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. IN PURSUIT OF HAPPINESS R

" At the time they were affixing their nandes to it. the 56 signers of the
Declaration of Independence quite naturally felt that the most noteworthy of
- -the four gl;istinct elements of that remarkable document was its conclusion,
wherein they formalized thei awegme»deci’sii& to “publish and declare, That
these United Colonies are, and-of right ought to be Free and Independent |
States. . . . ' . , , : ‘
The second most important section in their view, since they had learned
the uses of propaganda, was the lengthy list of “injuries. and usurpations” al-
legedly perpetrated by “the present King of Great Britain.” Judging from dis-
cussions that took plaée prior to the climactic event, there was special interest
also in the preamble Fnd its reference to “the Laws of Nature and of Nature’s
God,” a proposition that John Adams had in particular championed. Which
leaves the section im‘mediately'following the preamble, beginning with the
ringing words, “We hold these truths to be self-evident. . . .7 _
Today, as we celebrate the American Revolution Bicentennial, we would
reverse this ranking. Independence is so well established as to be assumed,
King George III has been superseded by more reliable bogeymen, and -philos-
ophers no .longer are preoccupied by the “Laws of Nature,” at least in the
18th century sense. ' o S g
Meanwhile the truths that the signers held to be self-evident turned out on
the contrary to be an enduring inspiration to all mankind. Time has elevated -
the principles of the Revolution above the event itself, and the history of the
United States has in essence been a record of what has been done toward af-
fording all citizens the “unalienable rights” of “life, liberty, and the:pursuit of
happiness.” - - S :
These concepts did not of course spring full bloom from Thomas Jefferson’s -,
imagination. They were part of the common currency of “Nature’s Law,"a
© 5 contemporary theory which in fact was neither law nor a product of nature,
but rather a dream to be fought for. A crucial elernent of this dream was the
assertion that as rational creatures, possessing the God given capacity to learn
and to reason, men also possessed the inherent right to select their own' form
‘of government and in general to determine their own fate. - ‘
Reason, learning —what we now generalize as education — were, in short,

<

crucial elements of the American Revolution,’ and the Bjcentennial is thus an
apt occasion-on which to re-examine that aspect of our national life. Stimula-
tion of such reexamination is the purpose of this publication. In it a number
of distinguished observers provide appraisals of the past and present of edu-
cation in the United States, as a starting point for considering how it may be -
strengthened in the future. ' - : '
As‘critics properly remind us, the great principles published and declared
. in 1776 are yet to be fully realized. Justice and equity sometimes seem elusive.
o The pursuit of learning and other forms and sources of happiness during the
..*  past two-centuries has nonetheless been an uplifting and exhilarating story.

4 - LV.GOODMAN

o ' T . )
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' EDUCATION AND THE AMERICAN SOCIETY Schools in"the New World acquired responsibility not only “.. 3

Oscar Handlin ' : for training .young people but for _he/ping shape.a Nation -
Master Dove’s One-Room School In 1775 no girls were present in the classroom, .the school 8 ‘
Judith Seiden ' . - day seemed to go on forever, and the rod saw lots of action .,
The Log College It was a crude structure, chopped out of the wilderriess, 10
“Walter Wood 5 but it exemp/iﬁed for higher _education the Spirit of. ‘76

ApMERlCA'S UNSYSTEMATlC"EDUCATlON SYSTEM Despite it's s&ccesses, it is subject to massive criticism—a para- 13

-Patricia Albjerg Graham dox that! the answers to’ six questions ‘may serve to explain
The Spirit of 1876 ’ As exahfp/es demonstrate, printers went all out in the creation
C . of "visu:a/ aids” to help herald the Nation’s 100th anniversary
The Pride of Philadelphia Public schooling was a major theme of Centennial exhibits, 22
J. William Jones . but then as now it had its problems—as well as its critics
The Elowering Preschooler ' Kinderg’]anené, new to most Americans in 1876, soon stirred 24
L. ViGoodman - a squabble over changes from the original German version-

HIGHER EDUCATlON—AMERICAN STYLE In its evolving character and purposes, higher learning in the 27

Stephen K. Bailey _ United States has mirrored the principles. of the larger society
Senator Morrill’s Baby The Land-Grant college system launched by the Cohgrgssman 33 )
Russell I. Thackrey from \/ermont was to direct higher education down néw paths ’
The Community’s Campus New though they are, two-year colleges now attract perhaps - 36
Edmund J. Gleazer, Jr. half of all students who enroll in postsecondary education 3

- .
The Remarkable Gi Bill It confounded the critics, produced a new breed of students, 38
Story Moorefieid . _and led to basic changes in the conduct of higher education
THE HABITATS OF EDUCATION - ' Our schoolhouses have changed markedly during the past 41 -
. Harold B. Gores . o 200 years, and ‘not just physically but ps__ycho/ogica/ly as well

- Libraries in the New World - Over the years since Benjamin Franklin gave thém a boost, li- 48

Kathieen Molz braries have continued to play a distinctive role in American life
_THE FEMALE EQUATION _ v -+ Another rebellion called ‘for in 1776 is still being waged—by 53 -

Kathryn G. Heath . * women fighting for treatment equal to that afforded men
One Woman'’s Fight During her lifetime [1787-1870] Emma Willard witnessed and 58
Story Moorefield ‘did-much to accomplish the opening of education to females

. An American Paradox The peculiar American fact is that a high regard for education 60

) Myrtle Bonn ‘ has until recent times been offset by low regard for teachers -

" THE NATION’S SECOND SCHOOL SYSTEM Parochial and’ other nonpublic schools have given  diversity 67

Neil G. McCluskey . to American education, sometimes against considerable odds :

. Benefiting the Child The focus is on the individual student in sections of ESEA T4 . -
W_ilma'A.,BaiIey aimed at offering -Federal -aid- to nonpublic school children.. . ... C
‘Tending the ‘‘Melting Pot’’ Somehow ways had to be found to assimilate the millions of 76

L.V Goodman immigrants, and the schools were assigned to take the.lead o

Y - oy
AN EMPHASIS ON CHANGE : - 6 Education may seem to some SO stable as. to be stodgy, but 81

o Jlohn |. Goodlad .
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The Voc Ed Bréakthro&gh ‘ o

+ . _Edwin L. Rumpt e

By aHcient tradition, fra/_'n/'ng-f;Jr, @ Job was excluded from the 9
““school curriculum—and then came 1917 and Smith-Hughes

<

In the Wake of Sputnik
Mark Travaglini

A"
Russia’s launching in 1957 of the first man-made satellite helped 9
to set in motion a sweeping overhaul of American'pducation

LIFELONG LEARNING
Ronald and Beatrice Gross

Paralleling . the classroom in forging an educated American @
society has, been the powerful force of nonschool learning

Seven Golden Days
oLeine Rich

It was William-Jennings Bryan and Daddy Groebecker’s Swiss 10
Yodelers. It was ghilture on the héof. It was Chautaugual

" Drawing Power
Florence H. Selden

A not inconsiderable contribution to “education’ came into_ 10t
being with the onset of the newspaper and magazine cartoon

TOWARD ‘‘A LEARNING SOCIETY”’

The idea of universal education took a while to catch hold 113

Stanley Elam but in time became a basic characteristic of American life
—_ Henry Barnard’s Crusade . Hating school as a boy, he became not only a leading architect 117
Story Moorefield . o of school reform but the first U. S. Commllssione{ of Education

fKalamazoo And High School Too
‘Harry L..Selden

A not-so-friendly suit -brought in 1874 produced a landmark 120

dec/'siqn ‘that paved the way. for today’s public high schools -

EDUCATION’S EVOLVING ROLE
Wendell Pierce : ,

As shaped by the individual States, our educational system . 125
has ‘in turn -been instrumental in shaping our national life

2

Horace Mann’s Client .
Francis Keppel and Jonathan Messerli _

Toward serving “the next generation,” he ‘organized and led 132
the campaign that resulted in today’s public school system -

Learning by the Numbers
Judith Selden’

Joseph Lancaster’s schools were no pichic, but at the time 135
they were the only ones available ‘to children of the poor

“TOWARD EQUAL EDUCATIONAL OPPOR'TUNITY '
James Farmer : ‘ ‘

i

Having won the principle of equal access to-the schools, minori- 139 .
ly groups are focusing on equal access to schools of high quality. =~~~

Gonzales And Sons

Problems remain, but Joe’s boys don‘t getﬁunished for speak- . 146.
" ing Spanish, and they go to the same schools as the “gabachos’

Bill Rivera’
' 8
New Era for Special Education ;

William C. Geer

.

Thanks to strong leaders and receni coud victories, more‘handi- 148
capped children are getting the schooling that is rightfully.theirs

THE ARTS IN THE SCHOOLS—A200-YEAR STRUGGLE
-——Nancy Hanks o g .

Historically last in American schools, the arts stilf lag, but efforts 1585
- toincrease theirimportance inthe curricufum aré more promising .
S .

A Special Telling of History
L. V. Goodman

s

Words aren’t the only means of revealing America’s story, a. ‘162
-point made down through the years by the Nation’s artists -

.

i
{

TOMORROW'’S EDUCATION
Raiph W. Tyler

<

Building on the accomplishments of the past, the schgois of the 173 *
future willbe calledupon to reachoutin a range of new directions i

RobCarroli »

America’s First Public High School . '

perched above the Town Watch and Here Fire Engine No. 6, 179 '
Boston ‘s English high launched a new era in American education N

" .

-Discovering-America
Richard C. Spitzer
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" Today as they have during the pést 300 }éars, textbooks playthe 181 -

basic role in telling us who we are as a people and as a Nation
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SOV U S DNTE
NIRRT :

{\\ﬁl Revolution The reality, however, did not ‘quite  primary function of the schools was to-.
M marked a decisive match the rhetoric. The intellectuals who transmit an inherited body of culture and -~
new departure in wielded the penin graceful essays were free  those who ‘wished to focus attention orf
lthe history of andeasyin their promises of the inevitable training in useful skills. The inability to’
educatior, as in rewards of such a system. But the hard- make a clear-cut choice created one of the
4l many other aspects bitten farmers. merchants, and artisans persistent patterns in the mode of learning
Hof American cul- who held the purse strings were cautious in the United States. : : _
O 3 ture —or at least. so ~ indeed as they counted up the costs in From the very start, it seemed plausible
it seemed to contemporaries. Previously, as increased taxes. Many a good intention to expect that the. schools would preserye
the conventional wisdom then prevalent withered; unfulﬁ[led; ang most of the the European culture, secular  and
had it, the colonists had been shackled by newly founded colleges either never opened religious. that had -crossed the Atlantic
the European past; anachronistic ideas theirdoorsor quickly closed them. Besides,  with the first settlérs. The founders of the
and outmoded institutions had stifled a society long close to the frontier found - '
innovation and inhibited progress. Now difficulty in recruiting and holding
- liberated, the citizens of the Republic talentéd teachers. . . .
would develop new modes of instructio Above all] it proved not at all easy to
Free men, stimulated by the environmét break away from ‘the traditions of the
of opportunity, would transform every Colonial era. The Revolution did make a}
tspect of the learning process. New difference, not becatise it marked a turn in
colleges sprouted rapidly; ard the Nation a totally new direction. but because. the . B8
buzzed with schemes for improvement fruitful debate it evoked compelled people
nurtured by confident expectations that to consider what they had formerly taken
the obligations of citizensHip required a_ for granted. The result was not a total
system of education capable of training the break with the past. but a subtle ‘shift in
"latter-day equivalents of Roman senators. ‘the pace and emphasis of development.
: S : : Well before 1776. American education®
Dr. Handlin is Carl H. Pforzheimet University —— __felt_the pressure of competing, even
Professor at Harvard University and author of The contradictory, impulses Eﬁh't&"c'o'ntinued‘t0~
Uprooted, for which he won the Pulitzer Prize in create cross-currents in its development for
History in 1952 Facing Life: Youth and the Family two centuries. An _endlessly unravelling

in American Histary, 1971: The Americans, 1963; ;
Fire-bell in the Night, 1964 and Ch¥dren of the argument thus echoed through the decades

Uprooted, . 1966. sbetween those who .insisted- that the
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Massachusetts Bay Colony worried lest they
and their children be left without a
ministry’” capable  of reading  and
interpreting God's word, as handed. down

in the Hebrew, Greek., and Latin
Scu\iplurvs: and they feared also how their
('x}‘wrimcm “would  fare if future

generations, reared in the wilderness. grew
yp in igndrance. The Puritans were not
jtlone in the dread that the departure from
. the mother tountry might lead 6 a relapse
to barbarism. The men and women who'
came to New-Netherland and the colonies
to the south shared  that sentiment,
although to a’ less intense degree. and
hoped that by providing enough
instruction they could head it off,
Colonial socicty .did become more
stable: but'with the emergence of the 18th
century, Americans still - felt the
dependence  of provincials upon the
metropolis. The most important influences
in religion, science, art. and literature-
emanated from England. and in the New
World only the s¢hool could equip ygung
people with the knowledge. and skills to
recéive and assimilate’the developments in
tHose fields across the -ocean. .
Independence, paradoxically:
height=ned the need. The national
emotions stirred up by the “Reyolution

prodded Americans into proving that their . their

. culture was not infefior 1o that of the Old
World. Frenetic cfforts to develop a unique
" literature, art] and architecture yielded an
_-outpouring of lengthy  epics, massive-
‘canvases. and ambitious proposals for
great monuménts. Noah Webster. for the
same  reason. compiled spellers -sand
dictionaries to help define the distinctive
language of his fountry, and Thomas
Jefferson dregmed of a hierarchy’of schools
whi¢h would train the talented to lead the

Nation, . . .
Despite the straining for difference.

however. the language of the United States
retained its roots in that of England. as did
the. literature. art, and architectare. The
desire for achievement emphasized the
importance of mastery of the European
techniques avz:ilablc to most Americans
only through” the formal educational
system. The sciences were as important as
the arts and the classics in the process of
transmittal! as long as Europe took the
lead in discovery and scholatship, the
school was the most important means of
following." Well into the 20th century,
American boys and girls struggled with
Latin and algebra to catch up with the Old
World. and to surpass it. Large borrowings
from abroad shaped the content of a good
part’ of their instruction.

