
of times of total 

given 

14 
1 
1 
1 

82 
6 
6 
6 
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Of the 87 replying to the question as to whether or not they would 
again choose the same curriculum, 71, or 82 per cent, replied in the 
affirmative. It is interesting to contrast the reasons for choosing 
the nonrural curricula (Table 4), rechoosing the same curricula 
(Table 5), or choosing some other curricula (Table 6) with similar 
items for the rural curriculum group. Preference for children or 
subject matter of certain age levels was the determining factor in 
the great majority of cases. The. varied human interest elements so 
prominent in the rural curriculum group are almost entirely lacking. 
The fact that 82 per cent of the nom·ural group would choose the 
same curricula again may in part be accounted for by the fact that 
fewer personal factors enter into the decision. To change from an 
intermediate to an upper-grade position seldom involves more than 
professional reasons, whereas the decision to change from a rural 
to any other teaching position may be influenced by personal and 
social as well as professional factors. Obviously, the more there is 
at stake the more likelihood of desire to change. 

TABLE 7.-Suggcstions tor improving observat·ion wo1·k 

Suggestions 
Number Per cent of times of total given 

1. Follow up the observation period by class discus.~ions, conferences with the teach· 

2. M~~;, ~C~&fi~~sw~~t:::::::::===================================::::::::::::: 
11 20 
10 18 

3. Give direction to observation by discussion before the class period •••••••..••••.. 
4. Observe more grades and more schools .••••••• -----------------------------------
5. Observe better teachers •••••••••••.•..•.•••••••..•....••••••• --------------------

9 16 
9 16 
6 11 

6. Fewer in observation grOUP-----------------------------------------------------
7. Eliminate some subjects, add others •••••.•••• -----------------------------------
8. Approximate more nearly actual classroom conditions ••..••••••••••••••••••••••• 
9. Begin observation in first semest&r----------------------------------------------

10. Have student teachers, not supervisors, lind problems ••••• ----------------------

4 7 
2 4 
1 2 
1 2 
1 2 

TABLE B.-Suggestions tor improvilng practice teaching 

-----------------------------------------~-----.-----

Suggestions 
Number Per cent or times of total given 

1. Give student teachers more responsibility ______________________________________ _ 
2. More supervision and more conferences with critic teachers and supervisors ____ _ 
3. More practice teaching·---------------------------------------------------------
4. Opportunity to meet parents end know home environment---------------------
5. Better type of school, teacher, pupils, discipline, library, equipment, etC---------
6. Teach more subjects and more types of schoolS----------------------------------
7. Longer practice teaching periods or lessons ••• -----------------------------------
8. Program too crowded, not enough time for plans-------------------------------
9. Make observations during practice teaching period·-----------------------------10. Do unit of teaching, use State monographs

1 
make more definite plans ___________ _ 

11. Do only practice teaching during weeks it IS given·------------------------------
12. Adjust to practice teaching gradUaliY--------------------------------------------
13. More pupils in class-------------------------------------------------------------
14. Do practice teaching in the spring in order to permit playground activitY--------

19 22 
18 20 
8 9 
8 9 
8 9 
6 7 
6 1 
4 5 
3 3 
3 3 
2 2 
2 2 
1 1 
1 1 

Tables 7 and 8 contain suggestions for improving the observation 
and practice teaching offered by the graduates of the rural elemen
tary-school curricula. The suggestions indicate that the experience 
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of the graduates has led them to consider the observation and practice 
teaching more vital and important than the teachers' colleges have 
seemed to do. They would increase the amount of both ; they would 
intensify both by increasing the amount of supervision, by giving 
greater direction to the observation periods, by holding conferences 
preceding them; by having more detailed follow-up work by means 
of reports, class discussions, and individual conferences. 

Moreover, of the 55 replying, 49, or 90 per cent, would have the 
observation and practice work done in rural schools in spite of what
ever extra time, effort, or expense may be involved. 

We are often asked Do the graduates of two-year curricula teach 
in rural schools~ Our data show that out of a total of 307 teaching 
years since their graduation from the curricula, 49 per cent of the 
time was spent in one-teacher schools; 7~ per cent in two-teacher 
schools; 7~ per cent in three-teacher or larger schools in the open 
country; 13 per cent in village schools, and 12 per cent in city schools; 
whereas the graduates of nonrural two-year curricula who entered 
one-teacher rural schools upon graduation spent but 35 per cent of 
their total teaching time in one and two teacher schools. 

THE FOLLOW-UP ACTIVITIES OF A TEACHER-TRAINING 
INSTITUTION WITH ITS GRADUATES IN 

RURAL SCHOOLS 

By E. C. HIGBIE 

Pruiden.~ Eastern State Teaaners College, Mattison, S. Dak. 

The idea of a follow-up system, together with a plan for its opera
tion, as developed by the Eastern State Teachers' College, South 
Dakota, has grown directly out of two or three specific problems. 
It has not been a theoretically thought-out addition to the work of 
our institution except as it may have been seen to be needed in ful
filling a general ideal of localized service.1 The specific problem 
that brought it into operation was a call from a superintendent to 
the effect that one of our graduates in his school was failing in her 
work. In response to his call we immediately sent a supervisor 
to the school in question, with instructions to stay with the situation 
for two or three days, if necessary, and either help the girl to solve 
her problems or induce her to resign to make it possible for us to 
nominate another candidate for the position. The supervisor re
mained at the school for two days and temporarily solved the diffi
culties. On her return the whole procedure was talked over very 
fully, and the organization of a system of field service resulted. 

1 See " The Plan, Function, and Organization of the Teachers' College," School and 
Society, Feb. 9, 1924, p. 163. ' 
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A contributing cause to the development of our follow-up activities 
may be seen by referring to map 1: 

Our institution is one of 14 colleges in the southeast quadrant 
of the State, all of which are permitted by the State department of 
education to train teachers. When it is remembered. that the 
State is predominantly rural and that its total population is less 
than 700,000, it will be seen that a real competitive struggle both 
for students and for placement of graduates is forced upon us. This 
fact led us to guard our placement reputation very jealously and 
to recommend for a position only those candidates whom we can 
back without much question. This policy has caused the institution 
to keep a heavy hand over its outgoing product and to be constantly 

MAP 1.-South Dakota-Population of each quadrant and llUiuber and location ot 
teacher-preparing Institutions In southeastern· quadrant 

on the lookout for any cause that might endanger our reputation 
or, as the business man would say," hurt our market." 

Before getting further into the discussion, may I introduce a 
second map to show our area of service: 

This map shows a localization of service which is in line with Judd 
and Parker's recommendation.2 We aim to concentrate upon an: 
area to the outer limit of which a stafi member can drive in any 
afternoon or early evening for visitation, conference, or an insti
tute. A questionnaire recently sent to the normal schools and 
teachers' colleges of the United States reveals the fact that 80 per· 
cent of the students in these institutions tend to come from an area 
whose radius is less than 100 miles, and that a similar percentage of 
graduates are placed in an area whose radius is only 50 miles: 

• U. S. Bureau of Edu('atlon Bulletin No. 12, 1016. 
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greater. Without doubt the majority of State teacher-training 
institutions should organize to serve localized fields. 

Another factor affecting the development of foUow-up systems 
was a realization on the part of those responsible for the conduct of 
the school that the needs of the area should be studied-that the area 
E"hould be surveyed to ascertain the number and kinds of teachers 
needed. This, of course, immediately forces the institution to con
sider very carefully the types of training to be offered. From the 
questionnaire referred to earlier, I found that about 20 per cent of 
the teacher-training institutions are beginning to make just such 
studies as are here indicated. May we hope that this is a beginning 
which, like the farm-management surveys promoted by agricultural 
colleges, may lead to very far-reaching results~ 

MAP 2.-Number and location of groduate-teachera served by Eastern State Teachera 
College 

A survey of field needs, localized service, and insured successful 
functioning of graduates within the local area are part and parcel 
of a wider service 3 which the teachers colleges are beginning to 
give. These are basic to any system of follow-up which may be 
organized as a part of an institution's field service. 

Eastern State Teachers' College has a director of field service who 
directs and has the assistance of a secondary supervisor, a senior 
intermediate supervisor, a junior intermediate supervisor, a primary 
Pupervisor, and a rural director. This, of course, is not a complete 
picture of this part of our organization, for the supervisors are in 

• " The Wider Concept in Teacher Training," American Educational Dfgeat, Ju:ae. 1927, 
p. 440. 
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reality a part of the division of education and training and directly 
responsible to its head. It does, however, give an idea of how the 
plan was worked into our general organization. The duties of the 
director of field service may be summarized briefly. She first learns 
the teaching locations of all previous-year graduates who are working 
within our service area. This is made possible through cooperation 
with the placement section, letters to superintendents, and special 
~Conferences with students just before graduation. She then formu
lates two letters, one to superintendents in which she offers her serv
ices to them while they are getting new teachers adjusted, and one to 
the graduate&-reminding them that the institution desires their suc
cess both for their own and their pupils' good .. 

Upon receipt of word from the field she first gives direct attention 
to em~rgency case&-and there are bound to be several of these-and 
next she begins to formulate itinerar,ies for the various supervisors, 
arranging her plans so that only one supervisor will be away from 
the institution at a time and usually for not longer than a week. 
So far as possible she arranges the trips so that supervisors will visit 
the cadets they themselves trained. Often, however, a supervisor 
will have included in her route some teacher in whose training she 
had no direct part and whose special field may not be so fully known 
to her. This problem does not cause the trouble one might think. It 
does not arise at all in the case of rural teachers, for the director of 
rural education at some time during a cadet's course comes into con
tact with every student preparing for rural teaching. 

The director of field service next arranges for each supervisor to 
become thoroughly fam.iliar with the background and college record 
of the students she is to visit. She also trains the supervisor in a 
fully organized procedure, including the use of such blanks, rating 
sheets, and record forms ·as may be deemed advisable. It should be 
noted, however, that such necessities are kept well in the background 
during the visitation. The details of the tr,ip are fully arranged in 
advance. Especially is this true in regard to rural visitations in 
order that the county superintendent may be in readiness to receive 
the visitor and to make the most of her tjme in the county. 

During the time the supervisor is away from the college the direc
tor of field service is responsible for her work in the training school. 
·Often, however, this is cared for by her assistants (room teachers) 
-or by her fellow supervisors. Upon the return of the supervisor the 
·director rece.ives her report, including all the records agreed upon . 
. At times conditions are such that a second and even a third visit is 
:advisable or necessary. One instance comes to mind where three 
·different staff members made five visits giving a total of nearly a 
week's time to- a case. 
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In addition to the function mentioned in the foregoing, the direc
tor edits, publishes, and sends out a four-page paper known as the 
Eastern News-Letter, which is full of helpful hints, personal items, 
and suggestive articles. It is designed to promote a certain unity 
among the graduates and to tie up their interests with those of the 
institution. She also provides a large number of specific help leaflets 
or bulletins which are sent out upon request for a small fee. All but 
the last are furnished without cost to the student-teacher. 

Although the director of field service is the center of the follow-up 
activities, she is not the only important factor. The visiting super
visors who trained the cadets are the factors equally important to the 
success of the work. Their service brings about a better adjustment of 
the student to his task as well as better adjustment of the institution 
to its work-it is to this back fire within the institution that one may 
first look for real results. As has already been indicated, the super
visor is the field-contact maker. After familiarizing herself with the 
previous work and background of the students she is to visit and after 
being trained to make the contacts properly and effectively and to 
compile the necessary records, she is sent directly to the counties. 
(I will limit myself chiefly to a discussion of the phases of the work 
in the rural districts.) The county superintendent takes her in charge 
and the real work begins. 

The following prcceclures and activities are given as reported by 
the supervisors: After a period of observation of the way a teacher 
conducts her work, and in the light of a previous talk with the super
intendent, the supervisor talks over the whole situation with the 
teacher, often making specific suggestions but usually trying to recall 
to the teacher's memory the training received. Sometimes this train
ing seems to have dropped completely out of the girl's consciousness. 
The supervisor is usually plied with questions after the first reserve 
is overcome, and she gives every possible encouragement, directing 
criticisms at the pupil response rather than at the teacher's acts. In 
addition to the above more or less basic procedure, she supplies refer
ences to helpful material, shows how to meet local needs, leads the 
teacher to objectify her problem, often takes charge of classes for 
demonstration purposes, writes out suggestions for future or further 
attention, etc. If a group of the teachers can gather for an evening 
or Saturday conferen~e she meets with them, encouraging them to 
consider their problems together. · 

A very important phase of the work is the contact o:f supervisors 
with superintendents. All too often these officers are untrained or 
inexperienced in supervision, although they may be excellent admin
istrators or classroom teachers, and the supervisor can be a real help 
to them in leading them to see their supervisory . problem. It may 
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not be a difficult task to give the superintendent a great deal of 
direct help when the supervisor can work with him on specific cases. 

Another contact that may be necessary and very important is with 
the school board. Sometimes the board members are up in arms 
and need to be calmed. More often they are apparently helpless 
before • real problem, and, if so, they respond most willingly to 
the work of the visitor. One situation of this kind may be men
tioned as an illustration. It concerned the relationship of a 
failing teacher in a small village with her superintendent. The 
problem had become so acute that the board would will.ingly have 
dismissed both if it could; but the law, as you know, makes it neces
sary to prefer very definite charges of incompetence, immorality, 
or the like, and such procedure is not only distasteful and uncertain 
but may cause serious neighborhood complications. The situation 
was patched (the right word) up until the end of the year; and as a 
·result, instead of carrying out a threat never to engage another 
teacher from our college, the board now has nearly all of its· staff 
members from our institution. 

I have suggested the importance of the readjustment resulting 
within the institution. This shows itself in various ways. It com
pels us, first of all, to look to the material we undertake to train. So 
far as rural teachers are concerned, a real problem is here presented. 
In some ways this is more acute since the level of training has been 
raised above the secondary field. So many village and city high
school graduates present themselves for training in the one-year 
course because it provides the quickest route to earning that the 
market tends to be flooded with partially prepared girls entirely 
unsympathetic with rural l.ife and rural problems. The city girl 
who is serious minded and alert can make a success in a rural school, 
but too many who elect this for their beginning field of work are 
not adapted either by nature or nurture to the task. Elimination 
must be made or else those not naturally fitted must become fitted 
through longer training and more matur.ity. Elimination is not 
popular and sometimes it hits in unfortunate places, but it is often 
the only way. At first our policy drew local fire because of the 
effect upon our total enrollment, but business men are beginning to 
see the " market " idea and are changing their attitude. A sentence 
from an unsoljcited, favorable editorial from a paper well away 
from the school will illustrate the word that has gone out regarding 
this point: 

The Madison Normal sends home a considerable number each year when it 
finds that they are not seriously disposed in their work or for any other cause 
that is justifiable to the taxpayers of South Dakota. 

Two other aspects immediately become evident when the effect of 
the follow-up work on the institution itself is considered. The super-
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visor, as she continues year after year to carry on her activities, 
naturally becomes enamored of certain devices, procedures, and 
philosophies in her training work. These become habits; she feels 
comfortable and contented with them as she gains in power in 
transferring them to her students in training. Moreover, they work, 
really work, under the more or less artificial conditions of the train
ing school where there are longer class periods and more time for 
preparation. But imagine her chagrin at finding these "pet " 
schemes of hers misapplied or not applied at all when she visits her 
own pupil in the field. She is, of course, inclined to "go to the mat" 
with the teacher on these matters, but some simple, unexpected ques
tion from the cadet will cause her to halt and reevaluate her whole 
procedure; and this is of no small benefit to herself and to her in
stitution. And growing directly out of this, a second phase calls 
not only for changes in devices and methods but for revised curricula 
worked out under a new burden of practicability and adaptation. 
The fact is that we at Madison are becoming ashamed of our almost 
yearly request for curricula approvals from the State department 
of education and the regents of education. 

A third effect upon the institution has also been referred to, namely, 
more careful placement. Some day we shall survey our areas both 
as to types of work needed and amount of product required; then 
we shall proceed to manufacture what the market demands. (Do not 
mistake me in concluding that the teachers' college should be a fol
lower rather than a leader. Even manufacturers largely "make " 
their market.) Our placement work then will be much more im
portant than it now is. Its importance will swing more to the needs 
of the situation and less to the needs of the teacher to be placed-a 
result already in evidence. One county superintendent has made 
two annual visits to our institution and spent several days interview
ing prospective teachers for the one-room rural schools in her county, 
which is on the very edge of our area and yet uses from 20 to 40 of 
our students each year. Such procedure as this on the part of city 
superintendents is common, but it is an innovation for county 
superintendents. 

A fourth general effect upon the institution 1s the necessity of 
organizing a real off-campus service. Medieval walls and ramparts, 
old philosophies and theologies are out of order in this modern qn
believing world. Taxpayers are no longer content to have their 
money appropriated year after year and see no results therefrom. 
Moreover, they are demanding that results be measurable and prac
tical. Education is facing the acid test of proving its real worth to 
its supporters, and rightly organized and conducted off-campus serv
ice is one way to do this. 
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The following are a few of the more significant statements recently 
made to me by visiting supervisors regarding the effect of the work, 
as they see it, upon the teachers visited and upon the supervisors 
themselves. 

Effects upon the teache-r visited: "Eager to have supervisors 
come; " " Frequent questions arise regarding specific difficulties; " 
" Send in project and enterprise descriptions for publication; " "De
cision to get more training; " "Direct attention to individual prob
lems, their diagnosis, and the formulation of remedial measures; " 
" Ties teacher up to her graduating institution; 'r " Keeps teacher 
growing; " " Keeps teacher on her toes; " " Directs teacher to com
munity as well as pupil needs; " " Develops a sense of the importance 
of rural teaching." 

Effects upon the supervisor and school: "Realizing wherein theory, 
methods, and devices are not really functioning; " " Convinces super
visor that she must promote more student activity in her classes as 
opposed to supervisor activity" (real training v. course offerings); 
"Brings instruction down to earth;"" New evaluations of what is 
most worthy to be stressed ; " " Shows the need of broadening th~ 
basic training, especially for one-room rural teachers;" "Draws su
pervisors together to consider related problems; " " Familiarizes 
supervisor with the work of schools into which her teachers go; " 
" Enriches teaching with problems direct from the field ; " and " Pro
motes curriculum attention and revision." 

At the end of the first period of our follow-up experiment the 
director of field service made a special report of the work, stating 
the conclusions he and his staff had reached. This summarizes the 
whole· matter, and I am including it at this point: 

CONCLUSIONS FROM FOLLOW-UP WORK 

December, 1925 

1. Our group of visiting instructors this fall feel that the greatest 
need of the teachers visited is better lesson planning. It was there
fore determined that this point should receive greater emphasis, 
both in student teaching and in professional courses managed by 
the supervisors who visited. The advisability of using two types of 
lesson plans (one of them the regular detailed . plan used by the 
training school for student teaching and the other an abridged plan 
that could be used by the teacher who has from two to eight g:r;ades 
to plan for each day) was considered. The working out of the sug
gestion was left to those directing student teaching or those teaching 
methods classes. 

2. Another need of the teachers in the field is a different type 
of seat work, purposeful seat work which can be correlated with 
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the subjects taught and which will serve both to test the child's 
learning and as a check on the teaching. Supervisors decided that 
this need would be met better for students in training by having 

· them actually make types of seat work to use next year, and that the 
need of our students or graduates in the field can be partly met 
by having samples of this seat work made by the classes in training 
and sent to those who need this help. This idea, too, will be tried by 
other instructors to whom a visiting instructor reports a need by 
some student in the field. 

3. Supervisors are considering the possibility of concentrating on 
teaching skill in one or two subjects in different grades. An attempt 
is already being made to develop in each student skill in teaching 
both a drill subject and an informational subject in different 
grades. 

The extent and the character of our follow-up activities for the 
two-year period from March 1, 1925, to March 1, 1927, are here 
summarized in tabular form : 
1. Students visited in grade schools------------------------------------- 114 
2. Students visited in rural schools ______________________ ___ ____ _________ 128 

3. Towns visited-------- - - - - - - ---------------------------- - ------------ 31 
4. Towns visited twice or more________________________ _________________ 11 

5. Counties visited--------------- ---- ---------------------------------- 16 
6. Counties visited twice or more_________________________ _____________ 5 

7. Instructors in field ---- --------------------------- ------------------- 13 
8. Days devoted to visiting in the field--------'---------- - --------------- 130 
9. Weeks of visitation-------------------------------------------------- 26 

In addition to the above, the following basic convictions are emerg-
ing from our experiment : 

1. Need for limitation of service area. 
2. Specific survey of area needs. 
3. Specific training curricula. 
4. More care in selecting students. 
5. More care in placing graduates. 
6. Need for an apprentice year conducted under direction of the graduating 

institution. 

4. Reports show that for the most part the need for help could 
be met by the adaptation to that need of the training already given 
in the college. This means that so far as we are able to learn from 
the students visited the need is not to give a new or different train
ing in the college, but simply that we make what we do give fit the 
field situations better, especially as it concerns such problems as 
pupils: study, extra recitational instruction, ability to apply best 
educatwn methods to the Dakota course of study, and an all-round 
preparation for the rural teacher. 

5. In trying to prepare teachers to fit specific field situations, a 
need which the visits have vividly improosed upon us, we must be 
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careful lest we lose the position that a normal school should main
tain, namely, that of a leader rather than follower in the State educa
tional program. We must lift the field situations rather than be held 
down to them. 

6. Opinions of visiting supervisors regarding the work are that it 
wiU be worth the time and money it costs for what it brings back to 
the college and for the help it can give to the beginning teachers. 
The supervisors are not ready to estimate the value of follow-up 
work for the strong and experienced teacher in the field. 

7. Letters from superintendents whose teachers were visited in
dicate that they are hopeful with respect to this service. The gen
eral feeling seems·to be that the work will be much more helpful if 
carried on early in the year. 

In order to learn the attitude of the teachers' colleges in the United 
States and to determine just what is being done in the matter of 
follow-up service: I included a question on this point in the question
naire previously referred to. A typical answer received is as 
follows: 

Circular letter is sent out by placement bureau each year in order to get 
information regarding the success of our graduates. 

Of course, we all receive this sort of inquiry from the institutions 
from which we get teachers, whether they are heads of departments, 
room teachers, or what not. This is not follow-up work; for one 
thing, it does not cost enough to be follow-up work. Real follow-up 
work results from a realization on the part of the institution of its 
responsibility for the success of its product-a responsibility that 
influences the entire work of the school in careful selection, in specific 
and detailed training, in the development of attitudes, in provision 
for background culture, in studying and fitting the candidate to the 
position, and in holding a hand both heavy and helpful over the 
student-teacher until she really becomes a teacher-student. 

It is not fair to assume that the teacher-training institutions are 
doing practically nothing in line with this broader responsibilty 
which I have tried to define. In several of them very significant 
developments are under way. May I call attention to two that 
should have more than passing mention? One is the 1¥estfield Con
ference,4 which one can well hope will be continued and developed 
to the limit of its possibilities. The other is an annual home-coming 
day at Towson, Md. Miss Tall, the president of Towson, writes: 

The definite aim of the conference is to have these young teachers who have 
been out not more than two months bring back their discouragements in order 
that they may shed some light on what we did not do for them. This is 
honestly and definitely the purpose of the meeting. We, of course, have 

•" First Westfield Conference for Young Teachers," School and Society, June 18, 1927, 
p. 729. 
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luncheon and fun and a dane.! at night. That is not only to tie the young 
graduates to the school ; the real purpose Is an analysis of our work with them. 

A circular sent to graduates in October, 1927, suggests the following tentative 
program and asks for preferences as to topics : 

CJ. The maladjusted child who gives me trouble with discipline. 
11. Beginning reading. 
o. What the normal school failed to do for me, 
tJ. How I missed my opportunities at the normal school. 
e. My own spirit In meeting situations that are difficult but which I will 

not allow to defeat me. 

Since this is a rural conference, may I suggest that in spite of the 
fact that this service will tend to become an urban service, because 
of the greater ease of organization and the wider recognition it may 
receive, its. most important results will be within the rural schools 
where expert supervision is so hard to effect and where, because of 
the complexity of the problem and the inferior training of the 
teachers, it is so much more needed. It occurs to me, therefore, that 
we might urge it, in its beginnings at least, as a rural service. To 
do this we should insist that it be placed in the hands of persons dis
posed to stress the rural problem even at the expense of other phases 
of our work. 

ADJUSTMENT OF THE SUPPLY OF AND DEMAND FOR 
QUALIFIED TEACHERS-THE STATES PROBLEM 

A. F. MYERS, 
Director, Teacher Tralmno, Ohio UntverBifl/, Alh8118, Ohio 

One of the most important contributions which scientific manage
ment has given to society is its insistence upon the importance of 
proper selection and adequate supply of personnel. An adequate 
supply of personnel no longer means an oversupply, an abundance 
of cheap labor, as it once did in certain American industries. We 
have recognized that the best interests of all of us w.ill be served 
when in each industry and profession there are neither too few nor 
too many of us engaged and when each of us is well qualified to do 
the work which he is doing. The industries in America which are 
experiencing the greatest difficulties to-day are those in which the 
supply of workers is greatly in excess of the demand. An outstand
ing illustration of this is :found in the coal industry where there are 
at least twice as many miners as can be given employment. 

In the teaching profession very little has been accomplished jn 
the way of securing a proper relationship between the supply of 
and the demand for well-qualified teachers. Indeed, there are few 

· States in which the proper officials know even approximately the 
number of new teachers needed annually. The necessity for know-
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ing not only the number of new teachers needed annually in each 
State but also the number needed for each type of teaching 'service 
s.hould require litUe demonstrat.ion. Society has a right to demand 
that there should be a well-qualified teacher in each classroom. If 
such a condition does not prevail the purpose for which that class
room exists will not be served. Society, which pays the bill, has a 
right to insist that we should know how many teachers we need to
train for each type of teaching service and that we train them 
accordingly. 