_.Furthermore, after independence, each

successive wave of immigrants
he experience of the early pioneers. The
attitudes of the Irish, Germahs, Poles, and
'ewf were as amtliguous-as those of the .

ERIC
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Puriians had been. All were eager to justify
their departure from the old homeland by
stressing_the  distinctive  quality of the
culture they would develop in the New
World. On the other hand, they were
cqually determined somehow to transfer to

v ’, '

t
>
hostility of farmers and’ artisans 4
argued that the best way to learn was in

-field by wielding a pitchfork or in the st

by swinging a hammer. It was ¥t}
necessary to disclaim any pretensions
fancy gcourses, dead languages, .

“ their adopted country the values brouglﬁ parchment diplomas. But no sooner
araas

from the places. of their birth. They wishe
@heir children o become 'A{ncricag,; to
learn English. yet also’ notto forget “the
ancestral™ heritage. ~Always the . schools
accepted " as one  of their functions
preservation of *the Nation's antecedent
" heritage. Precisely because - the schools
stood somewhat apart from life, were not
.altogether practical, Americans looked to
them for performance of that .task.”
Yet the schools were also expected to be

“useful.” a function not altog¥ther -

compatible with that of a repository of
culture and therefore always a source of
tension,

In the 17th .and lsllh centuries, rﬁosl"

useful - which is to say practical --skills in
_the society were acquired in workshops or
on farms, within the family or through
apprenticeship. Only gentlemen then
wished more learning than was required to
read the Bible. As time:passed and society
became_more democratic, access to the
schools spread and with it.a desire to alter
curricylums  in  more practical
direction. Early on, for instance. writing
schools trained young men in "udilitarian
arts, not only those of penmanship but also
the related skills connected with the
conduct of business enterprise. That made
- sense. Citizens who grudged a few extra tax
dollars annually for’ the- public schools
willingly paid the_fees to equip their sons
with a fine hand or with the secrets of
double-entry bookkeeping that would help
in later {ife. In the 19th century, the same
impulse led to the formation in many cities

of mechanics’ institutes in whjch ambitious -

young men could improve themselves. that
is, acquire information that would expand
their earning power. Private, proprietary,
“business colleges” in time performed the

same function. .
Yet Americans were not content to et

these eminently practical and useful
subjects stand merely for what they were.
Instead. an insistent trend drew together

technical and traditional instruction,
partly ‘out of the democratic belief that a.
unified  educational system ought 'to

‘include all forms of learning” partly out of

a sneaking respect ‘for culture ande -
rescntment  of any clite efforts to -
monopolize it. -

The institutions supported by public
funds most clearly demonstrated the
process of adaptation., Urban high schools

State universities claiméd support on the
basis of the utility of what they taught;
‘their initial problem was.to overcome the

“from

and‘ﬁ_a—ﬁiraT"frai‘ﬁiﬁg"iﬁEtiiﬁtes‘"a“ﬁ'd_ﬁﬁr“-h_xéfhiﬁ?é{ new sources of power, and

the building up and the appropriation
hand than the polish began. The iiter;
apd the . dbstract -ntruded’ <into” 4

" curriculum, and the distinction <betwe

the practical and ‘the cultural began
waver,

1 he standing interplay within t
same system between utilitarianis
and the pressures toward bro:

general education was distinctive to t]
United States. In Europe the line which I
from elementary school through the lyc
to the university was entirely separate fro:
that which led to technical and vocation
training, In America, the historic need i
accommodate the two together influence
both types of instruction; the ¢ultural an
practical, never permitted to stray fa
apart, remained exposed to the questior
What were they for? To that extent, th
system always remained accountable t
society:- -

In the last quarter of the 19th centuty
the schools acquired still another function
that of classifying the students who passe
through them in order.to direct each to th
occupation appropriate to his “or ‘e
talents. Education ‘was subtly linked tc
social mobility. ’

Until then, the family had borne the
obligation pf sorting out and preparing the
members of the oncoming generation for
their.status in life. Daughters, as a matter
of course, were expected to play the same
roles ds their mothers, and sons ta ply the
trades of their fathers.” When the great
bulk of the population-Was agricultural,
the problem of. choice had not been
difficult;.one generation followed another;

/in the same calling although perhaps’in a

different location. In town, also. the family
was crucial; .boys either picked up the

" - parental craft at home or learned-through-

apprenticeship in-another household. Even’
the ambitious youngsters who wished to
move into the learned professions—
divinity, law, and medicine — usually did so
by serving a minister, lawyer, or doctor; a&"
late as” Lincoln's - time. no’ formal
procedures for schooling in the professions
were required. N ,
Powerful social >nd economic forces

altered the situation in the 19th century.

- The population rever ceased to move —

from East to West from South to North,
away from the country into the city, away
agriculture " into industry. New

new

methods of distribution transformed the -
most important branches of the productive

o . . .
system. Apprenticeshin therafare Abaauad -



' “That the practice

. individual
;the aristocracy of talent to lead the-Nation

‘society.

) neutral ground. therefore.
~could compete without -handicap in the

-teaching thdt were

T own

except.in @ few sheltered crafts like the
puilting trades. _in "which traditiopal
techniques remaified intact. In the fluid,
ever:changing environment of the United -
States after 1870, children no-longer took it
for granted that they would asually foltow

the occupations of theiraparents.” Kinship -

networks were no longer adequate, and an
alternative method of finding diches for,
the young or of sorting them out and
prepnri'ﬁg them for future careefs wag
essential. ( '

Americans thrust the ‘rcsponsnbililt_,' for *

performing that function upon the schools
and. in the process. transformed the system

of education so that it could do the job of .

selection and of vocational training. The

schools were the appropriate instruments .

they bad lrv g asserted the claim
d at the same time
culcure: they could

because
that they were usel
the. convevors of
demonstrate the
providing a series of filters at the crucial
stages of life which would direct cach
to the station his taients
deserved. The ]effcrsonian‘ view of”
edgtation as an instrument for de{ining

.lhu&hr()ndencd into a vision of a
mechanism for assigning all places in

The concept of the school as the testing
ground for ability was in accord with the
democratic impulses gaining power, as the
century drew to a close. [t offered a means
of dissolving all the relics of privilege and
‘nherited status which limited equality of
opportunity. Within the walls of the school
neither family. nor wealth. nor race. nor
creed would count. only merit. On this:
cach - person

contest for the success L0 which all aspired.
fell far short of these
standards. and that family, race. and
creed still counted did not, diminish the
powee of-the ideal. ‘

For a century. American schools
struggled to adapt themselves for service as
channels of social mobility. Only criteria.
administration. organization: - and
uniform and standard
would ¢nable them to turn out a product
bearing credentials recognizable as valid in
every part of the country. The old hit-or-
miss days when cach institution devised: its
curriculum and  hired whatever
instructors it could afford: were no longer.

adequate. A systeml “developed  within

___which the child passed through successive.

Elk\l‘c‘if?'

his destinations
and higher
three-tiered

clearly articulated stages to
Elementary. secondary.
éducation formed a

—echanisin—, of—scrutiny, . teachi ng, and

in the effort to locate abilityand-to

testing.
his or_her proper role

direct each pupil to

Aruitoxt provided by Eic:

validity of their claim by ~

“subjects taught but
_for conveving the

_~perspecliv’elof the 1_9_705'.

10 -

4 .
To insure the efficiency of the process

demanded professionalism of staff.
Trained teachers and administrators
would not only command knowledge of the
also of the procedures
information and skills
and for evaluating the progress of the
students. The evolving bureaucratic
structure crowded out the casuals who had
formerly moved in and-out of teaching. the
expedients being to insist .upon a defined
course of preparation

qualifications  for ‘entering upon and

“advancing in careers in the schools.

In retrospect. the imperfections of the
system are evident: Residual biases favored’
-some.families. ethnic groups. regions, and
classes at the ex\;mn“se‘bffothers._ﬁqrpﬂ

and to establish firm

B

the conditions of ~

competition seem to have been far from

L%

equal; and the very conception of a merit:
oriented competitive process may be
questioned. But viewed in the context of
the era in which -it developed. the
educational system deserves a more
favorable judgment: in a neriod of raopid
change. «it undoubtedly furthered social
mobility and it inhibited “stratification,
thus helping.to prese‘r.vé in an industrial$
envir'ori_mcm the open access Lo
opportunity the frontier had provided in
the rural°past. -
The evolving American schools after
1870 also performed. another sociai -
function. Ever more often they were.
expected. in addition to whatever else they -
did. to act as agencies of acculturation and

. ———

~ssirnilation..instructing their charges in ~




. ?

. wide varicty of modes of correct beéhavior,
ranging in scope from the proper methods
of brushing che reeth to 'safe driving. .

All those matters of health, hygiene,
mamers, antd morals had formerly been
among the duties of the family and ‘the
church, Changing circumstances had
brought them within- the orbit of the
school. A relatively hdmogencous, largely
fural society had been able to leave these
concerns in  private hands on the
assumption that everyone shared the sathe
communal views and attitudes, Any child.
reared in any good family and any church,
would learn the same lessons of duties (g
himse!f and 10 his neighbors. The few who

did not were subject to correction and care

by institutions for deviants.

assumptions
cver less,
tenable afier 1870.
The population
remained  unsettled
in a fashion.

disconcerting
. The
Yankees who moved from Connecticut to
Ohio in 1820 carried with them family
structure, style of life. and churches— not
totally,intact, perhaps, but intact enough
to adapt to the new environment, By
contrast. migrants who arrived in Chicago
after 1870 found that the urban situation
radically transformed  all transplanted
institutions. In the great anonymous,

impersonal cities. conventional controls

lost their binding quality, the influence’ of
parents aud churches grew weaker, and
the intermixture of diverse proples under.
mined. the assumption that all shared the
.same values: Old maxims did not readily
apply to the new circumstances; the tried
and true injunctions to,, neighborliness,

thriff, honesty, and respect for the rights of -

not as neatly fit (he

others did

circumstances_on the sidewalks of New

York as they had down ofi the farm.
The discrepancies were most evident in
relationship with the millions of European,
Canadian, and Mexican immigrants. The
men andywomen who met the .Nation's

need for labor seemed totally alien,

babbling away in incomprehensible
tongues, worshiping in strange’ churches,
and set apart by culture, life style, and

‘ways of thinking. There could be no’
Italians. Jews.

assurance that the Poles,
and Turks who resided in dose propinquity
to one another and to the native Americans
,could comprehend one another or Goexist
without conflict or disorder” Yet . the
children growing up in all such families
were Americans; and they would some day

have To deal as citizens with New World.

problems. They could hardly be expected
to learn to de so in. Qld World homes.
They would have 1o find the way through
some other agency. —_—

~ The plight of the c!;}il_drcn of native
Americans. while less visible, was almost

as grave. They too suffered from the,

inadequacy of the training available from
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Aruitoxt provided by Eic:

‘ .:5\\)' . ".

their parents, As well 4-x‘p(-ct'th'(- cuafchma
to teach his sons to drive a locemative o
motor ca. as expecthim o instruct them ih
the behavior metropolitan life demanded.
And indeed, as authority drained away
from ghe family and the church, parents
themselves welcomed  the opportunity to
transfer élsewhere “the responsibility | for
socializing their ‘offspring. '
The ‘burden  fell upon the already
oyerburdened  educational system.  The
schools were repositories of the sciences,
which steadily displaced tradition as the
source of answers to the important ques-
tions of life. T'o the' extent that people
sought ,guidance from medicine,
ecopomics, and sociology rather than from
_the memories of their grandparents, it
made sense 0§ entrust children to the
instituvions  which conveyed these
organized bodies of knowledge. The
schools had the prestige, which family and
church lost. to set the standards of correct
behavior and thought. .
Nevertheless. the ‘schools did not
threaten the diversity ,characteristic of
society in the United States. No*&ingle -
group had the power through them to
impose its preferences, upon the others.
Neutrality was a political necessity of
public educational systems which could not
risk the enmity of any bloc of voters; and
dissenters, anyway, always had the option
of founding private schools of their own.
As a result, deviant views were generally.’
tolerated, even if not acchbrded complete
LT : . ) .ooa .
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. . S o cked between a thin
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i §oa o el '--":/Aﬂk‘u% Ce il major materials of v
o -y 10 ' o et ~ ) N
v A §7 - SPELLNMG BOOW 7y ¥ /[ Colonial element
D 1 R 5 ' \ . e education— the -
| g 70 e e s & : .;’&m_' "“&” T.D\u(’;:.,; alphabes and the.
' N L ET " .;g . : »‘;',\\f,"'/"",:\\‘:"-‘,\',‘l‘."'-'..’(\\'r,\“.l.; Lord 'S_Pfayer' The:
iy TP ST ) . ‘ " e i
- o L e | “hornbook,” as this simple wooden-tex!
\ : ; R /L . .| ibas known, was often’ eonly " "
E B '\wcas.\:‘g.s.\"f‘ ﬁ?.a . instructional tool available to primary
4 g X ' _school.children of the period. Once.