The need for reliable information relative to the supply of and 
the demand for trained teachers was probably never as great as it is 
now. Considering the country as a whole, and particularly in non
urban communities, we are only now approaching the period when 
we may expect to place a trained teacher in every classroom. We 
have never before even approached this highly desirable situation 
with respect to any teaching field, and therefore there has not been 
the necessity for being greatly concerned over the relationship of 
supply and demand, except that we knew the supply of trained 
teachers must be increased. 

During the past two or three years, in the opinion of many educa
tors, the slipply has caught up with the demand. In one sense this 
is probably true. It is true that there are now enough applicants 
for teaching positions. It is even true that there are people with 
adequate training for teaching who have been unable to secure posi
tions. What many of us have failed to consider, however, is that for 
every well-trained person who failed to secure a teaching position 
this year there were many inadequately trained people who did 
secure such positions. 

This, in the opinion of the speaker, is one of the most serious 
aspects of the situation. The situation in Ohio illustrates the point 
perfectly. In 1926-27 there were 5,446 new teachers in Ohio. By a 
new teacher we mean a teacher who had never before taught in Ohio
In the preceding year all of the institutions in Ohio which train 
teachers succeeded in training for teaching only 3,689 people with 
two years or more of training. Of these 3,689 people trained for 
teaching, only 2,464, or 67 per cent, accepted teaching positions in 
publjc schools of Ohio the next year. Making due allowance for 
those who returned to the teaching profession after a period of 
absence and for those who entered Ohio from other States, we seem 
to be justified in concluding that in 1926-27 approximately 2,500 new 
teachers entered the teaching profession in Ohio with less than two
years of training beyond the high school. Of this number the great 
majority had · received only one year of training. In 192~26, 51 
county normal schools in Ohio trained with one year of training 
1,076 people. Of this number, 932, or 87 per cent, accepted teaching 
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positions in Ohio public schools the following year. The number 
of trained teachers in Ohio who were unable or unwilling to accept 
teaching positions in the public schools of the State was sufficient 
to offset the entire contribution of the county normal schools and 
nearly 300 more. 

This situation justifies the conclusion that in Ohio one of the mos~ 
important problems in connection with providing trained teachers 
for its public schools is that of eliminating the cheap competition 
in order to give the trained teachers an opportunity to s~cure 
employment. 

In Ohio the discrepancy between the supply of trained teachers 
and the demand for new teachers is greatest in the elementary 
field, provided we accept the standard of two years of training 
for elementary teaching and of four years of training for high
school teaching. Certainly few would care to argue that the stand
ard proposed for elementary teaching is too high. In all of the 
teacher-training institutions in 1925-26 in Ohio, 1,487 people were 
given two years or more of training for elementary teaching. Of 
this number, 1,106 accepted teaching positions in the public schools 
of the State in 1926-27. In the same year 3,656 new teachers were 
appointed to teaching positions in the elementary schools of Ohio. 
In the high-school field, leaving out of account the special fields, 
1,757 people were trained for teaching with four years or more of 
training. Of this number, 1,011 accepted teaching positions in the 
public schools of the State in 1926-27. In that year 1,281 new high
school teachers were appointed. Our situation, then, seems to be 
that we are training too many high-school teachers in Ohio and far 
too few elementary teachers. 

This condition should not be a source of surprise to persons who 
are familiar with educational affairs in Ohio. In the first place, 
Ohio claims the distinction of having more colleges than any other 
State. I believe the validity of this claim depends somewhat upon 
one's interpretation of what constitutes a college. Leaving out of 
account the 51 county normal schools which were in existence in 
Ohio in 1925-26, there were 68 institutions engaged in training 
teachers in Ohio in that year. Of these institutions 40 are denomina
tional and endowed colleges. They were interested primarily in the 
training of high-school teachers. There are five State-supported 
institutions which in 1925-26 trained 665 people for high-school 
teaching and 524 for elementary teaching. In 1925-26 the county 
normal schools of Ohio trained twice as many students for elemen
tary teaching with one year of training as did all of the State 
institutions combined, with their standard of two or more years of 
training. Many students entered the teaching profession after at-
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tending the State institutions and other institutions for a period o£ 
only one year. 

I have attempted to present a sufficient number of details of the 
situation in Ohio to demonstrate that in one State at least the 
problem of the adjustment of the supply of and demand for qualified 
teachers needs attention. The situation may be summarized as 
follows: 

(1) Too many high-school teachers were being trained. 
(2). Not enough elementary teachers with standard training were 

being trained. 
(3) However, those who were trained for elementary teaching 

were unable to secure positions due to the large number of 
candidates with less than standard training for the same 
position. 

(4) Too many weak agencies were training teachers in Ohio. 
All of these points have a very definite bearing on the prob
lem of the adjustment of supply and demand. What should 
the State of Ohio do about such a situation? 

In order to answer this question it may be profitable for us to con
sider the extent to which we wish to accept the principle that the 
training of teachers is a function of the State. Do we believe that 
all teachers should be trained in State institutions? Or do we be
lieve that some teachers may be trained in non-State institutions 
which are approved by the State? In Ohio we have held quite con
sistently to the latter interpretation. Now, if the State is going to 
delegate part of this responsibility for training its teachers to cer
tain non-State institutions which desire to train them, it seems clear 
that the State should assume the responsibility for determining and 
enforcing standards which these institutions must meet. Prior to 
1927 Ohio failed completely in this direction. What it will do in the 
future remains to be seen. The policy of the State department of 
education in the past may best be summarized by this statement: 
"Prevent a teacher shortage at all costs, regardlP.ss of standards." 

When a situation exists such as exists in Ohio, in which many 
teachers with standard training are unable to secure positions or are 
unwilling to accept positions for the salaries which are offered and 
in which one-half of all the new teachers possess less than standard 
training, the State has a very definite responsibility for correcting 
the situation. The only good reason for the certification of teachers 
with less than satisfactory training would seem to be that a sufficient 
number of teachers with satisfactory training is not available. 
When a situation exists such as has been described there would seem 
to be a need for raising standards for certification. 

In such a situation there seems to be clearly presented also an 
excellent opportunity to eliminate short teacher-training courses 
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such as are offered in county normal schools in Ohio and in high
school training classes in some States. The county normal schools 
in Ohio provide one year of training beyond the high school. Since 
1925-26 the State department of education has followed a policy 
looking toward the elimination of these institutions. County normal 
schools were first established in Ohio in 1914. They were most 
numerous in 1922-23, when there were 56 of them in operation. 
During the next two years there were 52 each year. In 1925-26 
there were 51. In 1926-27 there were 30, the imallest number since 
these schools had been established. During the present school year 
there are 13 of these schools operating. 

As was stated before, the State should assume the responsibility 
for determining the· number of new teachers needed annually for 
each type of teaching service. Actually, the State's entire teacher
training program should be guided by such information, ·and in 
the absence of such information must proceed by hit-or-miss methods. 
1Vith,out such information it is difficult to understand how any 
teacher-training institution can hope to determine with any degree 
of accuracy the fields for which it should train teachers. In a State 
such as Ohio, where so many agencies are engaged in the task of 
training its teachers, it is especially important that some central 
agency should be charged with the responsibility of collecting and 
disseminating reliable information regarding the teacher-training 
needs of the State. The State department of education is the proper 
agency to do this work. The teacher-training agencies should be kept 
constantly informed by the State department of education regarding 
the number of teachers for each type of teaching service who will be 
needed for service in the public schools of the State. 

The reason for the failure of the State department of education to have such 
important information is not difficult to find. The State department of edu
cation in Ohio has no division of research. Such a division is absolutely 
necessary in order to secure such vital information as that regarding the annual 
teacher-training needs of the State. Until the State department of education 
is able to establish a well-organized and well-staffed division of research which 
will make annual studies of the teacher-training needs of the State, as well 
as of the many other problems on which the department needs reliable informa
tion, the teacher-training institutions of the State must continue to train 
teachers more or less by guess. 

Another important service which the State department of education should 
re-nder to the teacher-training institutions and to the public schools of the 
State is in the problem of the placement of teachers. This again requires that 
the department should be in a position to collect and disseminate facts. Dur
ing that portion of the year when teachers are being placed the State depart
ment of education should receive frequent and regular reports from the 
teacher-training institutions regarding teachers yet to be placed, and from the 
employing officials of the public schools, regarding vacancies to be filled. The 
institutions should provide the State department of education with complete 
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copies of the credentials which they use in their placement offices. With 
this information at its disposal, and with an adequate stair for carrying on 
the work, the State department of education would be in a position to render 
a real service to the schools of the State by seeing to it that the teachers 
who were trained were placed in positions for which they were trained 

ADJUSTMENT OF 
FOR QUALIFIED 
PROBLEM 

THE SUPPLY OF AND DEMAND 
RURAL TEACHERS-THE STATE'S 

By CHARLES EVERETT MYERS 

Research Secretary, Pe-nnsyl1:ania State Education Assooiat.i<otl, .YOQ North Tohird Street, 
Harrisburg, Pa. 

The State's problem in effectively supplying the demand for quali
fied teachers hinges upon the attitude the State takes toward defining 
"qualified teachers." In 1921 Pennsylvania legalized the traditional 
ideal of the profession and made it mandatory that beginning with 
the school year of 1927-28 all persons certified to teach be graduates 
of a standard two-year normal school or its equivalent. The tend
ency is strong to interpret the law to mean two years of regular 
resident work in the normal schools or teachers' colleges. The con
ditions have been favorable and the law has been effective for the 
State as a whole, but over 8,000, or about 20 per cent of the elemen
tary teachers of the State, are teaching in one-room schools, and for 
1926-27 just 23 per cent of these were normal-school graduates. 

Diagram 1 shows how the normal-school graduates in one-room 
schools are distributed over the State by counties. The unexpected 
white areas in the black belt can be accounted for, at least partially, 
by the special attention given to in-service training of various sorts. 

The average length of service of a normal-school graduate in the 
one-room schools is over 12 years, while Taylor 5 gives the average 
length of service of all normal-school graduates in the State as less 
than 8 years. Thirty-seven per cent graduated before 1921. 

It appears that there are two rather distinct types of normal
school graduates in Pennsylvania who teach in rural schools: First, 
those who for some reason are willing to teach in rural schools for 
many years; and second, those who are forced to accept such posi
tions the first or second year out of school. During the last few 
years, with an increasing supply of normal-school graduates, the 
second type of teacher is becoming more numerous and in some 
sections has created a problem of social and professional malad
justment that is really serious. The administrat.ion of the law 
requires the superintendent and school board to employ the normal-

• Taylor, W. S. Development of Profess ional Education ot Teachers in Pennsylvania. 
293 pp. Lippincott, Philadelphia. 1924. 
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school graduate, if she will accept, without regard to her social fit
ness for the position in question. In many rural communit~es the 
ability of the teacher to conform to certain social and economic con-
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ditions is essential to her usefulness as a teacher in that community. 
Her ability to make the unchangeable living conditions which she 
finds contribute to her comfort and happiness is essential to con-
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tinued school efficiency. The long average service of normal-school 
graduates in one-teacher schools shows that on the whole they are not 
as transient in these. positions as one often hears. Whether those 
who are relatively permanent in one-teacher schools are efficient is 

· another question. Why a large proportion of the normal-school 
graduates who teach in rural schools have long service records in 
these schools is also another question. 

The normal schools of the State train 5 per cent of their graduates 
for the one-room school positions, which constitute 20 per cent of the 
elementary school positions in the State, whereas 7% per cent of the 
graduates actually teach in these posjtions. 

According to King,6 14 per cent of the one-room schools were 
taught by normal-school graduates in 1917-18. The number of one
room schools has been decreasing during these nine years. There 
were 1,564 normal-school graduates teaching in these schools in 
1917-18, as compared with 1,830 in 1926-27, an increase of 266 in 

DIAGRAM 2 

nine years, or about 30 per year. Diagram 2 shows the percentage 
of growth and asks a question. If the progress during the past nine 
years of intensive effort justifies a prediction, the answer is 77 yean;. 
If the number of one-room schools remain the same as now, adding 
30 normal-school graduates a year, Pennsylvania would reach its 
legal goal in 273 years. 

From the foregoing facts it would appear self-evident that the 
legal certification requirement of a minimum training of graduation 
from a two-year normal school or its equivalent either has had little 
appeal to the one-teacher school situation outside of 12 to 15 counties 
or else the methods for achieving the ideal have been impracticable. 
That it is impracticable for the prospective teacher to spend two 
years', time and $1,500 to $2,000 to qualify for an eight months' job 
at $100 a month does not need presentation. The generalization 
that the salary schedule and certification are the foundation for a 
State program for the professional preparation of teachers is easy to 

o King, LeRoy Albert. Status of the Rural Teacher in Pennsylvania. U, S. Bureau ot 
Education, Bul. No. 34, 1921. 
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defend. But the value of an ideal will be established before a. pro
fession is justified in exerting itself to make it operative. It is 
reasonable to start with the assumption that professional efficiency 
will be increased by specialized tra.ining, but educators have been too 
free to accept common observation evidence and philosophizing in 
builging up the nature of the training. 