i o A
. wTANDATID wonEs v had mastered its fundamentals, young
AT e, scholars progressed to cdtechism lesson:

) ‘ b PR L [ ' ' oL
T . bew ' Do, ' . abandoning their hornbooks to younge
. s/ S P S brothers and sisters; and, because fth
; o \ .. . : resilience of their design, hand-me-douwn

equality, Administrators and teachers had - defi t & al goals of th Ly hornpooks e'ndured ch”dh‘wd aft ;
quality. s strators ¢ ‘ $ define the central goals ot the system. chitdhood; llgrm'l"masspr:'nléd-‘r’eade}rsan’d

to halance the certaipty thit they knew oo addition . the teachi -areer N T ,
nly \ Since. in .1()(‘1[)()!1. the teaching career i more elaborate leach;ngmaianal'sma B
4 ’ ihttes ;

_ what was good for their pupils against the  the United States did  not customarily them obsolete “
need for taking account of the variety of  auract the most falented, the shortcomings | ) BT
views in a pluralistic society. of the schools were hardly surprising, But o

The efforts of American schools to meet  their achievements were nonetheless

_lhl' * needs of a rapidly changing and imprt-ssi\:c. without parallel in the modern
expanding country were only pnrlinlly world judgcd by the vast pOpula[ion
= successful. The (.)hsmclcs were immense:  served, the variety of functions pcrfornu-d.
,l‘\‘(‘f,\'lhin.t’.' had ‘to be created afresh:  and the social needs met. with all its
despite the wealth of the country. resources iniperfcdions. the " system of education

“for education were usually meager: and  made significant contributions o
the disp(‘rsal_of control among many local  democracy in the country within which it
authorities left no ‘ome in a position to “ '()p(‘ral"t'd.' .
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The Master’s desk was in the fron:‘of ¢k,
room. next to the door. Jeremiah knew
that inside that massive piece of oak were

- the tops. balls. marbles. and other -
forbidd® items which Master Dove
confiscated from his pupils with uncanny
regularity. Just yesterday. Jeremiah himsel
had been the victim of the Master’s quick
hand, and had lost the prized penknife
which his older brother Thomas had
entrusted to him last summer. He had
promised to guard it while Thomas was
away at college in nearby Carnbridge, and

[} - .
here he is! The
Master’s coming!”
Jeremiah Gladstone
abruptly revérsed his
direction..

;ﬁ abandoned the v
squirrel he had beed
chasing. and dashed
se. Following 35 or so
ages, sizes. and

toward the schoolhoy
" *other boysof assorted
backgrounds. he neatly vaulted the two- "
_.foot wooden fence. ran up the path. and. .
pushed inside the door of the one-room,"
wooden building. The year was'1775%n the
Massachus,eusaCo'lovny. and Jeremiah
Cladstone was nine 'years old. ' .
" Once inside. the boys wasted no time in.
finding-their seats. for Master Dove was not
noted for dealing kindly with tardy pupils. -
The Masterarrived promptly at 7 a.m. in
‘;h°@“'ifg and fall and 8 a.m. in the
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* pot:bellied stove in th

Jeremiah dreaded disappointing his brothe;
While he brooded. the din in. the
classroom mounted to an earsplitting
pitch. Then suddenly it stopped. gnd the.
‘room became silent. Jeremiah dragged
himself out of his miserable reverie and
waited expectantly for Master Dove to
march through the'door. As usual, he
prayed that one of these days the Master
would arrive having been transformed the
previous night into a kind., twinkling man:
- maybe someone like his uncle Joseph, who
- always had a piece of maple sugar in his, -
pocket and could make anyone laugh,
But, alas. today was not the day. for in
3. strode Master Dove looking rigid and'sour.
brandishing the dreaded, ever-present
fer\le, with his three-cornered hat riding
majesticaly atop his impeccable gray wig.
Even his worn gray silk waistcoat with its
¥ - rows of silver buttons rode’rigidly on his
lanky frame. as if reluctant to flow o
naturally for fear of being punished.
Jeremiah found it hard to believe that
the schoolmaster had been born withisuch
. asourdisposition, and he was forever
- looking for some sad, mystical reason for
" Master Dove's transformation. Theé lad’s
father. who knew a lot about most things
and didn’t put much stock in.sad )
rmysticism, said that Master Dove was
probably “of a sour ber. " because he had

to work very hard, not only‘teaching his

winter, and he expected tosee his students
in their seats when he arrived. Jeremiah
" was not interested in incurring the Master’s
wrath, so he wedged himself onto one of
thegackless benches in the first row. on the
sider of..the foom.
There were two rows of pine benches on
thiree sides of the room facing the huge’ - |
¢ center. Behind the
“benches. against each wall,.there was a
continuous. sloping shelf at waist level
which the older students used —asa - . _
support to lean“agajnst while they were v
studying. and as a desk while they were
writing. There was a narrower shelf under
it on which they could store thejr books
“and supplies. Within the square of the
outer benches, there was a line of lower
benches for the smaller children. The

space in the middle of the rodom'served as a
.kind of stage for recitations.

. In Advi's fail
. We sinned alk: ||
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P :“Dﬁ',p“s but also helping.to maintain the board on which was pasted a printed leaf * each day after the bbys went home.

ool building, for which he :vas paid only  containing the alphabet and some short Supposedly the Schools were built for
£30 per year. Jeremiah thought that was a sentences. This was covered with a thin everyone. rich or poor, and to some pec
. let of money to pay such a crotchety - sheet ¢ transparent horn to protect it from chat even meant girls. Abigail and
person. , | the inv. .:bly dirty fingers it would fall Rebecca, however. took dancing lesson:
* "Good morning. Master Dove,” chanted prey to. - _ . instead because their parents thought t
‘_ -the:boys in unison. at no seeming cue other Promptly at half past ten each morning, was more important. ‘
than the Master’s arrival at his desk. He the boys were allowed to go outside for a After lunch. Jeremiah returned to sct
peered over the top of hiz square, tortoise- short recess. On the way back inside, rach  for the afternoon, which cominenced
shell glasses, and gazed at his charges who child was permitted a drink of water from  each class reading out loud in turn froim
shifted uncomfortably against one another.  the pail near the door. but Jeremiah was The New England Primer, an 88-page,
~;Jeremiah knew by heart what the always one of theiast ones back inside sohe 3 1/2:inch by 4 1/2.inch leather-bound
'.‘.'"_pfr‘glc:edure for the day would be. It would generally got only 4 longing look at the book which, except for some spelling
start with the "first class” (the oldest boys) water, and a menacing look from Master lessons and an occasional illustration,
reading from the Scriptures. Then would = . Dove. . didn’t hold Jeremiah's interest. He knew
come the thawing and‘waering of the ink, The rest of the morning was spent : was important to learn the Westminster
3 -in preparation for writing, which working on spelling. and Jeremiah likedto  Catechism. but he had great difficulty
.consumed a major portion of the morning. make this part of the day into a game. memorizing the tedious questions and '
N6t a meticulous person by nature, While Master Dove read out words from answers, He forced himself to concentra
Jeremiah didn’t care much for the . the handsome WA TTS Compleat " onit because he knew he would have to
discipline involved in copying for page SPELLING-BOOK, and then waited as recite a portion this Sunday in church, :
fier page such phrases as “Contentmentis  the class spelled the words out loud, he definitely didn't want to disgrace his
& virtue™ or “Procrastination is the thiefof ~ Jeremiah tried to see how often he could be family by not being prepared. Aside fro1
time" — two of Master Dove's favorites — the first to finish. - ' the obvious embarrassment in church fo
until he had mastered the letters. He was And then it was time for lunch. Jeremiah any child who had not memorized his
consoled. nevertheless, by his fascination walked the half-mile home for lunch with catechism, Master Dove's own brand of
-with the ink he used and the process of ink- s cousin George. who was 11 and in the disapproval. manifested with the heip of
‘ making that his father had taught him first class, and George's brother Matthew.. “the ferule, was not someshing_]efemiah
when he started going to school. Together who was seven and, to Jeremiah's mind, a  coveted. oo R
they had gathered the bark of swamp hateful pest. Jeremiah wished his own When each class had completed its
maple and boiled it in an iron kettle to give  brothers were closer to him in age so they reading from the primer, there was rhore
it a more perfect.black color. When it . could walk home from school with him, spe]lihg. and finally some arithmetic.
thickened, they had added copperas. or but Thomas was 15 and studying at There was nertextbook for this study, but
green vitriel to it. Jeremiah loved todip his ~ Harvard College. and Jabez was only three. Magter Dove, like most schoolmasters, ga
-quill pen into the ink and make huge swirls ~ Nearer his own age were his two sisters, each boy pages af handwritten rules and
on his paper. but he knew that paper was  ten-year-old Abigail. and Rebecca. who problems from a manuscript sum-book
scarce and must not be wasted.. was eight and his favorite. Their days were which he had'studied from when he was :
After writing, it would be the wurn of the spent at home with their mother, learning - boy. Jeremiah couldn't imagine tha the
second class to read from the Scriptures, how to cook and sew, because as Jeremiah'’s Master had'ever been a boy. much less or
and then the turn of Jeremiah's class. After,  father righty said, "A gentleman has no who had had as much ’troub‘le strugg]ing‘
that, the smallest childrén would be called . interest in an educated woman." Jeremiah with problems and sums as Jeremiah
out to read a sentence or two from their thought that this made sense becatse most .hin'iself did. - .
reader. the Hornbook, since they were not . girls weressilly-anyway, although.he * The boys were usually weary by this
yet ready to read from the Scriptures. recently overheard his parents sayingthat  ime. because.the day was long, and they
Jeremiah still had his Hornbook, which some of the daughters of the townspeople ©  knew it was almost five o’clock, the time.
“ really wasn't a book at all. It was a thin .« were auending school for a couple df hours that school was dismissed. The fire in the

ERI

.. ‘stove was waning, and Jeremiah was chilly
¢ and hungry. The dismally vacant walls an
*stained, gritty windows didn’t do much to
cheer him up. and he sorely wished there:
was something of interest in the classroom
for'him to look at. Across the room, two o
the youngest boys were fidgeting and’
pushing each other. trying to see who
would be forced off the bench and into th
Master’s wrath first. Jeremiah hoped that
2" ; ) by SR B b school would end before the Master caug
e ‘ e N Trkegy B 'x. . them. . ‘. ]
( ruyal ol "And tomorrow, Jeremiah Gladstone
will light the fire before school..” Master
Dove planted his hat firmly on his curls,__
and strode from the room. Jeremiah -
breathed a sigh of relief and suddenly;
forgetting his fatigue, hunger. or the col
. ran from the schoolhouse to find that

squirrel. . —JUDITH SELﬁi-:

Ms. Scldef is a junior high school English teach
in thg;_:, Massachusetts. . .

.

Aruitoxt provided by Eic:



'he Log College

,more axes rmqmq in
Pennslyvania than
there were school

’ bells during those

.. mionths in the early -

d William Tennent
as chopping timber out of the Bucks
ounty wilderness for his "Log College.™.
The Presbyterian evangelist raised the

vo-story structure directly across from his

wurch on the Old York Road at
eshaminy. about 20 miles north of
hiladelphia. And in doing so he

romoted a departure in higher education
1at outraged his more conventional
yntemporaries by capsulizing a spirit of
ralitarianism that was to captivate the
orld a few decades laer.

A dissident priest in the Church of
ngland who had turned to
resbyterianism, Tennent had ridden the
de of Scotch-Irish immigration to the
lew World. arriving at William Penn’s
rovincial capital on September 17.1718.
n event he duly noted in his- diary:

We landed safe at Philadelphia
.the head Town of Pensilvinia
and’ was Courteouslic inter-
tained by Mr. James Logan
Agent and secretarie of all Pen-.

,silvinia.
The new immigrant quickly established

is credentials with the Presbyterian S)nod

f Philadelphia. but he did not tarry in the

ipital, at that time a community of

1,000 colonists. At the age of 45,

undling his growmg family with him, he

tout to spread the word of God in the
World ‘He traveled first to East —

EMC
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" Chatham in southezstern New York, then

’ 1770s when the Rev.”