Last year 13 State teacher-training institutions and the research 
division of the Pennsylvania State Education Association attempted 
to coordinate their work in 14 separate un.its of the same experiment 
to determine the effect upon pupil learning when the pupils were 
taught: 

1. By normal-school graduates from the regular rural course. 
2. By normal-school graduates from other than the rural course. 
3. By relatively untrained teachers. 
Twelve units of the study were completed and the results are 

being interpreted. More reliable and more extensive data of the 
same nature are being collected in a· different manner this year and 
the organization is expected to continue this year's plan on for several 
:vpars. Other States and institutions should organize similar studies 
.:.o that the findings in Pennsylvania may be classed either as local 
or general. 

Diagram 3 is presented to show that there is more than personal 
opinion or Iogie to justify ra.ising the question as to the effectiveness 
of present normal-school training for rural teachers. Seventy-seven 
per cent of the one-teacher schools were taught by nonnormal-school 
graduates, yet the learning efficiency of their pupils ranks highest. 
Undoubtedly, there is a constantly increasing percentage of normal
school graduates as the size of school increases. This would indicate 
a negat.ive correlation between professional preparation of teachers 
and the learning efficiency of pupils. These results may appear 
startling to some, but they represent the general trend of all standard 
test data which I have been able to interpret from the Virginia State 
survey to the present, though all these studies emphasize conclu
sions in harmony with professional tra.dition about the superiority 
of the urban school. Diagram 4 (the black bars alone) represents 
the same data as Diagram 3, presented in the customary manner. 
Each diagram is equally true, but each represents a different fact. 

When the "back-to-the-farm" movement made no headway or 
constantly got people into trouble, it eventually evolved that it was 
highly undesirable from almost every point of view. It is untenable 
that professional preparation of teachers is undesirable, but present 
evidence and past experience justify a searching inquiry into the 
desirability of the type of preparation ordinarily approved. Upon 
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what foundation does the legal definition of "qualified teachers " 
rest¥ What justification is there for the usual normal-school curricu
ltum for rural teachers~ The answers are one, namely, professional 
tradition and philosophy unverified. The real need at present is the 
experimental testing of promising theories. Personally, I would 
consider it an economic waste for Pennsylvania to spend more than 

1-t 2-t 3-t 4-t 3rdC 

DxAa:a.ux 3.-AnnuaJ learning elllcleuey in schools of varying size ; based upon stand
ard test scores In school achievement, mental abli1Q', and length ot school term 

is now being spent to expand and extend the present type of training 
for rural teachers. 

One type of training which appeals to me as well worth trying, 
experimentally, is suggested by experiments in measuring the results 
of so-called" supervision," 1 or more accurately described as in-service 

'Pittman, M. 8. The Value of Supenllllon. Warwick and York, 1921. 
Educational Bulletin No. 74. Indiana State Department of Publlc Instruction, 1924. 
Crabbs, Lelah Mae. Measuring Elllcleney 1n Supervlslon and Teaclliq. Teachers Col-

lege, Columbia Univenlty, 1925. 
Michigan Education Association. The Value of SupenlBlon 1n the Rural Schools of 

Oakland Cooney. Lansing, 1926. 
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professional education. A few years of teaching under such direc
tion emanating, possibly, from the teachers' colleges and the county 
superintendent's office might be shown to merit a normal-school 
diploma. It is altogether possible, personally I think probable, that 
the failure of the legal requirement of graduation from a normal 
school to become fully effective in one-teacher schools may not be 
due at all to the high standard but to the type of training the stand
ard represents. Even a higher standard of a different type might 
be supported under present conditions if it were made to order to fit 
those conditions. 

EDUCATIONAL, MENTAL AND CHRONOLOGICAL AGES OF EIGHTH GRADE 
PUPILS IN SCHOOLS OF VARYING SIZE 

• M.A. E.A.M.A. E.A.M.A. E.A.M.A. 
1-tchr. 2-tchr. 3-tchr. 4-tchr. 

-Educational Ago UMental Age -chronological Age 

DIAGRAM 4 

It may be feasible for many normal schools to inaugurate the type 
of experiment in supervision referred to above with the added ele
ment of measuring the acquisition of knowledge by the teacher and 
comparing her general professional growth with that of similar 
persons who go through the traditional resident courses. The set-up 
for the experiments should include such formal instruction as is 
thought desirable with classes meeting on certain Saturdays and 
during the summer. It should be determined just what preparation 
can be secured best on the job and what can be secured best in 
residence. 

Such a plan for giving professional training has, in my opinion, 
the following advantages over resident training: 
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1. It is cheaper. If one teacher trainer, with a total cost of $5,000, 
were assigned 50 rural teachers, the cost would be $100 per year per 
teacher, or $400 for four years' training. The resident training costs 
the State about $400 each year, or $800 or more for each graduate, 
and in addition the graduate has been to greater expense without 
any earning income. Hence, the cost to the State should be less than 
half the present cost and the total cost to the individual only a pit
tance compared with resident study. 

2. The waste due to failure to teach is eliminated and that due to 
short service is minimizea. 

3. The proposed in -service training would tend to select trainees 
who have grown up in one-teacher schools and who are already 
skilled in living under rural conditions. 

4. The trainee develops in the environment of her work and learns 
to idealize what she is doing as she grows in efficiency. I believe that 
every worker should idealize his job rather than some other job. 
Rural teaching is different from urban teaching, and it is impossible 
to do a good job of training for one in the environment of the other 
or when the other is idealized. Who would think of training a 
dentist in a school for oculists, or what reason is there for a teacher 
of dentistry to feel that it is his bounden duty to inform his students 
concerning the methods of the oculist and idealize the advantages of 
that profession W 

The big challenge to educators to-day is to develop professional 
information through scientific experimentation. The field of rural 
education in general and the training of rural teachers in particular 
offers an exceptional opportunity for such activity. We know that 
the type of experiment advocated here will pay big dividends in 
terms of pupil advancement, and if we can show that it meets the 
need for the professional preparation of teachers we shall have made 
a great and effective stride in professional knowledge and efficiency. 

STATE LEGISLATION AND REGULATIONS TO GUAR
ANTEE AN ADEQUATE PROFESSIONAL STAFF FOR 
RURAL-SCHOOL POSITIONS 

By NED DEABBOBN, 

S~te Deparlmen' ot Bauca,«on, Netr~ Yorlll 

An adequate professional staff for rural-school positions is 
dependent upon such a variety of factors that it is unsound to divide 
or scatter the responsibility for leadership in the solution of this 
problem. There is a diversity of types of professional work to be 
done in the rural sehools which is commonly expressed by such terms 
as teaching, supervision, and administration. In addition to various 
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types of service there are many types of schools classified as rural 
schools. The most commonly accepted definition of a rural school 
is that school which is located in a community of 2,500 population or 
less. In addition to teachers and supervisors of the regular elemen
tary and secondary school subjects there are teachers and supervisors 
of special subjects. From the standpoint of administration rural 
schools are classified from the one-room elementary school to the 
large consolidated school including an elementary department, a 
junior high school, a senior high school, and all of the special 
features which modern education has introduced. 

The quality of the personal service which is secured for rural 
schools is determined in large part by the working conditions of the 
rural school, by the living conditions of the rural community, and by 
the financial remuneration for rural-school service. All these matters 
are in turn in large part dependent upon the wealth and taxing power 
of the local school district, the unit of educational administration, 
and the supplementary financial assistance given by the State. The 
importance of comparing working and living conditions and finan
cial rewards with the same factors in urban schools and with other 
occupations must not be overlooked. These factors, interrelated as 
they are and forming a very complex problem as they do, determine 
very largely the conditions of supply and demand. 

·with the distribution of natural wealth and acquired wealth as 
uneven as it is, it is perfectly clear that some school districts, par
ticularly in those States where the local school district is small, will 
be less able to pay for adequate educational facilities than others. 
Good school administration has long since concluded that under such 
circumstances the State is under obligations to equalize the educa
tional opportunities for all of its school children by increasing the 
amount of State subsidy for local school districtst· ·where any 
€Xtended plan of State subsidy is in operation there has been a com
panion policy of State direction and control. Therefore, it seems in 
this discussion we may begin with the assumption that there should 
be a centralized plan of State direction and control. 

The second assumption has to do with the relative amount of legis
lation and State board of education regulations providing an ade
quate professional staff for rural school positions. Due to the fact 
that State legislatures are concerned with a great variety of matters 
outside of the field of public-school service, it may be assumed that 
the formulation of policies and regulations for the administration 
and supervision of educational procedures should be left in the hands · 
of a special board or commission created for the purpose. Such a 
practice has ample precedent in practically every phase of State 
work. For example, in New York State we have State departments 
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for the administration of farms and markets, audit and control, bank
ing, charity, civil service, conservation, correction, executive, health, 
insurance, labor, law, mental hygiene, public service, public works, 
State taxation and finance-also education. When such departments 
are created by the State legislature, and when their acts are as closely 
supervised as they an by the legislature through the granting of 
appropriations it is desirable that legislation should be reduced to a 
minimUm.. Dissatisfaction with the policies and regulations of a 
State department is very definitely reflected and at an early date in 
the appropriations gnnted l1y State legislatures. 

In view of the ~POing a..~ptions, the following recommenda
tions are made with :reference to State legislation effecting the guar
anty of an adequate professional sta:ff for rural-school positions: 

( 1) There should be a Jaw creating as an integral part of the 
State government an education department charged with the general 
management and supervision of all public educational work of the 
State. The determination of policies of the State department of 
education should rest with a State board of education upon the 
recommendation of the responsible head of the State department 
of education, namely, the State commissioner of education. The 
State board of education should be a lay board and nonpolitical in 
character. In New York the State board of education is known 
as the board of regents, the membership of which is three more 
than the existing number of judicial districts of the State. The 
members are elected by joint ballot of both houses of the legislature 
and for a term of years corresponding to the number of members of 
the board. The members of the State board of education should serve 
without salary and should be so elected that the membership is 
rotating. The result of the plan in New York is a State board of 
education unbampered by political affiliations and representative of 
the entire population of the State. 

(2) There should be a ·law authorizing the State department of 
education, through its chief executive, to formulate and administer, 
'subject to the approval of the State board of education, necessary 
policies and regulations. The State department of education, all 
members of which should be appointed by the State board of educa
tion on the recommendation of the State commissioner of education, 
should be professional people whose knowledge of conditions affecting 
education and whose training and experience as educators fit them 
for the heavy responsibility of formulating and executing policies
the State board of education, a lay board, as indicated before, serving 
as a necessary check. 

(3) There should be a law providing for required subventions by 
the legislature through appropriation acts: (a) To enable the State 
board of education to organize and maintain an adequate sta:ff of 
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assistants for the State commissioner of education in the State de
partment of education; (b) to enable the establishment and mainte
nance of adequate facilities for an effective program of preparation 
for administr'ators, supervisors, and teachers; (c) to enable local 
school districts to create and operate an effective program of e<Iuca
tion in terms of adequate personnel, grounds, buildings, and 
equipment. 

(4) There should be laws making possible the establishment of 
local school units adequate in size to solve the problems of local 
taxation and to provide for effective local-educational administration 
and supervision. It has alr'eady been pointed out how dependent the 
program for the preparation of teachers is even upon the size of the 
taxing unit and upon the size of the administrative and supervisory 
unit. 

These proposed laws related to State subsidy are essential to a 
sound legal foundation for an educational program and will provide 
a second check upon the educational policy proposed by the State 
department of education. There are relatively few policies which do 
not call for financial subsidy when administered effectively, and even 
though the State board of education approves the policies it is still 
necessary to have indirect approval of the State legislature ::s repre
sented by appropriation acts. Thus the people of the State are pro
tected against fanatical or ill-advised educational administration and 
supervision. It is a matter of record in New York State, for ex
ample, where there is a. degree of centralization of power not exist
ing in some States, that educational legislation not meeting the 
approval of the people of the State is at once repealed by the legisla
ture and that unpopular policies requiring financial support are 
rendered ineffective due to the failure of the legislature to make the 
necessary appropriations. At all times legislation and policies of 
the State department of education are subject to the scrutiny and 
appraisal of the public, and no official of a State department of 
education who has served for even a brief period of time in an im
portant administrative position would be unwise enough to attempt 
to enforce a. policy which met with widespread and vigorous oppo
sition. The wise administrator will "make haste slowly "-assuring 
progress which is stable and therefore enduring. Thus the principles 
of democracy are preserved in education. 

In referring to the policies of a State department of education it 
is understood that they are always subject to the approval of the 
State board of education on the recommendation of the State com
missioner of education. This, in addit.ion to providing the neces
sary balance between professional zeal and the practical demands of 
the layman, provides for the location of responsibility which avoids 
confus,ion in administration. The recommendation of the commis-
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sioner of education provides for the proper coordination of the activ
ities of the State department of education and unifies the program in 
such a way that the State board of education under this plan is not 
called upon to digest a vast quantity of unrelated proposals. 

(1) The State department of education should establish and main
tain a system of records and reports showing annually the instruc
tional service needs of all phases of rural-school work. Without an 
adequate system of records and reports no one can determine policies 
which will .insure an adequate professional staff for rural schools. 
For example, how many teachers for the one-room vural schools should 
be provided by a State each yead The question can not be answered 
unless one knows the number of new ppsitions created, the number 
of positions made vacant by withdrawals from the profession, or 
by transfers to other type.:; of service from one-room rural-school 
teaching, and the number of transfers made from one school to 
another of the same typoe. Without information of this kind the 
State officer responsible for this work can only guess, and even though 
he has a low percentage of error in his guessing he is handicapped 
by reason of the lack of objective data which strengthen his influence 
with both the school and the general publ.ic, and which enable him 
to make progress more rapidly tho.n the best guesser could hope to 
make. 