:‘:f.'_%‘{}’ﬂ :

to nearby Bedford, and then back agam to
- Bucks Coumy establishing his pulpit in
Bensalem. A graduate of Edinburgh
University and 2 gifted Latin scholar. Mr.
Tennent apparently found himself be-
coming almost as concerned about his
parishioners’ lack oflearnmq as he was_
with their need for salvation. In’any case
he took to devoting increasing amounts of
histime to teaching them how to read their
Bibleg and catechisms. And when-in the
autumn of 1726 he moved south to alittle
settlement on the:forks of Neshammv
Creek. he built not only achurchbuta

school as well.
Mr. Tennent sensed what seemed to be-

* an American compulsion to constantly

move westward, he saw how relentlessly the
wilderness was being pushed back toward
the Allegheny Mountains, and he
concluded that the Middle Colonies could
not wait for new preachers and teachers to
come in from the mother country or down
from the New England colleges of Harvard
and Yale. Although his initial motivation
for building his school was a determination
to educate his sons for the Presbyterian
minisiry. the logs were hardly chinked
before he had decided to accept other
young men interested in that cal]ing or in
becoming teachers.

His church at Neshammy was opened for
services in the summer of 1728, and so
probably to the astonishment of the
backwoods villagers -- was a structure
which one observer remembered as being

~about 20 feet long, and nearly as broad."
. located on the, Old York Road. “Iniit,
wrote the Rev. George Whitefield, a
visiting evangelist from England who

~t

* Franklin, Mr. Tennent had dispatched

* they proved to be able foment@rs of anew ‘

- establishing similar institutions. Among

<" Davies. who was graduated from Fagg's

“University) ‘which enrolled its firststudents

15

prcachcd at Neshaminy in November df’
1739, “the students spent most of the day’
and ‘odgcd at mght with families in the
vicinity.” .

By the time Mr. Whitefield arrived at
“ Neshaminy, as noted in his Journal, ‘1
subsequently printed by Benjamin

“seven or cight"” ministers into the field.
“More were alinost ready to be sent forth.”
he added. "and a foundation is now laying
for the instruction of many others.” '

By that time also the prlmmvc
institution was being called a “college” —in
scorn and derision, born of apprehension,
by cerrain.critics of an aristocratic turn of -
mind. Not only did it fail to provide the
range of courses offered bysuch “real” *
colleges as Harvard and Yale, theysaid, :
but even worse it admitted young men
whose humble backgrounds demonstrated‘
that they were not college material. ‘

Mr: Tennent himself made no
pretensions. He did not award diplomas,
forexample. and there were no formal
graduating ceremonies. His curriculum -
was nevertheless nosnap. The students
were trained in elocution and forensics, k
they read the classics, and they studied
Latin, Greek, some Hebrew. moral
philosophy, and theology. Thus armed

e q‘lhtarlan'sm ih higher education.
spreadmg the "log college” movement to
other regions in the Middle Colonies by

them: Fagg’s Manor, opened in 1739 in
Pennsylvaniz’s Chester County by Samuel
Blair; Samuel Finley's school in Maryland
at Nottingham, Cecil County, in'1744;
and Robert Smith's at Paques in- LL ncaster
County, PennS)lvama in 1750. Lo
Their graduates in turn carried on the
work. Dr. Benjamin Rush. a product of :
Samuel Finley's'school who was to become
a leading figure in the Revolution and a
signer of the Declaration of lndependence g
was active in founding Dickinson College
Jobit McMillan. an carly mirdister in
western Pennsylvinia, graduatcd from the
Paques schooi and in turn set up a log
college in the Redstone country of ‘
southwestern Pennsylvania. And Samuel

Manor. became the fourth president of the
College of New Jersey. Messrs. Blair and
lee) and two of Mr, Tennean sons had”

in fact helped to charter this i lnsutuuon (it
was later te be known as Princeton

in May of 1747.

That was one year after William
Tennent died at the age of 73.:He had left
his mark.

—WALTER WOOD )

Associate Edlior, Amnican-ﬁduéiﬁgn?
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he Americdn “system

’- ¥ of education” is an
organii;.: night-
mare . a

w), functionai “umph

It nearly defies ex-
plnnatlon as a coher-
ent’ ‘enterprise. but

d persons regularly
emerge from their encounters with it more

knowledgeable than when they entered it.

If it is to be judged on the e:lucational at-
tainments of the entire . American public.
.then its success is real. However,
American institutions have suffered as
_much criticism. particularly in the last 24
vears, as have those concerned with edu-
cation.

The paradox of functional success .but.

massive criticism raises perplexing
questions about this enigmatic enterprise.
Apparently it is succcssfull) -accomplishing

one task while bcmg expected to do = D

another. Six .questions seem helpful in
approaching some understanding of the
American educational system: What is it?
‘What is.expected of it?> What does it do?.
Who uses it> Who runs it> and Who pays
for it2 % .
What s it? The essential unit of the
American e‘ducatlonal system {and of any
educational system today) is the school -

the physical plant and the organization it *

symbolizes. Thus. not until the lattér.part
of the 19th century could the United States
really be said to have an “educational

.Professar Graham is Director ‘of the Fducation
Program. Barnard College. and Professor of History
and Education. Teachers College.
-University. Shc is the author of Community and Class
in American” Education. 1865-1918 (1974) "and
-Progfessive Education: From Arcady to Academe
(1967) and is now working on a history of women in
-higher education.
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BY PATRICIA ALBJERG GRAHAM'

system” as such, because until that time
education had been acquired through a
variety of rather haphazard methods.
Children studied at nome with their
parents or with a tutor, or perhaps at the
home of a nearby spinsier of widow.in a
“dame school” with a few - other
eighborhood children, and only rarely at
a building formally designated “school”
and subsidized by the local community.
the church, the chiliren's tuition, private

beneficence. or some combination of -
these: Such formal work often was
supplemented by individual study, by

- perusal of books and local newspapers and
journals, By instructional messages
embedded in sermons and Sunday school
programs. and through apprentigeships
both formal and informal to persons who

w2
e

had achievéd some degree of mastery
particular field. :

These various ways of Icarmng wer
no means mutually exclusive. Genera
young person encountered several of t
en route to adulthood, after which,
hoped, Icarmng did not stop but was-
Iesshkcly to be institutionalized than it
in youth. Undoubtedly the most univ
form of -instruction -was apprentices

-although most apprcntlccshlps were n¢

the formal variety on the English m
that prescribed certain numbers of yea:
service to the master. Much more com;
was the. informal variety in " whicl
youngster learned one specific skill or a
general ones simply by helping some
who had  these skills. For: half

‘ popu]ation (the female half). this was




sic. mode - of learnming household
nagement. Girls helped their mothers
1 thereby acquired the  necessary
king techniques, simple sewiiig skills.
1 some notion of how to keep a house
ictioning. Later generations would be

ight these topics in junior high school

me economics classes.
Bv the end ot the
wdamental changes  had
nerica, Prior to that time an

19th
occurred in
“educated

™ in America would undoubtedly have

century

of the: classics. however that knowledge was
gained. Around the turn of the century the’
pnpul.n (l('flmllon (h.mgt'(l so that an
“educated man” w as one w ho h.n(l hocn to
college, This shift in’ the public tign
about what constituted edueatio b
crucial one, for it illustrated the belief that
education had become i commodity which |
one got at an educational institution. The
cra of multiple educational possibilities
had faded. and the narrower definition of
education as what one learned in school
had arrived. This acceptance of the schools

. as the pre-eminent.educational enterprise®
* laid

¢

the foundation for the American *
educational system. for the schools were
nearly the onl\ elements within that system
until well mlo the 20th century. -
Whether © the schonls “were public,
private, or parochiai probably made little
difference in terms of what the students
“learned. The different auspices under
which the schools functioned did. however,
complicate the pattern of American
education. Numerically the public schools
have dominared the enrollments. For most

n characterized as one with knowledge

of this centurv about 85 ‘percent of

u .
_ . » American school children have attended.
’ ' public schools. Now the figure is over 90
percent. pnncnpa.ly as a result of declining
enrollments in Roman Cathcelic schools,
which account for 80 percent of . the .
nonpublic school students. The remaining
20 percent of nonpublic school students
arc cither at other religious schools (13
percent) or schools without religious
affiliation (scven percent).
Some educators’ fascination with the )
" organizational differences between public,
and private school systems has obscured
" the essential similarities between them. '
"Both cover a very broad range of schools
sorvmg the top. middle. and bottom of the
socioeconomié groups in America. Both
- tend (o serve the residential community -
near them. thus making individual schools
srelatively homogeneous ethnically” and
economically. Both "use the same
curriculum materials and teach courses in
similar scquénces. These similarities have
been true throughout the history of -
Américan education. For example, in the
early 20th century the differences between
a public-school located in an immigrant
neighberhood with predominantly Jewish
families and a Roman Catholic parochial
school attached to an ethnic pansh
" composed primarily of Italian immigrant
families were not enormous, except. of
course; for the addition of Christian
doctrine in the parochlal school. In both
schools a prémium was placed upon
- literacy and upon Americanization, andbm
neithhér was there” much opportunity-to
mix with=children of' other ccorfiomic or .
ethnic backgrounds. “Today "the public
schools of Great Neck, ~Long Island, are
probably more similar in-curriculum and
.clientele to such private schools as Dalton
and Fieldston, 20 miles away in New York-
City, than tkﬁy ate tp public ones in
) Wyaridanch o sevelt, 20 miles in the
opposxte direction. R

4 i S . i c Schools, then, whether they be pubhc or
o aaaieciiic : : i . ivate, are the essential element in the

\/I I S S B 1. r\\ C H }—4 LA NI ()\ ’11 hetwork that- makes up the American

--educational system. In recent years they
_WITH HER SCHOOL AT HECLA, MONTANA, OCT., 1893, have been supplementéd by a variety of |
Iy Henry W. Brawan, Custer., W fatenmy Co., W ‘ashiy

-2 - - . . .
|. .M ‘other educational enterprises, particularly

Now television, which is likely to-becorme even—
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" more important in coming . vears. The

3

~_most

.,anticipated revolution wrought by
avdiotapes and videotapes has not ver
dccurred but it is certainly a technical
possibility, although not vet clearly a
psychic one. Nonschool institutions still are
the chief remaining element . in  the
educational system. Most important
among these are libraries, which in this
century have become publicly supported
and nearly universal throughout the
Nation instcad ‘of being concentrated
among the wealthy and in urban areas. No
longe: novelties as they were at the turn‘of
the century. social settlements still provide

important educational services, as do such

other pioneers as county and  home
demonstration agents. The list could go
on. but further additions would not modify
the essential picture of the American
educational system as a conglomerate of
local schools assisted by other local
“institutions. '
+ "What is expected of it? Undoubtedly the
serious .problem the
_educational system has ever.faced is the
gap between public expectations of it and
_its. performance. A recent book on the
history of American education in the late
19th and early 20th century is titled The
Imperfect Panacea, and that is a superbly
“succinct account of the fate of the
American educational system. '
rom Puritan times to
the present, educa-
tion has been asked
to solve all kinds of
religious, national.
social.
& and even intellectual
problems. In the
W17th century, edu-
cation ‘was intimatcly tied to religious
salvation: Puritans believed salvation and
ignorance were contradictory. By the’late
"18th century. Thomas Jefferson, more
concerned with the problems of this life
than the next, Ioked to education to
provide the informed citizenry upon which
his notions of the democratic republic
..rested. “If a nation expects to be ignorant
and free in-a state of civilization.” he
wrote. “it%ckpects what never was and,
. never will Be.” Concern with the republic
. and with the citizenry’'s commitment to it
‘prompied Noah Webster to write his
“Grammatical Institute of the English
Language. Part I" (less ostentaticusly
known as.the Blue-Backsd Spelier). There

Webster tried to insure that through the-

widespread use of these materials. the
~American child would grow up with a body
of patriotic allusions common ‘to his
fellows. “Let the first word he lisps be.
“Washington,” he urged. Later in the 19th

American

... .economic.. -

schools for moral uplifi to a predominantly
Protestant Massachusetts population
beginning. to - face large Catholic

immigration. By the beginning of the 20th

century, faced with the immense numbers
of immigrants. with the rapidly urbanizing

and indusirializing nation, and
tremendous decline in need for
labor, education had a new mis
the schools the nascent A
educational system was supj

“Americanize” the immigrants

century. Horace Mann preached the
gospel of the possibilities of the public
S « L
QO e :
l C-‘t —
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» everyone literate in English.
lermore, it was to provide extended
wional opportunities at the, high
1 level to large numbers of children
: parents had never ventured beyond
udlments of literacy. :

Blthough much has
been expected of
education in
past,
the schools or other
educztional agencies
to meet these goalé.
though reqreuable

:ame in the 20[h century, For the first
, literacy-and literacy at a
nably ;high level- was cruciai. It
me very difficult to make a living
»ut it and therefore very obvious when
mns could not get or hold jobs because
did not have the necessary skills. The
e was placed on the schools for failing
:ducate - such.—pec
pting the Mann dogina that the
ic (or “‘common”). schools brought all
ren together. the public asked the
)Is to undertake those difficult social
that the society had been unable to
with _itself. For example, when

ERI!
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the failure of”

was not as serious as

-properly.-

automobile accidents began to be a serious
national problem, the solution was to
mandate driver training in the schools. A

. more direct method of coping with the

problem would have been to forbid
automobile manufacturers to produce
automobiles that would go faster than 55

miles an hour. or to enforce a rigid
prohibition against driving after any:
drinking of alcoholic beverages. Only

recently has .any serious ‘attention been
given by manufacturers to irnproving the
safety of their vehicles. Despite w1despread
acceptance of driver education in schools,
auto accidents have not declined.

A far more serious example of expecting
e schools to do what the rest of the

saciety either did not want to do or found

itsclf unable to do has been .the racial
integration issue. Since the Brown v.
Board of Education decision in. 1954
schoois throughout the United States have
been wrestling with the question of
bringing together in classrooms ‘children

‘whose parents have never associated at

work, at church. or at play. Since the
schools not only were supposed to make the
children literate but also te “socialize”
them, it is not surprising that many

'parcnls expressed extreme reluctance to

sce their offspring associate with children
“

- whose parents they did not see. Again, the
schools were asked to assume an 1mp0331ble :
burden. If Americans had really want‘ecf
integration in the Fifties (and thereis little
evidence they did, although many said
they did) . the areas to have moved on 'wé‘re
real estate and job recruitment: .

In short, the principal expectations for
the educational system have been both

academic and social. Too often the social
problems the school was supposed to solve
"have overwhelmed it so that it was unable
to resolve the academic. Probably the|
period of most intense criticism of the
American educational system came in the
carly Fifties at the helght of the “life
adjustment .movement” when the critics
sought more ngorous ‘academic programs.
Few today would maintain that schools are
the sole place to learn how to adjust to life;
that complicated task is not likely to be
accomplished between the ages of six and
16. That such a program could even be
maugura[ed however, is indicative of the-
funwieldy obhgauons the schools had
become accustomed to ageepting. In that
case, unlike ‘many of the others, they were
told to lay th burden down.. . .

What does it-do? Despite the fact that
the educational system has not brought jus-
tice, affluence, and personal fulfillment to
all Americans, it has some remarkable
achievements. To an important degree it is,
responsnblc for America's international in-
tellectual |leadership. Obviously many.
other nations have well-trained scholars, .
but none is the academic mecca that the
United States is today. This has not always
been true. Until early in the 20th century
‘the United States suffered an unfavorable

“academic balance of trade; more Ameri-

can scholars studied abroad than for-
cigncrs did here. The shift came primar-,

.ily as a result of the emphasns -upon re-

search at American universities in the years
immediately surrounding World War I, a
‘time* that sapped the ceonomic, spmtual

‘and. human encrgies of the previous
leaders:” Germany, England and France.

American scholarship wa$ also augmgnted
considerably by .the arrival of political,
refugees,“patticularly from Russia (both,as
a result of-the pogroms and later from the
Bolshevik revolution) and later from fascist
Germany, Irtaly, and Spain. Many of these
&émigrés greatly enhanged the intellectual
and culwral life of America. and it is

to - the,. credit of the much- mahgncd

-educational institutions that they (the uni-

versities, in particular), included many of
these distinguished scholars 'on their facul-

_ties and enrolled- many of their children as

students, often with scholarships.

In addition to the substantial
lellectual contribution made wa these
émigrés was their social impact. Until their’

“arrival “college and university faculties,
) h

in-

-
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.mulu -generation. American
-Perestant

except for the Catholic institutions, had
—heen composed -typically  of persons of
lincage of
background. Many of the
re_fugces from  Hitler. of course. were
Jewish. and when they joined American
faculties. they were often the first Jews ever
to have been appointed to permanent
positions. This generation of émigré Jewish
intellecruals, in turn helped to open the
barriers for. American Jews to widespread
participation in American academic life.
Discrimination against Catholics. always
less systematic than against Jews. also
diminished, but moves to bring blacks and
women into the mainstream of American
academic.life remained for later decades.

There is ample evidence that the Ameri-
can educational system has done well at the

" top. .Comparative studies with other-na- .

tions show that the academically superior
graduates of American secondary schools
rate favorably with the top students of
more selective secondary programs in other
countries. What of the great mass that
America attempts to educate? On the
whole the degree of success with them is

considerable. even though never as great as-

hoped. Despite the immense diversity of
the U.S. populauon nearly all are literate.

.and 87 percent of the age group five to 17

are cnrolfcd in public clementary and
sccondary schools. an increase of 30 per

centage pomts between 1870 and 1970. At
the present time over half the high school

graduates are continuing their formal edu- -

cations. Most impressive is thé fact that
“streaming” (requiring students to make
‘an ‘educational choice. such as a technical

institute, which will later limit their voca-
-tiénal choice) is much less charécteristic of

the U.S. educational system than that of
any other industrialized nation. _

In addition to educating masses of
young people (and large numbers of older
ones as well. in community colleges and
continuing  education programs) the
American educatignal -system has
specialized in cnlarqmg and_broadening
curriculum: One can study necarly
anythmg in the United States today and
receive academic credit for it, From the
constricted offerings of the elementary
school at the turn of the century.. which
typically provided an unpalatablé mix of
reading.- arithmetic. penmanship.. Bible
study. history. occasionally - science, and
always "‘rote work”
clementary children today look at newts
undeét microscopes. write their own stories,
learn arithmetic with a computer. and
replacc hrstory with economics based on
experiences in the local stores. Even more
dramatic changes have occurred in -the
curriculum of the colleges, where a century
ago most colleges gave their students little
if any. choice (c}\ecuvcs) in their -entire
four-year program. Today*it is a rare

’

(memorization)..

college that requires more than freshman
[Fnglish, possibly some science and foreign
language, and a major to be included
among the 120 odd credits that make up
the Bachelor's degree. At the turn of the

century such languages as French or
German were new additions to the
curriculum and considered barely

respectable academically. Today they have
faded. as Greek and Latin beforé them. to
be replaced in student interest by majors in
urban studies. ecology. or psychology.

Even more dramatic curricular changes

have occurred outside the liberal arts
framework in the development during.this
century of professional schools. especially
schools focusing on agriculture. education.
library science, home economics. ‘and

journalism. Formerly each of these skills
was learned on an informal apprenticeship
hasis, but now they are degree-granting
zrams. All these courses make up the
,stem.”

i?
answer
uses

ho wuses
simple,
"Who

American
tional system?’ s
"Practically .all
children and a great

to
the

The rate of growth of
educational attendance has zoomed in this
century, especially for the post-elementary
group. Estimates vary. but a reasonable
one is thdt less than five percent of the

_college age . children were in school .in

America in 1900. Today over 40 percent
are. Secondary scnool enrollments

. practically doubled every decade from.

1890 to 1920. when thcy})cgan to level off.
Although much of this increase was “of
course due to growth in the-population..
more. of it could be attributed to the
increasing tcndcncy for children to remain
tn* school beyond the cighth grade. .
Currently. for the first time. in -the
Nation’s history, schoél attendance is not
growing. ‘Segments of , the educational
system have experienced periods of
contraction or.no growth' in~the past.
notably the elementary schools- in the
Thirties and Forties. which"were reflecting
the low birth-rate of_the Thirties. and the
colleges in the late 19th century, which
were reflecting a general disenchantment
with higher education and an economic
depression. At present; howeéver. neither
the elementary nor the secondary school

- population . is expected to increase but

rather to shrink. a result of the drop in the
birth rate. the absence of; significant
immigration. and the already- established
pattern  of full participation in the
clementary and secondary schools. College
enrollment predictions — which are subject
to much more fluctuation, since “such

20 -

The

educa- |

many adults as well.”"

‘answer,

institutions can enroll students-of all .
and since considerably less than half
eligible population “has ~ever~atten
them call for only modest gains;
these gains probably will be chiefly in
public institutions.

Statistically children from mrddlc ¢

* homes are over-represented in the coll

population in the United States and th
particularly true of male children fi
middle class homes. Thus whereas wor
currently constitute more than 50 per¢

‘of the Nation’s population, they repre:

only a little more than 44 percent of
undergraduate enrollment. Bright
from cconomically depressed
curnstances form the largest category
persons who might be expected to pr
from colltge but who do"not do so. ~
male-female disc;epancy is even greate:
the doctorate ‘lével,. where won
currently receive only about 18 percent
the doctorates awarded annually. U
recently blacks did not attend college
anything like their proportion in
population. but in the last few years tt
undergraduate enrollment proporuon
come closer- to approximating th
proportion of the population. They .
still far behind at the doctorate le
however, recciving less than one percent
the doctorates awarded annually. althov
they constitute over 11 percent of
population,

“If one assumes that intellectual capac
is distributed evenly throughout
population, then it is clear that the sch
performance is affected by factors ot;
than sheer sintellect.. Such ba

_charag.ensucs as race, class\ and ‘sex,

well as such less tangible influences
mouvauon .and tcacher expectatic
remain |mportant variables® affecti

academic success and ihtellectual grow!
Over 30 years.ags'George S, Counts aske

“Dare the. schopls ouild a new soc
order?” He had’ hopcd for an affirmati
-but the rcply thén .and now.
negative. ¥
Despité the disclaimer that the schot
are not primarily avenues-of social mobili
in this country. a recent incident involvi

sthe U.S'S.R..~a, nation that has made
genuine —effort“toeliminate clg

distinctions in its society, is illustrative.
1973 a group of six American- profess
and one journalist met in the Soviet Uni

with-a counterpart group shere to dlSC
domestic - problems of musaal concern.
the opening session each participant—t
ranged in age from early 30s to mid 50
was askcd to introduce himself or he
and t6'say a bit about family backgrou
The Americans, all of whom had b
educated at Harvard, Yale. or Colum
represented a more diverse group in te
of family background than the Sovx



" Over- half of the Americans were %he
second generation of their family it thi
country, and less than ‘half came from’

@ families who were professionals. Fhe

4" Soviets, on the other hand, almost unan._.
imously came from families in which :he
parents had been professionals and had -
attended "college. This was all the more
unusual since the proportion of Russians
attending college of their parents’ genera:
tign was very small indeed. Although our
educational system clearly has serious
limitations as a vehicle for social mobility,
it is noteworthy that the most prestigious .
universities in this country have not limited -
their -enrollments, particularly-"at the
graduate level. to children of the upper
middle class.

ho runs it? Two of
the most distinctive
features of the
American educa-
ftional system are
’ related to its organi-
zation. One is the
f extraordinary.degree
: Wof lay control that
still exists in school systems in this country,
and the other is the system"s high_l)"
decentralized structure. Lay' control
through school boards ‘and~iboards of
trustees made up typically of community
lesmders dates from@the’ time when the
number of educated “persons in a
community was very small, and the one or
two schoolmasters (cr more rarely, school:
mistresses) were not regarded as -among
the most enlightened cizizens. Until the
29th’century the school teacher commonly
was a young, single -person (no one could
support a family on a teacher’s wage)
either en route to a-career or marriage, or
when the teacher was older, a misfit for
either. Such persons were not likely to
inspire the confidence of the statesmen of
the community. 'vho therefore undertook
. responsibility for the schools themselves.
A county in central Indiana exemplifies
. the school board model: When the first
_public school system was organized in-the
community of Franklin in 1866, it was
supplanting miscellaneous educational
“‘endeavors that had been carried on oy the
local Baptist, Methodist, and Presbyterian,
churches. each-of which had operated its
“own 'school at @ne time or another. The
‘town fathers accommodated to the history
of ri\falry among the faiths by naming the
M pastors of the three churches as the first
Franklin school board. Two years, later.
they were succeeded by the county judge;-
the local doctor, and the leadirffg Franklin ’
merchant, .a trio that looked after the
schools for many years, hiring and firing
| superintendents of schools at two and three -
“year intervals. ' o
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" ‘Fension bewween the lay boards of
“edntrol and the professional educators has
tenled to increase during the 20th century
with the growth of the professional

_educator group. In many large systems the
prafessional educators making -up--the
established. continuing bureaucracy of the
school system have become the effective
determinants of educational policy.

Although they are nominally responsible to
the superintendent of schools, this official
occupies such an exposed and vulnerable
position in the community that his (one
can say “his” advisedly, since over 99
- percent of school superintendents in this
country are male) incumbency is likely to
be no more than three or four years. The
professional educators making up the staff
of_the system, on the other hand. usually
-are protécted by tenure, and their position
is therefore much more secure and their
influence mare sustained. Functionally
that is where the power lies in a school
“system. Lay school boards and
superintendents can enunciate ‘all the
reforms they want. but unless the teachers
charge their ways. nothing will happen. It
i$ often difficult to change an experienced

or children's abilities. s
"One of the most ’.pcrsislcm tensions in
school . systems has been ‘that between
parents of school children and the policy-
makers of the schools, whoever they have-
been. Generally parents have played a
rather small role in setting priorities for the

__schools, and when the schools did not seem
to be .educating their children
satisfactorily, they have complained. Such
parental dissatisfaction was evident during
~the ,1950s in the denunciation of

- progressive education by the .Council for
Basic Education, a group that included .
many parents who were not educators.
“More recéntly the school decentralization
controversy in New York City has been
marked by vivid complaints from some
parents” that the centrally controlled
schools were nct responsive to the needs of
their children. :

Who pays for it? The question of control
of the American educational system is
inevitably-closely linked with the qucst:ibﬁ
of finance. There is very little n2vonalized

~ central authority over cducation” in the
United. States. and proportionately there is
also relatively little Federal expenditure for

. elementary and secondary _education.