(2) The State department of education should establish a:rid 
maintain adequate facilities for the preparation of all classes of in
structional service. This involves the consideration of such ques
tions as the kind of facilities desired, the extent of :facilities provided, 
and their distribution throughout the State to serve more effectively 
the needs of the entire State. 

(3) There should be unification of training facilities for the 
various phases of professional service for rural schools. Experience 
teaches us that it is unsound to depend upon local training units to 
develop their own standards. In the first place, a local training
school administrator is rarely in a position to lmow the needs of an 
entire State, and, furthermore, he is subject to the pressure of local 
prides and the urge of personal ambition. Such matters as admis
sion requirements, length of curricula, kinds of curricula, qualifica
tions of faculty members, compensation for faculty members, teach
ing load, library facilities, training-school facilities, equipment needs, 
and graduation requirements indicate a series of problems which, 
unless administered according to a set of minimum standards, will 
lead to endless confusion. Not only should the training facilities 
for rural-school service be unified in terms of a State program, but 
they should be properly coordinated with the facilities for the prepa
ration of professional service for urban communities. With proper 
coordination, a substantial economy can be effected in terms of time, 
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e:ffort, and money expended. Without such coordination the unfor
tunate differences which exist in the standards for rural-school work 
and for city-school work will be accentuated rather than diminished. · 
The educational outcomes for rural-school children and for city
school children are in the main identical. Environmental conditions 
may result in a variation of methods of organization and of teaching, 
but the importance of preparation of rural-school teachers can not 
be overemphasized in developing a program for the preparation of 
this group in every way as adequate as the preparation of teachers 
for urban schools. The coordination of all training facilities is 
essential in bringing this to pass. 

(4) The State certification of teachers and school officers should 
be coordinated with the teacher-training program of the State .. It 
is not difficult to find States where the responsibility for the formu
lation and administration of certification is indirectly, if at all, 
related to the teacher-training program. When such a condition 
obtains the certification program may become a serious obstacle to 
progress in developing n.n adequate teacher-training program. In 
those States where teacher certification and teacher training are coor
dinated State certification may Yery readily lend itself to the im
provement of classroom service throughout the State by assisting 
rather than obstructing the development of a teacher-training 
program. 

(5) The improvement of training and certification standards 
should be determined in large part by the Ia w of supply and demand. 
It would be absurd to prepare 3,000 teachers for the rural schools 
of a given State each year when only 1,500 were required. Some 
margin, probably 10 or 15 per cent over the demand, would be de
sirable to provide for . geographical limitations in placement and 
also to provide a margin of safety for selection, although the mar
gin can be reduced as standards for admission and graduation are 
improved. 

(6) In the early part of this discussion it was pointed out that 
there are many factors to be considered in the solution of the 
problem of an adequate supply of a professionally trained staff for 
rural schools. It therefore becomes important that the State de
partment of education formulate and administer regulations which 
will relate to established policies and which will provide for ade
quate control and direction in such matters as records and reports· 
of supply and demand, certification, selection of prospective 
teachers, length and kind of training curricula, graduation require
ments for training centers, training faculty qualifications, buildings 
and equipment for training centers, distribution of funds, size of 
taxing and administrative school units, rural-school curricula~ and 
standards for rural-school buildings, grounds, and equipment. 
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Working conditions being so strong a factor in the selection of 
work by prospective teachers, it is obvious that factors which at 
first thought are only indirectly related to the preparation of teachers 
and school officers are in the last analysis factors of very · great con
sequence and factors deserving the most careful consideration . 
. This discussion might be summarized ( 1) by urging only that 

legislation which will authorize the creation of a professional body 
of control and direction and which will provide funds for adequate 
professional leadership and service-all checked directly by a lay 
board and indirectly by the legislature through its appropriation 
acts; {2) by advocating a central State control which is able to 
study the problems of rural-school service, and empowered, under 
proper check, to formulate and administer policies; and (3) by ever 
keeping in mind the many factors related to and affecting the prepa
ration of rural-school teachers and officers and by appreciating the 
inestimable value of a well-prepared professional staff for our im
portant but relatively neglected rural schools. 

APPLICATION OF STANDARD COURSES TO THE SPECIAL
IZED NEEDS OF RURAL TEACHERS 

R. L. BUNTING 

Sam Housto,. SttJte Teachers Colle(le, Te:t:as 

1Vhat are the special needs of rural teachers and how can these 
needs be supplied through the courses of our teacher-training institu
tions~ The special needs of rural teachers are those know ledges, 
skills, and appreciations required to meet the special needs of rural 
education; and these needs can be supplied through a curriculum for 
rural teachers sufficiently differentiated as to special courses provid
ing those special knowledges, skills, and appreciations needed. Stated 
in general terms, that is the substance of our dominant philosophy 
of rural education to-day. I wish that generally accepted specific 
answers could be given, for these questions are now claiming the 
serious attention of normal school and teachers college administra
tors and rural educationists in practically every section of the N a
tion. To hasten the time when satisfactory specific answers can be 
made, the policy makers of these institutions and rural-education 
theorists need to enter into more effective cooperation in the matter. 
At present the policy makers are asking for clearer and more convinC
ing answers as a basis for their planning than the educationists are 
able to give, while the educationists are asking the administrators 
for better opportunities than they have heretofore generally afforded 
for working out solutions. to these problems. The fact is that as yet 
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adequate research and administrative provision for making adequate 
research regarding these issues have been altogether too limited. 

In spite of the above facts, material progress has been made in 
many phases of rural education, particularly in its philosophical 
aspect. Almost unanimous agreement among the leaders has been 
reached on the point that the general objectives of rural education 
are identical with the objectives of education in general. This agree
ment clarifies a number of situations, especially the one having to do 
with subject-matter content. We are no longer troubled with the 
idea that we should equip teachers with a knowledge of special sub
ject matter calculated to make the rural child more rural in order to 
keep him on the farm. 

If the objectives of rural education are identical with those of 
urban education one might ask, 1Vhy this increasing demand for 
specialized training for rural teachers? It is that certain special 
requirements inherent in the rural-school situation may be properly 
met. Carney 8 and Brim 9 block out a program of community rela
tions of the rural school that throws some light upon the question. 
They would have the rural school (1) to provide a standard educa
tion for rural children of legal school age; (2) to educate the com
munity into an adequate support and appreciation of education; (3) 
to cooperate with other agents-health officers, social leaders, county 
librarians, religious \Yorkers, farm and home demonstration agents, 
etc.-in such of their activities l\S are educative to children of school 
age and ability; ( 4) to stimulate the establishment or regeneration 
of other community activities or agencies, when lacking or dormant, 
that will supplement the work of the school and minister to the 
essential needs of chJdren; and ( 5) in certain bach"Ward places to 
stimulate all phases of rural progress. In addition to these five 
responsibilities which both Carney and Brim, as I read them, assign 
to the rural school, one or the other of them deems the following 
functions legitimate: ( 1) To furnish information for putting adults 
of the community in touch with public and private agencies of 
county, State, and national scope which will contribute to their 
cultural or vocational welfare; (2) to extend the community func
tions of the school to adult education, both cultural and vocational, 
when the essential needs of children have been properly met; and 
(3) to afford the community a good citi:zen in the person of the 
teacher. Most o~ the above-implied requirements would not be 
made of city teachers, but they are specific obligations of the rural 
teacher, as these forward thinkers view them-obligations which, 
under present conditions, the rural teacher ought to shoulder. 

• Carney, Mabel. Legitima te community relations of rural schools. Journal of Rural 
Educa tion, 2: 385-392. 

• Brim, 0. G. Community relations of rural elementary schools. Journal of Rural 
Education, 2: 441-449. 
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McGu:ffey 10 has shown that the job of the rural teacher, not neces
sarily as it ought to be but as it now exists in the United States, 
is significantly di:fferent from that of a corresponding teacher in 
our large school systems. Here we have two lines of evidence that 
the work of the rural teacher is a specialized task. To exactly 
the extent that her position is a specialized one, the rural teacher's 
needs are specialized. To that same extent should her preparation 
be differentiated from that of other teachers, for, according to the 
most universally approved principle of .Americ!l-n education, there 
should be specific preparation for each particular type of work to 
be done-a principle based primarily upon the pronouncement of 
many contemporary psychologists that appreciations, judgments, and 
skills are specific and not general. 

Analysis and classification of the numerous elements and factors 
o:f our rural educational situation reveal three major needs peculiar 
to present-day .American rural schools. Each of these needs de
mands special preparation by the teacher. These needs are, (1) a 
different type of organization from the graded city school, due to the 
problem of many grades per teacher and different administrative 
machinery; (2) different community relations, due to different socio
logical conditions; and (3) different subject-matter approach and 
emphasis, due to the special environment and background experience 
of rural children. Corresponding to these three requirements of the 
rural school are three major specialized needs of rural teachers. 
These are (1) A knowledge of and skill in organizing and managing 
the most efficient type of rural school-an organizational and man
agerial need; (2) a knowledge of and tact in promoting and using 
desirable rural social institutions and cultural resources-a socio
logical need; and (3) an apprecation of the rural environment and 
experience which will make possible the best approach and emphasis 
upon subject matter-a curricular need. In addition to the needs 
just mentioned, which may be thought of as inherent to rural teach
ing and therefore permanent, one temporary need sho\lld be recog
nized. This is the need for professional enthusiasm for rural teach
ing, a sense of worthiness of the position, and special fitness for filling 
it, the benefits of a constructive esprit de corps among the 300,000 
or more rural teachers of the Nation. 

Any curriculum that supplies each of these needs, whether it be a 
two, three, or four year .curriculum, will have to offer a number of 
specialized courses. The minimum amount of specialization at all 
adequate to a satisfactory program requires the following differen
tiation: 

1. One apeciol, course in 'rtmu edwcation.-This course might well 
be organized around four major units. The first unit would treat 

10 McGuffey, Verne. An analysis of the job of the rural elementary teacher. Unpub
lished. 
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of rural~school organization and management. Grouping, classifi
cation, standardization, score cards, libraries, records, reports, attend
ance, program making, teacher personality as a control factor, 
discipline, ancl school sanitation would be among the essential topics. 
Unit 2 would study rural-school curriculum adjustments. Some of 
the necessary topics would be the aim of rural education, special 
needs of rural children, use of rural resources, adapting subject matter 
to rural experience, proj·~ct teaching in rural schools, experimental 
rural schools, notable rural courses of study, and collecting and pre
serving teaching materials. Unit 3 should evaluate various extra
curricular activities of rural schools. Some of the chief topics 
needing consideration are: Rural recreation, excursions, community 
rural welfare organizations, the school as social center, club work, 
pageants, exhibits, and rural dramatics. The fourth unit would 
treat of rural-school supervision and administration. For rural 
supervisors and administrators this should be expanded into a full 
course or even into separate distinct courses for both supervision 
and administration. For the classroom teacher such topics should 
be considered as the aim of supervision, the aim of administration, 
the relat.ion of teacher and supervisor, teacher rating, professional 
growth, consolidation, finance, surveys, the use of standard tests, 
school law, etc. 

2. One special course in ruraZ sociology and eoono'lTlics.-As in the 
course in rural education, the wealth of material to be considered 
is so great that selection of topics has to be made on the basis of 
what is most essential rather than as to what is merely useful to the 
rural teacher. No course is likely to be given time enough to cover 
all the helpful topics. Among those to be found in any such course, 
however, should be cooperation, implications of isolation, surveys, 
child labor, tenancy, standards of living, health, recreation, rural
urban relations, communication, production, marketing, incomes, 
conservation of natural resources, the rural church, the rural press, 
rural welfare organizations, credit agencies, government, taxation, 
freight rates, and the rural heritage of the Nation. This course 
should supply the teacher with an appreciation of rural life and 
qualify her to deal tactfully with country folk. 

3. Graded practice teaching, at least six weeks of which must be 
specialized practice in one-teacher and consolidated rural schools, the 
student actually living in the community in which she does her prac
tice work and sharing in the conduct of related community activities 
during her training period. 

4. Special or additional topics amd projects within regular subject
matter courses-geography, arithmetic, civics, physiology, nature 
study, art, etc. 
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5. In addition to the above-outlined differentiated class work every 
prospective rural teacher should be afforded actwe nU!ITilJe'l"ship in a 
1"'.ff1Vil st'l.«lent orga'fllisation or country life club. When sponsored by 
capable and enthusiastic professors the association in such a club 
will contribute largely to the growth of professional pride in rural 
teaching and the development of a wholesome morale among rural 
teachers. 

These are the courses generally thought sufficient in differentiating 
curricula for rural teachers from those of city teachers. The extent 
of thoroughness with which they supply the needs of rural teachers 
depends, of course, upon the preparation of the instructors who 
direct the work and the amount of time that is given to each specific 
course. 