" Funding for higher education, particularly
for research carried on in colleges and -
universities, is much more likely to come
from Federal sources than is support for

- the schools, though the latter has grown.
-Forty years ago nearly 83 percent of the.
funds allocated to- public schools game,

. from' local -governments, with 17 percrnt

,_coming from State government and U.3 ..

ERIC

Aruitoxt provided by Eic:

'
4

teacher’s view about pedagogical method 7=

o

-

- /7




percent rrom the Fkederal Government.
Currently approximately 52 percent comes
‘rom local sources, 40 percent. from the
itate, and about eight percent "from the
‘ederal Government. Over 80 percent of
he local funds come from property taxes.
\s many critics have pointed out. given
his structure of "support, wealthy
ommunities with high property values are
ble to provide better-financed—schools --
han' are. poor communities. Such
ifferences in “educational opportunity
ave been held in recent court suits to
iolate the equal protection clause of the.
ourteenth: amendment to  the,
onstitution, most notably in 1971 in the
alifornia case of Serrano v. Priest.

As the Serrano case illustrates. one of
1e striking features of the financing of the
merican educational system is the
ifference in ‘support to be found in
iffering regions._a_variation that has
1aracterized the financing of " public
lucation throughout the Nation's history.
obert D. Reischauer and Robert W.
artman have pointed out in Reforming
*hool Finance, for example. that school”
stricts in New York spend on the:average
ore than twice as much as the average
strict- in nine other States. Throughout

E
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the country the districts with the highest

.levels of expenditure aie usually those .

found in the most prosperous suburban
areas. a shift from the pre-World War I,
era when the city districts were typically-
the leaders in educational expenditures.
Rural areas— particularly those in the
South—have always spent Lhe least on
public education. The “estimated range

-there for the 1972-73 school year was from

$590 in° Alabama. $651 i Arkansas: and-
$689 in Mississippi. in contrast to the
figures for the three kighest States: $1.584
for New York. $1.473 for Alaska. and
$1.307 for Vermont. '

jince the end of the
19th century. there
has been consider-
able willihgness by
taxpayers to finance
the schools. .at least
in part because of
widespread faith of

many Americans in

the ability of the schools to’ provide
children with helpful and necessary skills.
In the last half-dozen years, however.
voters have .been rejecting school bond
issues and budgets with alacrity. Explana-
tions differ on the reasons for these rejec-

tions, but two issues are clearly significant.
One is"a demand for a more diverse
financial base for public educatior than
the present heavy .reliance on "local
‘property taxes. The second and more
subtle hypothesis involves citizens' loss ‘of
faith in the capacify of thé schools to
accomplish the many tasks assigned to
them. a reaction compounded not only of
a ‘tradition .of overexpectation. but of
certain-noteworthy_ recent developments.
One of these arises from the fact that for-
thefirst time in American history we have -
reached a point where children no longer °
regularly receive more formal education
than their parents did and..where
opportunities for children to do better
than their -parents economically do not
abound. Many college-educated parents
today are aghast at the lack of concern
displayed by their teenage or young adult -
children for college or for entering _the -
economic mainstream. Others who were
unable to attend. college themselves but
who have worked hard so that their
children could do so are similarly
disturbed. Both groups may attribute their
offsprings’ disinterest in these oppor-
tunities to what they see as permissiveness
in the schools.’ Such parents cannot vote
against the changed culture that- has in

fact produced their children's attitudesg

but they can vote against school budgéts. -
Dissatisfaction with the schools is en-
demic. Ever since there have been schools
there has been criticism of them. It
comes from parents who blame the schools
for the.inadequacies they find in their own
children. It comes from employers who-
find their employees ill prepared
(somehow young people were always better
prepared a generation ago when the
employer was young).. It comes from
teachers - who find their students
uncooperative (again, a generation ago
when the teachers were young the students
were better). And it comes from the
students, who find the schools dull {as
students always have.) ' i
With " the American educational sys-
tem —as with most systems —the -halcyon
days always seem to be in the past. Its con-
temporary triumphs are often obscure,
particularly to persons currently struggling
with it. Since education has become so
widespread in America today—and that,
of course, is one of its principal ac-
complishrnents — higher proportions of
Americans are directly concerned with how
it fares. Many of them believe the past to

.be preferable to the present; what survives’

from the past tends to be the successes of
the past, not the failures. What troubles us

s i? the present are our difficulties, not our

achievements. It is to our credit that we are -
dissatisfied with the present, for then our
future may be even better:




“Never had there been such a turn-
out —hearly 350,000 people a month, to
a total of some ten million, flocking to.”
Philadelphia to join in the celebration
of the 100th anniversary of the Nation’s
folinding.

.. The ostensible attraction was-the
Centénnial Exposition, an array of
'g‘mgc:‘!bréad‘ structures housing educa-

_ tonal exhibits and displays of an assem-
" blage of technological advances that
almost defied the imagina-
tion — Alexander Graham Bell’s tele-
phone, for examplie, a sewing machine,
a typewriter, -a reaper, even an auto-
matic baby feeder. 7
What really drew the record throngs
‘together, however, ‘was"a national out-
burst of patriotic fervor —a spirit of
‘unichibited pride in America that was
most accurately captured not by ex-
hibits but in the stirring posters that
flooded the Jand. : '
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t was to be, in the
words of M. Hali
Stanton, “a com-
‘plete exhibit of
| that system of
common school
2 education which is
(J the chief foundation
of our national «

The visitor quickly perceived that a solid
grounding in English literature, correct
speech. and proper posture was routine
among the youngscholars from the
Philadelphia Common Schools, and that
the girls could cook and sew with the best
the world had to offer.

, The 31 members of the school board
took considerable satisfaction in putting
this kind of foot forward to visitors not only
from throughoutthe United States but .
from many foreign countries as well: In
doing so, however, they were compelled to
igmore a crisis or two and to sweep various
problems under the rug. for in _
Philadelphia as elsewhere in the Nation in
1876, education suffered its trials as well as
its triumphs.

The most convulsive problem, -
aggravated by the lingering effects of an
economic depression, arose from what the

strength." .
Mr. Stanton, President of the Board of
Education of the Common School Syster:
of-Philadelphia, stood in his starched
collar and long coat before the school
board on that February afternoon almost a
century ago and verbally sketched a
sjtunning picture of what the schoolt -
*hildren of the Quaker City would prove to
‘he’ Nation and to thé world.
. The occasion was the International
entennial Exposition, celebrating-the -
:00th anniversary of the American-
Revolution. with Philadelphia as the host
ity. Th‘é?P-hiladéIphia_ schools exhibit, Mr.
tanton declared, "will be commensurate L
7ith its dignity as the most comprehensive
chenie of popular insttuction conducted
1 any city:in. this country.”
. Actually, the Philadelphia exhibit was
i1st one among scores of Exposition
ttractions devoted to education, displays -
fone magnitude or another having been
iounted by most of the States and some of , !
te Territories, and the city was in fact the -
te of an international education
mference held in conjunction with the
entennial observarice. Parochialism.
'ing what it is, however, it was the home
wn exhibit that attracted the attention of -
e local'newspapers. And in truth it was -
e of the more elaborate, the school - -
ard.having spent the extra-
linary sum of $8,500 to
use its demonstartion of
w far.the schools had 2
vanced in the young.
antry that had been §
rn amid that city’s . 4
y cobblestones and
< brick buildings.. -
Chere were tri- :
phant pictures and -
slays of the latest in
-teaching of science.
l.the industrial arts,
|'even ‘physical education.
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- Impressed by this logic, and wanting'to
| keep her job, the teacher settled for _
~ “pyanner.” The situation was not eased, -

> board regarded as the unreasonable
stinginess of the city's Common and Select
Councils, which controlled the purse
strings. So tight was the situation that
constructisn of scores of needed additiona
schools had been indefinitely postponed —
leaving, in the words of Board President
Stanton, 20,000 school-age children
"running wild in the streets, growing with
years in wickedness, and recruiting the
streng h ofthe army of the depraved.” In
the existing schools, meanvhile, the
teacher-pupil ratio was 59to 1, and
Philadélphia teachers were paid an annual
salary of $486.14, in contras: to the
handsome yearly stipends of $814.17 in.
New York and $973.35 in Boston, The.
result was loud complaint and heavy = =
turnover of teaching staffs. At one point
~tfie:-Common and Select Councils flacly
refused to pay the salary of Professor - »
August Perrot, who was in charge of:the
system’s music programs. Board members
scored the town fathers, but the professor,
took the more pragmatic step of filing suit,
and funds to pay his salary were somehow
found. The Board was unable to'scrounge -
enough money to pay a superintendent of
schools, however, so the city limped along
--without one until 1883. ~ .
The school'system-was meanwhile rin

 lock, stock, and patronage by the central

board of education -and by 31 sectional ‘
boards established in a wave of enthusiasm
“for the concept of decentralization. The -
latter bodies, elected by the voters of each
of the city’s 31 political wards, had total
control not only over the hiring of every
employee but over the day-to-day

operation of the schools in their i
jurisdictions. Critics railed in vain against
“31 little independent forces now each
pulling its own way.” . -

One teacher, according to a.magazine

report, complained that when she
attempted to correct a pupil’s. :
proniinciation of the word “piano” the boy '~
retorted scornfully: "My popsays
‘Pyanner’ and he’s a school director.”

one observer pointed out, by the
persistence of voters in choosing owners of -
saloons to fill the regional councils, A
saloonkeeper “may be an admirable

o
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person.” this critic declared, but few
~—~display any qualifications toserve “as a
guide for teachers, a chooser of textbooks.
amanager of school expenditures, an
authority on school methods, (or) an
" arbiter of the destinies of education.”
Not that the central board was above
reproach. On November 28, as thousands
of persons were flocking to the Centennial
Exposition grounds to see exhibits of “the
foundation of our national strength.” the
president of the PFiladelphia Commor.
Council was declaring in City Hall, a short
~ distance-away. that the Board of
-Education was “the most corrupt ring that
has ever disgraced the City . . . ." Money
‘was being spent, he said, on school .
building repairs never made, textbooks
“that never appeared, furniture never .
delivered. When asked to produce specific
evidence in court. however. he backed

. down. and within a few months the uproar.

was reduced to a‘grumble..

o
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More penetrating and enduring
criticism ¢ame from Eliza S. Turner,
whose thoughts on humanizing education
transcended the boundaries not only of
Philadelphia but of her time. The schools.
she said. mustsomehow-find a way to
“teachchildren to read. without tears.”

In other comments:that seem as much

‘Bicentennial as they were Centennial :she
" made such observations as the following:

On the purpose of schooling:"If

‘education meant simply the fixing of

certain facts and definitions.in the
youthful mind. it would not be so much

" amiss: but it should mean instead-the real

awakening of that mind and the
strengthening of its own capacities for
acquirement. It is the larger part of our
business to make the pupil want to learn.”
On innovation: “Newer and bettet
methods of the day are supposed to be
taught. but these newer ways very seldom
get into the classroom. The young teacher

" of vice and crime in perpetuai
A teacher on the rigidity of the o

goes from herpractice to her schooliand

- settles down to.the daily grind of -

memorizing.” ¢ RO
About tests: “The aim of examiners

should be to discover the general

-development of a child’s intellect. rather. -

. than the number of unassociated facts,
dates. and rules which he has succeeded in
memorizing..' :

As a matter of fact,.many other
commenis about education that found =+
their way into printin 1876 have a 1976 .
ring to them. too. Thus School Board - "/
President Stanton on dropout: ~"The '
practical truits [ of this persistent problem]
are to be seen in the criminal calendars all
over the country. and the expense . . . is
.o be estimated in the appropriations for
sustaining police, criminal court. “ails, ..

_and almshouses, tosay nothing «. e ‘dens

- ge.t

.l

classroom : “How much of the tim: > v. hich
should be employed in actual teachingis
wasted in the mere effort to keep order.
Discipline must be maintained so
unnatural, so irksome to a healthy child, sc
-almost brutal in its exactions, as to irritate
" and dermoralize the pupils. to weary and
unnerve the teacher, and to abstract an
‘immenise proportion of time from the true
object of the school.” And Ms. Tyrner
again, this time anticipating the éoncéfn o
career education : *‘We know that man "
cannot live by textbook education alone,
yet we see not where he is to learn the art o
trade by which he must earn his bread. As
the times change we must change. or suffe:
disaster.” 4 ) :
Ini short, the process of looking back to
century ago contains a strong dose.of deja
vu. Not unexpectedly, for the basic issues

. and goals that led to the Nation’s

founding. are essentially constant. Thus
though the common school system of a
. century ago has advanced from:tentative
assured, there is still a plentiful supply of
problems to be solved and challenges to be
met. As with the preservation of liberty
itself, there will always be a needfor
renewal and“rededication if our system of
education is to remain “the chief - ’
foundation of our national strength.”

—J WILLIAM JONE5

Director, Informational Servléel_.‘f?hllldélbh

School District. L e,
. ¥
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I kinds of novel
developmentsin’
education were on
display at the ]§76‘
| Centennial '
M Exposition in
“adl| Philadciphia. from

5 demgnstrations of -

- @Ml he latest wrinkles in
School of Practice Teaching techniquies to
modern design in pupil’s desks.

One newfangled idea that attracted .
particular attention. since most visitors to
‘he Exposition had never heard of such a
hing,"was callud a Zindergarten. So'much
ittention did it draw, in fact, that an
'nterprising photographer made it the’
ubject of a steréopticon slide, roughly the
ontemporary cquivalent of being featured
n-a network TV news program.

The children who were part of the - _
xhibition’s model kindergarten were from

%

horphanage, and not.coincidentally, 5

nce the kindergarten - movement in the -
Inited States began largely *
s acharitable venture.

. . . J‘

- onlooker.

-

) LIS

N N, B
., .
Its emexgence also stirred up

corsiderable controversy. On one side were

the followers of Friedrich Froebel, a
German educational reformer who had,
created the “kindergarten,” as he called it,
in 1£'37. Froebel's notion was that in the
preper setting, their natural organié
-pruesses stimulated by specially designed
games and other play activities. children
would blossomi more or less on their own -
like plantsin a garden --the role of the
teacher being in effect’tharof admiring .
On'the other sid= were those who took
up Froebel's creation but gave short shrift.
to his premise, among other things adding
book-learning to the agenda and giving the
teacher amore direct role in cultivating
the children’s intellecrual growth. This
newform came to be called thie American
kindergarten, todistinguish it from the .
German original. T L
_The steadfast Froebelians heatedly - +
rejected the New World.departurés as™ - .
“ignorant imitations and, perversions.” The
deviationists scoffed.at the Froebeliéns as

being impractical and wrong-headed. * °
Though muted by dow. in preschool
“education circles the controversy over
“Frochel’s theories still persists.100 years
later: f : .
Meanwhile, this dispute aside. the-—"
kindergarten has established itself as a .
standard-aspect of {He’ American eduéafion
system, although most of the early ventures
were operated under private and not
necessarily “educational” auspices. Even
prior to the Centennial, in 1873 thecity of
--St. Louis had included the:‘léihdcr'gar(en_g‘S'
“part of its public school program, and by-.-
the turn of the century many other cities
- were following suit. s « O
ﬁfindergar(ené are today maintained by
rore than 70 percent of the public school
systems in the Nation! enrolling nearly 2.6
million of the more than three million 4 -
voungstets who are today participating'in - -

—

I .

public and private preschqol programs.
El e ;. “ T . . . ’ .
.. » <=L.V.GOODMAN

. ’ Editor, Americar Education

- o a7
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A HI pill nium separates the

4l founding of Harvard
o 5g| College from the
W &l American  Nation's
! Bicentennizl  cele-
gl bration. In that-
Al period, the number
B of institutions of
higher.education will have risen from one
, to nine during the Colonial period; from
nine to nearly 700 during the Nation’s first
century,”and from 700 to somne 2.800 by’
. the end of the couniry's second century. If
, one s disposed to change :he
nomenclature -from “higher” o
- “'postsecondary” education, the final
number is shy by a good many hundreds —
- even thousands— of institutions, mary of
thein run at a profit to train young .people
‘in business, trade, and service skills beyond
" high school. Today, higher ‘education
énroflments involve one-third of the 18-21

BY STEPHEN K. BAILEY
stressed
founders’ longing ... to ‘advance

Learning and perptruate it to Posterity;
dreading to leave ar. illiterate Ministry to

the

commencement .program

the Churches, when our present Ministers’ .
shall lie in the Dust.” This did not' mean,
as Professpgg Samuel Eliot Morison has
pointed;out, that Harvard was only a

- theological school. The founders provided
for the teaching of the arts, sciences, and

good literature as well as theology. -
Presumably ‘others besides clergymen
could profit from the higher learning. -But
educating ¢lergy was. surely the essential
purpose of the early Harvard, for the

advancement and perpeétuation of learning. -

wids inextricably intertwined' with . a —

successiog of literate ‘ministers in the
churches.’ Seventy percent of Harvard's:

*age group, as contrasted with two ;Se'rcent._;‘, 5

of that same age group.a century ago, am’?"
well under one percent during the Coloni:z *_
period.

Extraordinary as"?they are, these sir'nplc;.(??
facts, alas. are not very simple at all. Even -

¢sthe founding of Harvard in 1636 was not
the beginning of higher education in
America. The original college graduates in
North. America were products of higher
education in other lands. Before 1646,
some 130" graduates, of Oxford,
Cambridge, and Dublin had emigrated to
New England. Furthermore, higher

education .purposes have not remained .,

steady over time. The original functions

and curriculum of Harvard were a farcry’
from [ater definitions of collegiate purpose.

there and elsewhere. Harvard's first

Dr. Bailey is Vice President of the American Council
nn’ Fducation. ¢

-~ o . . .

Q

ERIC

Aruitoxt provided by Eic:

.

graduates in its first century went into the

_ministry.

Three and a third centuries later,
undergraduates in Americarn. colleges and -
universities preparing to be clergymen
have dropped to a tiny percentage of total
student enrollment. A curriculum that was -
once ‘limited to Latin, Greek, and a
handful of stilted arts and sciences now
involves thousands of disparate course:

‘offerings suited to almpst. every - level of -

demand, taste, and interest. Giant

.universities. small- four-:year colleges, and '

two-year community colleges co-exist in an
unprecedented profusion. - ) .
I? is no easier to assess'the méaning-of
these complex changes in higher education -
than it. is to -assign meaning -to the
kaleidoscope® of history itself. Romanti¢




The First Nine Colléges - Where Higher
" Education Was 200 Years Ago
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desesiptions ‘of higher education’s part in
,the unfolding of the, American dream™
-at® tountered by Mardan “proof” that
higher education  has always - been  a
weapon of the classes against.the masses,
The  classically  buttressed  democratic
visions of Harvard alumius John . Wise,
whose 'indication of the Government of
“ New England Churches in 1717 seems so
pregnant with meaning  for our
history, must be laid alongside the words
of a  speaker at an early Harvard
commencement. If the fathers had - not
founded the College. the speaker said,
- - the ruling class wou'd have been
subjected  to mechanics, cobblers.  and
tailors:  the gentry would  have been
overwhelnied by lewd fellows of the baser
sort. the sewage of Rome, the dregs of an
illiterate plebs which judgeth much from
¢motion, little from truth.”
Has “Higher Education  American
Style”™ been an affirmative instrument in
" defense of the values encapsulated in the
Declaration of “Independence, or has it
been the subverter of those principles and
the true defender only of aristocracies and
neritocracies set upon securing their own
privileges and credentialling their own
fortuities? -

the signals from hi¢-
tory, are crazily
mixed. " There is
enough evidence of,
hubris and class dis-
crim'i;ation to satisfy

d cnough evidence of
noblesse’oblige and upwar|
give heart to the votaries of lhe democratic
faith. In all. this. higher education has
remained .a faithful micror
condition beyond its walls. In
although the question of the meaning of
the evolution of higher education for the
develepment and extension (iSf democratic
values in America is a key question. it may
be that no final answer is possible. The
ambiguity stems from something beyond
the problems of historiography created ‘by
the contending styles . and revisionist
compulsions of historians. | The social
zonscience itself is-a slowly wurning prism.
Light from the past becomes refracted by
‘hanging  perceptions  of  moral
mpe ratives. Was the Harvard of the 17th
¢ntury 2 “sexist” institution? The question
vould hardly have been raised even: a
lecade ago. - . .
There is of course a way out.. If we
Xercise our sovereign right to ‘define our
'wn terms, appraisals may be made of the
onformity of historical developments- - at
*ast as perceived- by the definer 1o the
efinitions we have created. Ler us lhen!
roceed with some arbitrary henchmarks:i
personal interpretation of the meaning of|

{
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Il one can’say is that -

the cynical: there is

mobility to-

of lhe\ human .
sum., -

certain key phrases in the Declaration of
Independence in the light of current moral

-perceptions. For this part of thé exercise,

liberties will be taken with the following
familiar scts of* words:  the Laws of
Nature; All Men are Created Equal; Life.
Liberty, wnd the Pursuit of Happiness;
and the Consent of the Governed. '

No more fundamental chligation exists
in higher education than the cultivation of
Cicero's definition of Natural Law  as
“right reason.” In contemporary terms,

.this means the ability to think clearly, to

recognize discriminating evidence, to sense
interdependencies, to assess probabilities.
to guuge consequences. In this sense, the
Laws'of Nature connote more than science
and technology. although these fields of
knowledge are certainly included: It is
patent that the energy and environmental
crises and moon-hased photographs  of
spaceship Farth have combined to give

— .
human, beings a- new’: sénse of ‘their
inextridable involvement':in ‘the Laws of
Nature and of their need, to exercise “right
reason” if the species is to -survive.

To what extent has higher educatign in -

America’s past contributed to- our

understanding of the.Laws of Nature> A -

superficial review of 300 years of the
increasing  secularization of the
curriculum. and of the extension- even
proliferation. - of academic -science and
technology over the course of the past 100
years alone, would lead one to the
conclusion that American . higher
education has been the Nation's major
instrument for exposing and harnassing
nature’s laws. What are the glories of
agricultural productivity in this Nation but
4 reflection of sponsored science and
technology " in  our great  Land-Grant
institutions? Could we have reached the

moon without the cybernetic wizardry of"

Norbert Wiener of M.I.T.? Would the

-wonders“ of our economy and of our

technology. to say nothing of our triumphs

T. 0 80 .

"

over various forms of foul disease, have
been possible without the scientific and
professional contributions of our colleges
and universitics?
Surely, credit must be assighed to the
higher academy: but it must also "bev_
rationed. Mechanical arts practiced -in the
garages of automotive invento s were often
without benefit of academic mentors, Wily
and often ruthless entreprencurs, most of
them | without college, experience, fueled
the machinery of our prodigious cconomic
growth. For at least two-thirds of our
history, higher ecducation was far more
interested in civility and piety than in pure
or applied science. Most of the hundreds of

" colleges that were created during the 60-

year period prior to the Civil War were acts
of denominational consecration and
competition. Christian doctrine, the.
classics, and .a rudimentary mathematics
and science of little practical valuereyond

land surveying ‘were the staples of the
‘denominational ‘colleges. The few
challenges to tradition that emerged at .
places like Ambherst, Union, ..and the
University of Vermont were witheringly.
answered by the famous report of the Yale
faculty in 1828, According to Theodore
Rawson Crance in his book The Colleges
and the Public, 1787-1862, the report was
“ ... a vindication of the residential
college and of the prescribed classical and - -.
mathematical course.tied to a forthright
statement of the moral and pedagogical
objectives they were intended to achieve.
The traditional curriculum was upheld as
ideally suited to discipline the mental
‘faculties’ such as reason, imagination, and

memory, and as an  indispensable
prerequisite to all advanced education.”
Not until the final third of the 19th

century was this conservatism " turned
around under the leadership of presidents
like Tappan at Michigan and Eliot at
Harvard. . : ,
Even then, the introduction of the -

S




German university tradition into American
higher-education, with its emphasis upon
disciplinary spécialization, tended to
fragment nature’s laws into ponderously .
examined smithereens, Whatever the gains
in rigor. the Germanic influence. in’
American_ higher education created an
enormous intellectural centrifuge . that
tended to leave holistic concerns to the
unrigorous. So university-discovered
synthetic fertilizers gave an explosive
growth to American agriculture at the
‘unperceived price of Killing Lake Erie: so
engineering marvels facilitated the
creation of the ghettoed metropolis: so. in
Omar Bradley's words, "America became’
a nation of technical giants and moral
infants.” Thé English inheritance of
classical liberal arts, with its emphasis
upcn the public good and the obiigations ‘ .
‘of citizens. has never found.a comfortable " Sketches of ColR . C Skmet e el e e by U Mead
reconciliation with the ultra-specialization LI TRY 3RPUAMORE,
of advanced learning in American higher = ) )
education. . N . - . 3

f "right reason” is to o S T '
prevail in the dec- . - ‘ ‘
ades ahead, if the C ’ ' , g ‘ :
highet laws of nature - '

are to be understood, . . ;

a reconciliation ' be- - . ’ I ) . -

=B \
. BARC A L= tween these disparate :
streams in America’s cultural tradition ) -
must be discovered. ) - :
'Ail Men are Created Equal E ‘ P B . o
. Equality has been a major touchstore of - ) : . '
the American dream. If it has rarely been ‘ - l ' .

our history to disturb the slumbers of {he
-callous and to temper the exploitations of
the mighty. It has been a dynamic_
concept. Today, for example, the equality
clause of the Deglaration would surely have
to be rewritten to include all “persons”. ' Give hiep to these. RULES laid @o

rather than simply all “men.” And “all” .
would have to be underscored.
The relevance of this to “higher ' . .
education is clear. For most of American . : ; i
_history. higher education has been t,o'assi:;}yonl';linostlting';:si(ll‘:vy‘::‘t::;‘x"::1 ﬁv'nrdmo Qnd, in-your aping th
B i iti ways of collegs men, rom becomin, eeply-involved in
fjer?[e“r ?ggrl;‘r’:cs;n?;;(‘ll;’:;i“::;:::f;s (:}[::e theylabyrinthigne oironmlfuoati_onsy and maultiflexuo anfraott‘?ogiti‘es thereof.