The rural education path is well beaten to this point of rather 
general agreement upon the special needs of rural teachers and upon 
the differentiated courses thought adequate to supply those needs. 
Beyond that point the route of the path is still largely in the hands 
of our professional trail blazers. There is the most diverse practice 
in the way these courses appear in the different curricula, the amount 
of time and credit given them, and the content of the courses them
selves. One feels justified in saying that there are no stcmda!rd 
courses in this country for rural teachers. There are many varia
tions of a rather common pattern, but no course anywhere of which 
I know that has been professionally constructed, experimentally ap
plied, and comparatively proved worthy of adoption as standard. 
Rural-teacher training is in sore need of just such scientific evalu
ation of the ideas now favored regarding curricula for rural teachers. 

Lacking the guidance of such researches, we are proceeding along 
the trial and error way upon the basis of our be!t guesses to the 
construction of curricula designed to accomplish our ends of giving 
the rural youth of America as adequate public-school service as is 
afforded our urban children. Recent investigations have found that 
the two-year curriculum was the model type of rural curriculum in 
the publicly supported teacher-training institutions of the Nation in 
1927. Theoretically, I think there is great danger to the cause of 
rural education in allowing the two-year curriculum to become the 
typical one for rural teachers. The rural job is generally conceded 
to be the most difficult professional position in American schools. 
For service of equal quality a better prepared teacher is required in 
the rural school with its many subjects, many grades, and poorer 
supervision than is required in our city schools, where they are ask
ing and getting teachers with three and four years of preparation. 
A democratic country that can afford such preparation for its city 
teachers should provide at least as mucli for those who teach in 
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the country places. It is a fundamental obligation of such a society 
to provide equal public educational opportunity to all its youth alike. 
Hence every school administrator and teacher, both urban and rural, 
in behalf of our national ideals as well as in justice to the'll,OOO,OOO 
children in our rural and village schools, should think and plan 
for the future in terms of the three and four year curriculum for 
rural teachers since it has become the standard among city teachers. 
In the meantime the two-year curriculum fits in with practice and we 
must deal with it. This obligates us to its best possible organization. 

Because of its shorter preparatory period, the two-year curriculum 
presents greater difficulty than any other in the administration of 
the differentiation recommended above. To show how this speciali
zation can be provided for, even in a two-year program, I submit the 
following proposed, not standard, two-year curriculum for high
school graduates preparing for one-teacher schools and the elemen
tary grades of consolidated schools. This was worked out in the 
rural education major course at Teachers College, Columbia Uni
versity, and thus embodies the viewpoint of that department as well 
as the consensus of opinion of some 100 graduate students of the 
department. Most of these students are responsible rural education 
leaders in their respective States which compose practically the en
tire Nation. This curriculum is planned on a three-unit basis, of 
which this is unit 1 for what might be called Group A for administra
tive purposes. Units 2 and 3 for Groups B and C are identical with 
this, save for adaptations which enable an institution with limited 
training facilities to care for a larger number of students. Figures 
in the first column indicate recitation or laboratory hours per week; 
those in the second column, quarter credit hours. 

Proposed currimtlum for higlvschool graduates preparing for one-teacher schools 

FIRST YEAR 

Reci- Reci- Reel-
tation tation tat!on 

or Quar- or · Quar- or Quar-
First term !abo- ter Second term !abo- ter Third term !abo- ter 

ratory credit mtory credit ratory credit 
hours hours hours hours hours hours 

per 
week 

per 
week 

per 
week 

-- --
Observation and par- Group teaching. ____ 3 1~ Room practice and 

t!cipat!on. _ -------- 2 1 Educational psy- beginners. __ ------ 5 2~ 
Introduction to teach- chology ----------- 5 5 Technique of teach-

ing ___ ----- --------- 3 3 Arithmetic __________ 5 5 ing and measure-
Geography---------- - 5 5 General science (bio- ments ••••••••...•• 4 4 
Nature study- ------- 6 3 logical) ___ ----- ____ 10 5 Reading method .•.. 5 3 
Industrial arts (pri- Physical education Nature study and mary) ______________ 5 2 and games ________ 3 1 agriculture. _____ __ 10 5 
Library method ______ 3 1 Health education •••• 3 3 
Weekly themes .• ____ 1 1 ---- 26)17~1 

--
25 16 27 171 
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PropoBflrl ctmicukml. for MglHchooJ graduatfiB fJrfiJ)ari11{1 fm- one-tfiGChfiT 
BchoolB-Oontlnued 

SECOND YEAR 

Reel- Reel- Reel-
tatlon tatlon tatlon 

or Quar- or Quar- or Quar-
First term !abo- ter Second term labo- ter Third term !abo- ter 

mtory credit ratory credit ratory credit 
hours hours hours hours hours hours 
per =k per 

week week 

Fir11 ai:& weeki rfteclal practice ••••• 3 1~ Consolidated room 
!story and prlnci- practice and be-

3~ Rural education'-- •• 8 4 pies of education •• 3 s Sinners'---------- 7 
Rural sociology and History and civics •• 5 li Language method ••• 5 s 

economics'-------- 8 4 General science Chlldran 'a literature 3 3 
Music ••••• ----------- 5 2~ ~JJ~~~--~~-~- Industrial arts (In-
Physical education 8 4 termedlatel- •• ---- 5 2 and games _________ s 1 Drawing and art Principles o soclol-

appreciation ••••••• 5 2~ ogy11nd economics. 5 5 
Second &lz wub 

Ruml-60hool teach-
lng '---------------Community activities 
and school lunch ••• 

15 5 

39 16~ --'24 1il ~ 16~ 

1 Especially di11erentlated for rural students. 

Space demands that the curriculum speak for itself. The fact 
that everyone will probably wish to make at least some ch~ges in 
it tends to substantiate the claim that we do not as yet have stand
ard courses for the preparation of rural teachers in this country. 
I think that you possibly would want to make $-S many changes in 
any cri'rriculum that might have been presented. 

IN-SERVICE TRAINING FOR RURAL-SCHOOL TEACHERS
NEEDS AND FACILITIES 

By E. L. HENDRICKS 

Pr88idsnt C'mtral Mltssouri State T611Dhsrs Ooll.tJq(J, WllfTIIRBbtWU, Mo • . 

Equality o£ educational opportunities is a farce in America. 
Within the prese~t month I left a city-school system with modern 
facilities to visit a one-room rural school with none. This rural 
school is located on a hard-surfaced highway leading from Wash
ington to San Francisco. Airplanes carry mail over it. It is within 
view of several other rural schools not unlike itself. From its 
physical elevation it looks down on the county seat and a State 
teachers' college. This rural school has a total of four pupils. 
It has no library. Its untrained teacher receives a salary of $60 
a month. She admitted her dissatisfaction. 

There is no greater problem in the field of education than the one
room rural school, and we have more than 150,000 of them. If we 
keep the world safe for democracy, the rural child must have educa
tional opporturi.ities equal to those of the city children. Educa
tion must prepare for rural as well as city life. " 1Vhere there is 
no vision the people perish." 
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Mussolini proposes a new electoral law in Italy wherein universal 
suffrage will be abolished and only the fit will have the right to 
vote. Has not the Italian dictator uncovered a fundamental weak
ness in our form of government? He says: 

When the sheep lead the shepherd, when soldiers can conduct a campaign 
better than trained generals, when sailors can command a battleship in action, 
then democracy will be a safe form of government. 

If Mussolini were a schoolmaster he might say that when rural 
schools are equal to city schools in equipment, length of term, and 
when they have teachers so well trained that they can lead adminis
trators, conduct educational campaigns, and command a battle in 
action, then we shall have equality of educational opportunities. 
Education fails to function in rural districts as certainly as democ
racy fails to function in a national election. Will Durant says that 
we make education a disqualification for office in America. Have 
you never seen the ignorant look down upon the man who chances 
to be educated? A democracy that functions requires that all its. 
citizens be educated. 

The teacher in the rural school is paid $750 a year and a city 
teacher is paid $1,900. The one has one year of experience without 
supervision and the other has five years of experience with super
vision. The one teacher is a high-school graduate and the other a 
college graduate. The rural school has a library of 100 books and 
the city school has a library of 5,000 books. 

The Indiana rural education survey committee sP.ows that only 
40 per cent of the one-room rural teachers become identified with 
the community where they teach. Reasons given for the desire to 
change their locations are as follows: Fewer grades to teach, better 
buildings, better supervision and administration, better salaries, and 
better living conditions. 

I desire to remind you of the instructional rather than the adminis
trative needs of in-service training for rural-school teachers. How 
may the rural-school teacher secure in-service training? The im
portance of this question appears when we realize that, if proper 
training and administration were given the rural schools, one year 
at least could be saved each child in attendance. This in itself 
would be a gain of 350,000 years. 
If the economic and social conditions invite the rural teacher 

with no professional training and little academic preparation, how 
may she secure in-service training? 

I have before me a list of 33 methods of improvement while in 
service. I shall not name them all. I prefer rather to remind 
you that this training may be secured (1) through activities outside 
the schoolroom or (2) by help w:thin. Among the outside activi-



60 PREPARATION OF TEACHERS FOR RURAL SCHOOLS 

ties is attendance at district, State, and National meetings. Another 
outside help is the extension center. Correspondence study may help. 
The summer school is of more positive value, as its popularity would 
indicate. The greatest opportunity for in-service training is within 
the system in which one teaches, for the public-school system is our 
greatest laboratory for experimentation. 

Of the many internal facilities for in-service training I have time 
to indicate but one. This is supervision. I hasten to say that I 
consider it the most important means of in-service training. How 
may it be secured? 

Three sources of rural-school supervision appear. First, the State 
department of education may provide rural-school inspectors. This 
method is illustrated in the States of Missouri, Minnesota, Florida, 
South Dakota, and South Carolina. A limited number of inspectors 
can be provided. They can not visit each rural school to direct the 
teaching process, but they can render a fine service in administration 
as well as teaching. We could well have a director of supervisors 

·in our State departments to cooperate with county superintendents 
and thus coordinate the work of all. 

A second method of providing rural-school supervision is illus
trated in Maryland, where the State pays two-thirds of the minimum 
salary schedule of local supervisors. Every 80 rural ·schools secure 
one supervisor; from 80 to 119 teachers are given two; 120 to 185 
have three; at a like ratio a county with 286 teachers secures six 
supervisors. 

In Nevada the five districts are each given a supervisor, each of 
whom receives an annual salary of $2,400, plus $900 traveling 
expenses, plus $500 office help. The State pays all. 

In Virginia the State pays one-half or two-thirds of the salaries 
of rural supervisors. A number of other States provide supervisors. 
For example, in Wisconsin the State, through the county superin
tendent, provides one supervisor, and if the county has more than 
125 schools, two supervisors. Nine States now provide some support 
for rural-school supervisors. 

A third method is illustrated in the Central Missouri State Teach
ers College, Warrensburg, Mo., where a regular member of the fac
ulty remains in the rural schools during the academic year. In 
the summer terms this rural-school supervisor, who has all the 
qualificati9ns of a faculty member, teaches rural-school courses 
wherein the value of rural-school supervision is pointed out. May 
it sometime be a profession within itself? In pointing out this third 
method of rural-school supervision I beg to ask if it is not possible 
that our teachers colleges can render this service better than the 
State departments? Teachers colleges are laboratories. They are 
provided with the necessary equipment and need only financial sup-
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port. Should they not supervise all teacher-training activities sup
ported by the State~ Is it not in keeping with our democratic prin
ciples that our teachers' colleges should train for rural teaching as 
·thoroughly as for town and city teaching¥ Is it not within the 
province of the teachers college to train for all phases of educational 
work from the preschool to the college, if not for the latter also¥ 
The requirement of less preparation on the part of our rural-school 
teachers will not be tolerated in time to come any more than less 
salaries will be offered rural teachers. Indeed, the public will learn 
in the course of time that a majority of our children are yet in the 
rural schools and that if leadership is expected from the country the 
youth of our country must be educated. 

I here present a summary of the report of a rural-school super
visor at the Teachers College of Warrensburg, Mo. : 
Lafayette County, November 2 to 6, 1927. Schools where meetings were 

held-Beattie, Hazel Hill, Locust Grove, Starr, Ferguson: 
Classes taught by demonstrator----------------------------------~-- 27 
Teachers attending the meetings------------------------------------ 86 
lE'upils present-----------------------------------------------------~ 175 
Number of patrons presenL----------------------------------------- 92 
Visitors from other districts---------------------------------------- 27 
High-school teachers presenL--------------- ------------------------ 3 
Teacher-training students presenL---------------------------------- 38 
Teacher-training teachers present from Odessa, Higginsville, Lexington, 

and Hardin in ltay CountY--------------------------------------- 4 

I call attention to the fact that this supervisor taught in the week 
25 classes. I mention this because an observat.ion of her work indi
cates the value of demonstration teaching. I beg you to know also 
that 92 patrons were present. When patrons, pupils, and t.eacher 
work together we have a school. In conversation with this trained 
and successful supervisor I learned that if her wishes were gratified 
she would have rural-school teachers prepared for their specific work 
in a teachers' college. She would conv.ince school boards that only 
qualified teachers should be employed. And is she not right~ Is 
there any necessity of employing less skilled teachers in the country 9 
Is there any need of paying them smaller salaries or of having only 
a four or six months' term of school~ Certainly not. True economy 
will give equal opportunity to rural life. 

Doubtless this supervisor would not attempt to visit the rural 
schools of more than one county. Indeed, some counties would de
mand several supervisors. She would have an adequate course of 
study and plans and she would learn if they were followed. She 
would give demonstration lessons in subjects wherein teachers are 
weakest and ,insist ori tangible results. The last condition enumer
ated is important, for some teachers can witness a splendid demon
stration lesson with complacency and thereafter ignore it. If 



62 PREPARATION OF TEACHERS FOR RURAL SCHOOLS 

standards are presented there must be means provided for attaining 
them. The supervisor needs to know that they have been attained. 

F.inally, it should be borne in mind that after salaries are adjusted 
and length of terms equalized, after the course of study is presented 
to an educated teacher, after all programs are adjusted and all 
machinery in working order-after all has been done, it is the per
sonality of the rural teacher as well as the personality of the super
visor that spells success. Count Herman Keyserling says (February 
Forum} that we believe too much in :institutions, programs, and 
like; that we believe too much in measures, not in men. " It is a 
fact," he says," that everything great in this world has been accom
plished by personalities and not by collectivities." And as we listen 
to the count we recall that the German system, even the army 
methods, were adopted in our educational system. Berlin n,ow de
cries coordination. In London each school does as it pleases. In 
America let us retain our system but let us emphasize the .importance 
of personality in each individual teacher and supervisor. 

Wherever supervision is established a long term for its services 
should be provided, for years will pass before a county unit of ad
ministration will be general. Physical conditions will delay con
solidation. The one-room rural school is with us. We must make 
it efficient. 

I do not mean to pass lightly the value of the larger unit of admini
stration nor of consolidation. The report of the Indiana committee 
shows that it cost.s more to maintain the rural schools, while their 
Service is less efficient. The larger unit would permit "the taxing 
of wealth where it is for the children where they are." 

There can be no doubt concerning the valuable results of rural
school supervisors. Only one thing remains to be done, and that is 
persuade the taxpayers that it is an economical procedure. Teachers 
must do this. No State can afford not to provide for its rural 
teachers. A report from North Carolina shO';VS conclusively that 
the supervised group of rural-school teachers more than doubled 
in progress the unsupervised group. They made two and one-fourth 
times as much progress, to be accurate. Craven County, N. C., 
reports that on the basis of increasing progress that particular 
county purchases $7.92 worth of instruction for each dollar spent 
for rural-school supervision. 

The conference of rural-school supervisors of the Southeastern 
States at Raleigh, N. C., in December is propitious. Rural-school 
supervision is advancing rapidly in the Southern States, both in 
financial support and in the character of supervision provided. 

We have faith that in time our democratic form of government 
will provide equal educational opportunities for its future citizens. 
What a glorious day for our civilization when educational qualifica-
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tions may be required of all officeholders. In order to meet such 
a d~y. ':e must have in-service training for our rural-school teachers. 
Facilities are at hand or may be created. There is no need of poor 
rural schools in America. 

RECENT PROGRESS IN PREPARING THE PERSONNEL 
FOR POSITIONS IN RURAL EDUCATION 

By JULIAN E. BUTTEBWORTR 

Professor of Rural Education, Oomen UmversU~ 

As' I have interpreted the objectives of this conference, there 
are two questions which this paper may well consider: (1) What 
evidence have we that the training period for rural-school workers 
has or has not increased~ (2) What evidence have we that more 
adequate facilities are being provided for the training of rural
school workers¥ The evidence that I am able at this time to present 
must, because of limitations in time, be taken largely from secondary 
sources, though some few data regarding the developments in certain 
institutions during the postwar period will be presented. 

I. What evidence have we that the training period for rural
school workers has or has not increased~ 

A. In the five-year period between 1921 and 1926 real progress was 
made in raising the minimum standards for certificates. Table 1 
presents data collected by Mrs. Katherine M. Cook, of the Bureau 
of Education, regarding scholarship prerequisites for certificating 
teachers without experience. This table shows that, while there was 
no State in 1921 that had a prerequisite of high-school graduation plus 
two years of training of higher grade, there were four States in 
1926--Connecticut, Pennsylvania, Utah, and Washington-with 
such certificate standards. In 1921 there was no State with high
school graduation and professional training plus one year of ad
vanced training, but in 1926 there were nine-Arizona, Indiana, 
Michigan, New Hampshire, New York, Ohio, Oregon, Wisconsin, and 
Vermont. In 1921 there were 30 States without a definite scholar
ship requirement, but in 1926 there were only 15. 

TABLE I.-Scholarship prerequisites tor certificating teac1~.era without ea:perience 
(temporary and emergency cert·ificatca not conaideretl) 1 

Minimum scholarship prerequisites 

I . Hl~~chool graduation and 2 years' training or higher grade _____________________ _ 
IL H ~ool graduation and proleeslonal traiD!Dg, 1 year or higher grade ________ _ 
m. H h~ool graduation and some proreeslonal tram!Dg, but lees tban 1 year ____ _ 
IV. 4 years' aecondary school (may or may not Include professional courses) _______ _ 
V. No de!ID!te seholarship requirement---------------·-----------------------------

Number Nmnber 
or States or States 

ID 1921 1D 1926 

0 
0 
4 

214 
30 

4 
9 

114 
6 

115 

I Cook, Katherine M.: State Lawa and Reuulatiom Gorerning Teachers' Cerlificatea. Bull. Bu. of Ed., 
192!, No. 19, p. 16. I · small hard to 

1m some cases exact classification Is difficult because the d111:erences In s tuat1ons are and 
measure. The careful student sbould study the date as presented on pp. 1Z..16 of the reference cited. 



64 PREPARATION OF TEACHERS FOR RURAL SCHOOLS 

Since it is the rural school that has generally had to take the teacher 
of least training, such progress in minimum certificate standards 
is encouraging to those particularly interested in that field. 

B. I have not had the time to search all the literature for quanti
tative measures of the improvement in length of training of rura] 
teachers during recent years. Such as I have found should be con
sidered as illustrative merely of the developments. They may or 
may not be typical. The recent survey (1927) in Virginia 11 shows 
that the percentage of those holding the elementary certificate 
(representing about one year above high-school graduation or less) 
decreased from 85.4 per cent in 1918-19 to 62.2 in 1926-27.· In 
Pennsylvania 12 it was estimated that 14 per cent of the one-teacher 
schools were taught by normal-school graduates in 1917, while in 
1926-27 the percentage was 22.4. 

In 1914 H. W. Foght, of the Bureau of Education, secured data 
regarding training from 2,941 rural teachers in 55 widely scattered 
and presumably representative counties.13 These show that only 
3.2 per cent were normal-school graduates, that 45 per cent were 
high-school graduates, and that 4 per cent had less than eight years 
of elementary school training. Thirty-two per cent had had no 
professional training. Since less than one-hal£ the teachers to whom 
the inquiry blank was sent responded, and since the better-trained 
ones are most likely to be sufficiently interested and willing to give 
the data, the facts presented probably overstate rather than under
state the real situation at that time. 

In 1924-25, 6.8 per cent of one-room rural teachers of Indiana had 
had 70 or more weeks of training beyond high school.H In Mis
souri, in 1923, 9.5 per cent of the teachers in rural and unclassified 
districts had had two years or more of normal school training.15 The 
Utah survey reports, for the one-teacher schools, 45 per cent with 
two or :rp.ore years of training,I 6 while in Connecticut, in 1923, the 
percentage was 34Y 

These data show that considerable progress has been made in the 
percentage of rural teachers who have had two years of training 
beyond high school since Foght's study in 1914, but they at the 
same time emphasize the degree to which we fall short of having 
as a minimum standard our prevailing ideal of normal-school 
graduation. 

11 Publio Education in Virginia, Division 1. 
12 Myers, Charles E., Normal School Graduatea in One-Teacher Schoola. Research Bull. 

No. 2, Pennsylvania State Ed. Assoc. 
lS Foght, H. W., Etflol.ency and Preparation of Rural School Teachers, Bull. Bu. of Ed., 

1914, No. 49, p. 5. 
"Report of the Indiana Rural Education Survey Committee (1926), p. 41. 
"'Facts Concerning Public Education in Missouri (1924), p. 89. 
16 Survey of Education l.n Utah (1926), p. 333. 
"Report of Committee on Training Teachers for Rural Schools, p. 1. 
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TABLE 2.-Percentuge of graduates from normal sohooJ and teacher&' college 

curricula oolng into dltferent twes of &chooZ 1 

2-year curricula • 3-year curricula a 4-year curricula ' 

Rural Village Rural VIllage Rural VIllage 

·----1----1---------------

!!~::::::::::::::::::::::::::::::::::::::: 9. 7 
9.0 
6.0 

28.{ 
36.{ 
29.1 

6.1 
3.9 
2.3 

{2.4 
30.2 
54.2 

0.6 
.6 
.4 

17.6 
32.3 
31.0 

1 Data adapted from Tables 1, 2, and 3 in Benson, C. E., TAt Outptll of Pro/uaionaZ Ba.oollfor Ttodim, 
pp. 8-10, Warwick & York, 1922. 

in
1 P

9
ercentages basad upon 1,604 graduates from 151nstltutions in 1910, 2,353graduates from 151nstltutlons 

1 15, and 2,079 graduates lrom 17 Institutions in 1920. 
1 Percentages basad upon 59 graduates from 2 Institutions in 1910, 120 graduates from '5 Institutions in 

1915, and 131 graduates from 7 Institutions In 1920. 
' Percentages based upon 171 graduates l'rom 6 Institutions in 1910, 338 graduates from 8 Institutions in 

1915, and 551 graduates from 8 Institutions in 1920. 

0. A study published in 1922 presents data indicating certain 
tendencies apparently contrary to those just shown. In Table 2 are 
given data, from Benson's study, of the percentage of graduates of 
normal schools and teachers' colleges going into different types of 
teaching positions. For example, in 1910, 9.7 per cent of the grad
uates of two-year curricula went into rural service (one or two room 
or consolidated schools in the open country) ; 9 per cent in 1915; 
while in 1920 the percentage was only 6. The percentage going into 
village schools (100 to 1,000 population) was 28.4, 36.4, and 29.1 for 
each year, respectively. On combining these two sets of data we see 
that there was a slight increase in percentage of normal graduates 
going into rural service from 1910 to 1915 and a marked decrease 
from 1915 to 1920. The decreased percentages for 1920 may be ex
plained by the dearth of trained teachers during the period 1918 to 
1922. It is quite possible also that, since the largest number of 
teacher-training institutions included in this study was 17, the true 
situation as to rural teaching in those years is not revealed. 

It should be added that a supplementary study of 55 schools made 
by the same investigator showed 8 per cent of the graduates in 1920 
going into one-room schools the first year after graduation. 

II. What evidence have we that more adequate facilities for 
training rural-school workers are being provided~ 

A. Few rural-schoolleaders have ever considered the county normal 
school and the high-school training class as more than temporary 
agencies to meet an acute situation. Nevertheless, these institutions 
have had an important influence in rural education, especially in the 
training of teachers for the one-room school. Table 8 shows that 
there was a marked increase in their influence from 1912 to 1917. 
The number o£ States legally authorizing such schools and classes 
had increased from 13 to 21, the number of reported departments 
from 654 to 1,498~ the approximate number of students from 8,412 
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to 27,111, and the approximate number of graduates from 4,848 to 
16,626. By 1922-23 there was a further increase to 24 States, 1,712 
departments, and 30,947 students. However, in 1925-26 there was a 
noticeable decrease, there being 21 States and 1,474 departments. 
This decrease does not, of course, indicate increased efficiency in the 
training of rural teachers, except as adequate facilities of a better 
type were provided to take their place. This has not always been 
the case. 

TABLE 3.-DB'IJekltJment of the countg normal sc1~ool and the kig1L-8Chool tralnmg 
Cla88 

Year 

19121 _________________ _ 

191fH7 2 ••••••••••••••• 

1922-23 ·---------------
1921i-26.---------------

AJlprox· 
Training llDate 

States depart- number 
ments ol stu

dents; 

Approx- Number of States requiring as minimum 
!mate for entrance completion of grade-

number l----,----:,-----;------.-
ofgradu-

ates 8 9 10 11 12 

---1·---1·----------

13 6M 8, 412 4, 848 2 -------- -------- -------- --·----· 
21 1,493 27,111 116,626 • 4 1 7 6 6 
24 1, 712 30,947 ---------- 0 . 0 10 8 6 

I 21 T 1,474 •••••••••• •••••••••• •••••••• •••••••• •••.•••• • ••••••• I 5 

I Burnham, Emest, .Rural TUJC1111 Prepu.ral.ionfn Bto.te Normal Schooll, Bul. Bu. of Ed., 1918, No. 27, 
p.l2. 

2 These data from Foght, H. W., Rurai-Teachlf' Prtparal.lon in Countr Tralntnq Bc11ooll and Hlql& Sc11ool1, 
Bul. Bu. of Ed., 1917, No. 31, p. 10. 

• No data on thia Item are reported from Florida. 
• One of these is Wisconsin, which sets, as the minimum for entrance to the county training school, 

graduation from the eighth grade, but for entrance to the training class in tbe high school, oompletion of 
2 years of high-school work. 

• These date from Camey, Mabel, Prepu.ral.fon of Rural TUJCliiTI fn High Schooll, Rural-School Leaflet 
No. 33, U. S. Bu. of Ed, _1924. 

I From Robinson, W • .1111.. Countr Normal Bc11ooll a11dTeach1T-Traininq Hlql& Bc11ooll (for whites), Rural· 
Bohool Circular No. 15 U. 8. Bu. of Ed., 1926. Thongh thenumberofBtatesls thesameasln 1916-17, this 
1926-27 list lacks 5-M~land, Nevada, North Dakota, Oregon, and Virginia-found In tbe former. To 
take their places GeorliB.Montana1 South Dakota, Tenneseee, and Wyoming havo Instituted such courses. 

' Data from Georgi& not inolndea; In 1922-23 this State reported 47 schools. 
I Beglnni~!ith 1926-27, North Carolina and Wisconsin are to be olassiflad In this group, along with 

Michigan, esol!IJ New York, Ohio, and Vermont. Nevada, which had required 4 years of high-school 
work, dlscontlnned me training class at the end of 1922-23. 

More significant than the number of States having such courses, 
· the number of departments maintained or the number of students 
enrolled is the standard set for these schools. Here some progress 
is to be seen. While four States in 1916-17 permitted pupils to 
enter these classes on completion of the eighth grade and one State on 

-the completion of the ninth grade, no State in 1922-23 admitted on 
less than the completion of the tenth grade. Five States-Michigan, 
Minnesota, New York, Ohio, and Vermont-required completion of 
the twelfth grade for admission in 1925-26, while North Carolina and 
Wisconsin made such a requirement to go into effect in 1926-27. 

B. Burnham 18 found only three normal schools that offered 
differentiated courses for rural teachers before 1905. In 1912 a 
study of 50 normal schools in the Middle West showed that 27 had 
a special course of study for this group.19 

:II Burnham, Erneat, A DfiOade ot Progress ln Tralnlng Rural Teachers, Proc. Nat. llld. 
Aasoc., 19111, p. 802. 

• Hayea, D. W., The Bpectal Tramlng of Tcaohers tor the Rural Schooll, Proc. Nat. Ed. 
Assoc., 1912, p. 8117. 
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In 1918 Burnham 20 .found that 140 normal schools listed special 
courses for rural teachers. 

Of this number, 77 schools were shown to have departments of rural education 
In which the differentiated courses were administered and, in part, taught, 
while 63 had these special courses under . general administration and taught 
in the department to which the several subjects belonged. 

Fifty normal schools were then, according to the information at 
hand, differentiating practice teaching for rural teachers. For this 
purpose 124 schools in the country and 6located on the normal-school 
campus were being used. 

In 1923 the Bureau of Education found 21 that 77 universities and 
colleges were offering 124 courses in rural education, 52 teachers' 
colleges were offering 140 courses, and 70 normal schools 116 courses. 
In all, 199 institutions were offering 380 such courses. 

In 1924-25 Miss Slee analyzed 22 the catalogues of 139 normal 
schools and teachers' colleges for white students and found that 74, 
or 53.2 per cent, were offering 99 differentiated curricula for teachers 
of one-room schools. Of these, 65.7 per cent set high-school gradua
tion as the basis for admission; 3 per cent, completion: of the eleventh 
grade; 13.1 per cent, tenth grade; 1 per cent, completion of the 
ninth grade; and 17.2 per cent, completion of the eighth grade. The 
situation as to entrance was not greatly improved during the six 
years since Burnham's study, though it must be remembered that 
he included all types of rural courses and curricula, while Miss Slee 
eliminated all designated for training rural supervisors, rural normal 
training critics, and other rural leadership courses. 

Through the courtesy of Prof. Mabel Carney, of Teachers Col
lege, Columbia University, I am enabled to give a summary of some 
data collected on this matter in the spring of 1927. Mr. Verne 
McGuffey and Mr. R. E. Bunting sent inquiry blanks to 183 State 
normal schools and teachers' colleges. Of 149 schools from which 
replies were received, 123 were performing some special service in 
rural education, while 23 were doing nothing. In 60 institutions 
there were distinct groups of rural students enrolling 6,467 students 
of college grade and 1,153 of high-school grade. Of 113 institutions, 
95 were offering a two-year curriculum above high school; 58, one of 
1 year; 46, one of 4 years; 21, one of 3 years; 13, below college rank. 
There were 50 rural clubs in existence, with a total membership of 
3,885. Fifty-four institutions in 34 States maintained 427 rural 
practice schools. Of these, 343 were one-teacher schools off the 
campus; 10, one-teacher schools on the campus; and '74, consolidated 

.., Burnham, Ernest, .Rural-Teacher PriJflaration in State NONilaZ Schools, Bull. Bu. of 
Ed., 1918, No. 27, pp. 12-13. 

n Cook, Katherine M., Oouraes il~ Bt1ra1 Educatton OfJcred in Unlflcrritiet, Oolleoea, a!WS 
Normal Schools. Rural School Leall.et No. 37. U. S. Bu. of Ed., 1921! . 

.. Blee, Mary Allee, Some .Aapects of tl1e Training of Teachers tor the One-Boom Schooll, 
Jour. Rural Ed., V, pp. uo-1!6, Sept.-Oct., 1925. 
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schools. Ninety-one schools were doing some form of extension in 
the way of correspondence courses, group study courses, supervision, 
conferences, club work, promoting consolidation, and the like. Of 
62 schools reporting a separate rural budget, 4 schools were spending 
over $25,000 each and 1 over $100,000. 

These data make it clear that considerable progress has been ma.de 
in providing differentiated courses for rural-school service. It can 
not, of course, be claimed that teacher-training schools that do not 
believe in differentiated courses for this work are entirely neglecting 
the rural problem. It is possible to train for the peculiar problems in 
rural service without labeling the courses "rural." At the same time 
it may fairly be claimed that differentiated courses (1) call attention 
to the special needs of the field; (2) make possible a homogeneous 
grouping of persons interested in those problems; (3) aid in develop
ing an esprit de corps; and (4) perhaps have some influence upon 
those who have tended to consider rural education a field for the 
professionally inferior. 

0. We may find it enlightening to turn from these mass figures to 
developments that have taken place in particular institutions in 
recent years. The statements are prepared from data submitted by 
the different schools. 

At the Ypsilanti (Mich.) State Normal College there were two 
rural curricula in 1919-20, one two years in length above high-school 
graduation and another requiring one year and one summer to com
plete. By 1926-27 a third curriculum, four years in length, for 
supervisory and teacher-training workers was being offered. In 
1919-20, 13 students, or 1.1 per cent of the entire enrollment of the 
school for that year, were in the two-year curricula, while in 1926-27, 
209, or 8.1 per cent of all, were in the three-year curricula. The num
ber of graduates increased from 10 to 183. In 1919-20 there was one 
1-room training school .for practice and observation, while in 1926-27 
there was one consolidated training school, one 2-teacher school, and 
two 1-teacher schools. Besides these there were 30 affiliated rural 
schools for demonstration and practice in rural-school supervision. 

The Western State Teachers' College at Kalamazoo, Mich., shows 
also an interesting development. The first curriculum .in rural edu
cation was organized in 1905 with four students and required only 
two years and two summers above the eighth grade for completion. 
In 1914 this was discontinued after graduating 248 students. In 
1909 a second curriculum was added, beginning four years after the 
completion of the eighth grade. In 1920 this was discontinued after 
graduating 245 students. A third curriculum was begun .in 1913, 
requiring one year and one summer above high school for comple
tion, and in 1917 a fourth, requiring two years above the high school. 
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These two courses are still being offered. In all, 1,685 students have 
been graduated in all curricula since 1905. All figures are given 
as approximately rather than exactly correct. 

These schools are among those that have made significant progress. 
Others have not been so fortunate. Some complain that politics 
has interfered; others that students do not select the subjects offered; 
still others frankly follow a policy of nondifferentiation. 

D. It .is becoming increasingly evident that, along with the train
ing of the rural teacher to meet her peculiar problems, we need to 
offer special training for the person who sUpervises her work and 
the one who administers the rural-school system. Administrators 
and supervisors not only have the opportunity to stimulate teachers 
to do the.ir best, but, by · improving the conditions under which 
schools operate, tend to attract and hold the well-trained teacher. 

An analysis of data from Rural School Leaflet, No. 37, United 
States Bureau of Education, 1925, shows that in 1923,74 courses were 
offered in rural-school administration and 31 in rural-school supervi
sion and closely related subjects. 

Co,uraea in rural-aohool administration and supervision off~ea m unl06r'.UI& 
and oolZegea 1 

Olleredin-

Courses Unlversl-
ties and Teach era Normal All 
colleges colleges schools 

--------
Courses in runil-school adrninistration ••••••.••• ____________________ 81 35 8 74 Courses In rural-school supervision _________________________________ 9 17 5 81 

1 Cook, Katherine M., Cour3e3 In Rural Edueation Offtrtd in UniDtraitiu, Collegu, and Normal ScAoolt, 
Rural School Leaflet, No. 37, U.S. Bu. of Ed., 1925. 

E. Perhaps one of the most significant movements in this field is 
the development of graduate work. Lack of specific data prevents 
our describing the activities of more than two institutions. 

At Teachers College, Columbia University, the first specialized 
course in rural education was offered by Prof. F. G. Bonser in the 
summer of 1912. There were 31 students enrolled. Between that 
date and February, 1928, 3,209 different students have been enrolled. 
Of these, 2,143 have been in attendance during the period of Septem
ber, 1918, to February, 1928. The annunl enrollment of different 
individuals now averages about 200 a year, of which 75 are in the 
regular academic year and 125 in the summer session. In 1919-20, 
eight courses, with 18 hours of credit and an enrollment of 128, were 
offered, including one course in rural sociology and economics and 
two in home making in rural communities. In 1926-27, nine courses, 
with a credit value of 20 hours, were offered to 127 students. Twenty-
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five doctors' · dissertations dealing with specialized phases of l'ural 
education have been written and a very ·large number of masters' 
degrees granted. At the present time six men and. six women are 
matriculated for the doctor's degree in rural education. 

At Cornell the department of rural education was in 1919-20 offer
ing two graduate courses, with six hours of credit, in the field of 
general rural education. In 1927-28, 14 such courses, with 37 hours 
of credit, are being offered. All these are in the general rural field, 
eliminating such offerings of basic subjects as educational psychology 
and philosophy of education and such highly specialized courses for 
rural workers as those in agricultural and home-making education, 
nature study, and extension teaching. The offerings in these lines, 
which are exclusively for graduate students, amount to 38 credit 
hours. Rural sociology and rural economics are organized in sep
arate departments and are not, of course, included in the statements 
given above. Since 1919-20, 5 doctors' degrees and 17 masters' de
grees have been granted in the general field of rural education. Be
sides these, 16 have done the equivalent of one year of graduate work. 
These figures again exclude students in agriculture, home making, 
nature study, rural sociology, and the like. In all these fields, 7 doc
tors' and 41 masters' degrees have been conferred since 1919-20. At 
present there are nine men and one woman in either the second or 
third year of graduate work majoring in general rural education. 

At Peabody College for Teachers 14% hours of specialized rural 
courses carrying graduate credit were offered in 1919-20. In 
1926-27, during the regular year and the summer session, 29% hours 
were 9ffer~d. This does not include one course in rural sociology 
offered at each period. In 1919-20 the total enrollment in all gradu
ate courses in rural education was 41; in 1926-27 it was 91. No 
master's or doctor's degree was granted in 1919-20, while in 1926-27, 
6 master's degrees were conferred. During the period from 1919-20 
to 1926-27 a total of 18 master's degrees and 2 doctor's degrees have 
been granted in rural education. 

Other institutions, for example, Ohio State University, actually 
give graduate training to a large number of persons working in the 
smaller communities, even though the courses are not designated 
as " rural." 

Such data as these are encouraging to those who are actually 
engaged in helping rural sections to secure a teacher as well trained 
as the one in the city. Even though the progress has in some cases 
been marked both in standards of training actually achieved and in 
facilities provided for that training, there is a long and difficult 
road ahead before even reasonable minimum standards will be at
tained. Myers estimated that, if factors that have been at work in 
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Pennsylvania should continue to operate, it would be 77 years 23 

before that State would have a normal graduate in every one-room 
school. Clearly a public-spirited society, such as ours appears to be, 
should be able to achieve reasonable standards in a shorter time. 

As I see it, we should direct our energy to the control of such 
factors as these: Low salaries and unattractive living conditions 
often found in the rural areas; local units of administration that are 
too small and inefficiently organized; inadequate programs of State 
financing; a feeling on the part of many teachers and some normal 
schools that rural-school service is a mark of inferiority; a failure t.o 
realize that, while there are many similar elements between rural and 
urban service, there are many dissimilar elements and that these call 
for special training. 

• Myers, C. E., No1mal 8c1&ool Graduates in One-Teacher Schools, Research Bulletin of 
the Pennsylvania State Education Association, No. 2. 
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