FIRST~-In every matter of college interest, must rendg implicit  obedience t nll npper:

defined clearly and virtually never honored

in practice. it has continued throughout
our elders and betters, tie

and, in.your aping t‘he

American population have been effectively classmon, 3 ‘ ' — . ‘ :
excluded from education beyond grammar : SECOND_.-.mgégum are oot allowed tad the oollege oolon rdhp,lnying them on their prrsun
school_. let alone high school. Only in ul?tir after the mid-year exnminations. . o . M -, -, ‘
recent decades has the promlsé’Of highcr 4mm'l;1::RD.---Und4:r o circumsatanoes whatever ‘_ ESHMEN M to smoke piprs on the colle ue
education been a reality for a substantial : FOURTH.~ FRESEMEN must Dot Carry cibes.| i : S
portion of the population. Historica " FIPTH.--FRESEMEN must oot wear loug or ¢ olothing of |ny description.

. statistics tell- the story. - ‘ ' COEFIES,

From 1894 to 1957, the ratio of womer We do graciously condencend to call your sttention & the bﬁ!""s'li-'-: N

- . . . . . . a Y vi am they nre ci "
to men attending institutions of higher wnf::“::;;':;fig;ﬂmf:z‘ml of e s, ? f‘f’f“ﬂu"f"" y i rutioned
education in America -fluctuated betweer Facial appendsgss do not become the verdant prydoguomies of FREBMEN. ’

" one-fifth and one-half. Even today, fou: FRESHMEN are sdvised to kesp off the grasm aa the aimilarity;f sppearance would render them

_ men attend colleges and universities fo! snconspicuous. ' oo T ' i
every three women. At the highe ©, The FRESHMEN class Is sxpected to Dotify the Sophomore Class °i””,_” banquet at least two woeks

" postgraduate level. the imbalance is ever For the prevsntion of colio, croup, mesales. whorping-cough, and 86 gums among the PRESHMEN
greater. Roughly tentimes as manumen a: .~ Glass. we adviss them to bave their milk bottles utariized at least once wreek. o

Q o , k . _ .
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women have received doctoral or
equivalent professional degrees from
American universities over the past
_.century. For most biacks and ethnic poor,
higher education has been a nonachievable _
goal. The situation’ has improved
somewhat during the past decade. But the
.inequalities remain. A far larger
proportion of whites than blacks enter
college. The ratio is nearly two to one:

Measured by the experience of other
nations. of course. the American story of
equalizing higher educational opportunity
is an extraordinary success. Over nine
million -young Americans presently attend
colleges ‘and universities in “the Uniied
States. A group that size represents a
whopping “elite” by any measure. In one
sense, the term “elite” becomes
-meaningless when applied to the modern
college generation. On the basis of
enrollment statistics alone. equality of
educational opportunity during the- past
century has increased by quantum.leaps:

Alas, the story is more complex than the
simpie arithmetic suggests. Not only has
discrimination persisted toward women
and minorities. a class system has survived
right -through the egalitarian revolution.
Not all institutions of higher education are
“created equal.” Tradition has given some
colleges a peculiar distinctiveness: private
money and the social position of the
families of students have blessed these or
sther institutions with special prestige:.
accidents of leadership and State pride’
1ave made some of the great State
miversities “more equal” than.others; of _
2,800 institutions of higher education’ not
nore than 100 or so are recognized as
najor centers of creative scholarship. The
hreats to “survival of all-black and. of
vomen’s colleges are real and, if they do
lisappear, valued options for students will
e reduced still further. For millions of

.‘\) .
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students, local commu: colleges, four:’
year/low-tuition , publiz institutions. or
proprictary schoéls are the real
opportunities for postsecondary education.
Patently, not everyone can “go to
. s O . .
Harvard. But controversy still exists about
what principles should determine who goes

toan Ivy League college. Should. academic .

brilliance be the sole qualification? If so,
does _the - systém not” substitute a
meritocracy ' for an aristocracy -
perpetuating ‘elitist tendencies in the social
order? Should Harvard, in the name of
- equality."admit a“random sample of high

school graduates from across the Nation? -

On the other hand, is a lottery a useful

~ -surrogate “for real equality? Ard if-such a .

random sample of students competed as
Harvard undergraduates, would not only
.the top scholars survive and be admitted 16
graduate professional schools. _and 10
graduate schools of arts and sciences—
enthroning an elite at a different level of.
education? And why not?> Who would want
to receive medical treatment or legal
services  from  poorly.  qualified
professionals?

- Public policy and institutional policy are
trying to thread their way through’ these
and related moral issues. As the late
Richard Hofstadter wrote in his brilliant.
-essays for thé -Commission .on Financing
Higher Education in the early 1950s: “The

United States has developed a system of )

mass'education without achieving the goal
of educational equality.” The task of the
future is'to sort out what we really mean by
educational equality, . to -assay its-
compatability with educational quality,
ind to - develop arrangements and
programs that can approximate what our
most informed moral sense tells us about
the contemporary eduéalionalmeaning of
"All men are created equal.” :

Life, Liberty, and the Pursut of
Happiness N

A strange ambivalence has always
characterized America’'s moral posture: a
stated belief in-equality: a rousing defense
of individual vitality. Like so many
dilemmas, this one can never be resolved.
Equality without individual freedom leads
to a social ant heap; freedom without
equality produces a vicious Darwinian

jungle. :

P%r most of gur history, the search of
individuals for a new life, for liberty. for
the pursuit of happiness has had a real
significance for an increasing number of
our citizens. -Blessed with enormous
natural resources. and a political and
economic theory compatible with - their
-exploitation, the American Nation opened
up dazzling opportunities for alert apd
aggressive individuals. Horatio Alger tales
of rags to riches were more than fiction.

- 32

* fafmin®

; half century has seen a

They were part of the reality of nationa
growth. .. o, '
“Higher Education — American  Style’
has been a- handmaiden of upward
mobility. “The intellectually promising,

" regardless of class status. have found far

greater opportunities here for access- to
higher education, - and for, entry into
prestigious professions, than in any other
nation. R - :

It is true. of course. that the classical
conservatism of the pre-Civil ‘War

-curriculum turned many entrepreneurial

types away from the higher learning. It is
also true that parts of the American
population. * notably agriculture, have
always had a deep suspicion of**“book
and “book larnin’.” But by the
turn of the 20th -century,- when Land-
Grant experiment stations and extension
services were conveying useful new
knowledge to the farming population, even
these attitudes began to change. The past
remarkable
demonstration of an increasing of faith in
the propesition that higher education is
an essential instrument for' maximizing
career choice and avocational options.
‘When nine million young Americans incur
for themselves.or their parents substantial
financial burdens. in order to meet the
expenses and the opportunity costs of
higher education, . someone obviously
believes in the worth of the enterprise.
Parents. students, philanthropists. and
local. State. and Federal governments
presently spend an éstimated $35 hillion a
year on higher education. . '

There are. however. some disturbing
portents of disenchantment. Rising. costs
and’uncertainties about the occupational
“pay-offs” of a liberal educaticn have
caused some students to switch to trade
and technical schools. proprietary
institutes, and. paraprofessional courses
taught in community colleges. High-
tuition  but :
institutions are being particularly hard hit
by these changing cost: and beliefs,
although a number of four-year residential
public instititions as well are. suffering
drops in enrollment. After 1980. because
of changing  demographic trends in the

" Nation at large, enrollments in higher

education institutions are likely to drop in
any case. Unless some means are found to
ease the direct financial burdens of higher.
education on parents and students, the
drop may be severe.

‘Will the next quarter century see the

rapid demise of our. faith that the qualily

of individual lives. encapsulated in spirit .

by the “life, liberty, pursuit of happiness”
clause of the Declaration. is somehow
related tg higher education? This is surely
one ‘possibility. Social institutions are not

in}mo'rlal. Unless they continually justify -

nonprestigious private .
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merican education
has its roots in “the
good earth.” |
From Colonial
times through the
19th century, with
what seemed an

1 ‘ “ space and a shortage
of other forms of capital, governments at
frery level used gifts of public land to
encourage and support the development of
education in each of its aspects - ‘
elementary school. secondary school. and
all the major branches of higher learning.

abundance of orsen - -

foals X
frequently turned to the universities of
Furope, and particularly of Germany. As
one critic put it, the existing colleges
served five percent of the people  those
seeking a literary education or to enter the
traditional professions of the law. the
ministry, or medicine but offered little *
for the other 95 percent.

It was nevertheless true that important
ihitiatives in-adapting'to the needs of the
times had been launched. The foundingof
West Point in 1802 and Rensselacr in 1894

- were highly influential pioneering ventures
in technical education : schools of science
had made their appearance in afew of the

Of the many types of institutions aided a lder private-universities: and several

by grantsof land. one became uniquely

identified in the p'ublic' consciousness with ~

‘this method of aid: The national system of
‘Land-Grant colleges and universities,
represented by ae least one college or
university in each State and Territory:
together with the District of Columbia and
Puerto Rico. These institutions -- ranging
in size from Langston Uniyersity in
Oklahoma, with an.enréliment of some
1.300, to the multicampus University of
California and its enrollment of nearly
150,000 - - owe their identity tothe Land-
Grant College Act of 1862 ( frequently
kncwn as the-First Morrill Act after its
sponsor. Justin S. Morrill of Vermont, and
todistinguish it from the Second Morrill
Act of 1890) . a piece of legislation that was
~to become alandmark not only for
postsecondary education but in the
advancement of democratic_principles. In
a massive study of public higher leaming
done 90 years after the 1862 Act had come
-irito being, the Council of State
Governments said : " The passage of the
First Morrill Act of 1862 jolted American
higher education out of the famWar paths
it had followed for two centuries LT
Behind that shakeup was a growing
‘awareness, climaxed as the United States
approached the 100th anniversaryvof its
founding. that American higher education
was olit of phase with the Nation's needs.
Population was increasing rapidly, but
college enrollments were actually
declining. Young Americans interested in
advanced training that would enable them
to contribute more fully to the discovery of
new knowledge in the natural sciences -
and its application through technology

States had established colleges and
universities of fering instruction in science
and technology, including early
“agricultural colleges” such as those of
Michigan, Pennsylvania. and Iowa. As
early as 1842. moreover, the U.S. National
Agricultural Society called f6Y use of .
.Smithsonian funds to found a national

“agricultural school. Its successor, the U.S.
Agricultural Society, furnished a
continuing forum in which individuals and
groups could bring to a wider audience .
their proposals - including the “Hlinois.
plan” for an “industrial university" for
each State. to be endowed by grants of
land from the public domain.

Out of all these discussions, initiatives,
and proposals came what proved an
acceptable "Federal” solution "nationwide
in its application. Its Congressiona
sponsor was Justin Morrill, then a
Representative. later for decades a U.S.
Senator from Vermont ( where he was one
of the foundersof the Republican Party)
Undaunted by President Buchanan's veto
of a bill he had introduced carlier - passed
by Congress in 1857 -- Morrill tried again
following the election of Abraham Lincoln

“Senator Morrill's Baby

designated by the Staic legislature. This
college would be required to stress
“agriculture and the mechanic arts,” the
latter term usually interpreted as
engineering, and to offer courses in
military tactics  a provision added by’
Morrill as a reaction to the gross lack of
trained leaders for Union armies at the .
..outbreak of the Civil War. But Morrill's
charter for the Land -Grant institutions
was much broader than a call for stress on
science and technology and in particular
agriculture. His hill specified that “other
scientific and classical studies” should not
be excluded, a provision he later
interpreted as meaning rhat these other
traditional subjects must be included. And
the greit wisjective was stated as being “the
liberal and practical education of the
industrial classes in the several Pursuits
and professions of life.” '
To aiswer fears of Federal control, the
Act specifivd that instruction should be
given “in su<h manner as the legislatures of
the several States shall respectively
prescribe.” Annual reports on the use of
funds from the Federal endowment were
required, but so long as they were used for
the broad purposes specified, no Federal

“*intervention was involved. - .

Several factors sicwved early
development. One was the lack of funds
for instruction. In acccp;ing the terms of
the Morrill Act, the States had recognized
that funds would not be made available to
underwrite the costs of buildings and

“equipment, but many had assumed that
other costs would be covered by i
endowments created by the sale of the land
they had been given. There.wasno real
market for land, however, and the States .
could not wait for prices to increase. The
result was that the revenues they actually
received were in most cases far too small to,

and the withdrawal from Congress of many coveran instructional program sufficientl

opponents of national aid to’education on

" "State’s Rights" grounds. His revised bill
was signed into law by President. Lincoln -
on July 2, 1862 - a'remarkable act of faith
at a time when the very existence of the
Nation was uncertain.

This Act offered to cach State 50,000
acres of public land for each member of
Congress from that State, the land to be
sold and proceeds invested as a permanent
-endowment for at least one college

substantial to carry out their missions.
A nother problem arose from the fact
'\ that collegiate instructionin
agriculture was taken largely from the
traditional methods of “good farmers.",
Lacking was a basis in scientific research
"for improved agricultural practices, and
-for effective instruction in those practices.
In response, the Congress in 1887 passed -
an act sponsored by Representative Hatch
of Missouri authorizing annual .

”
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appropriations to repair this defect a’
move that was to produce major benefits.

_not only was an essential factor in the
remarkable increase in productlvuy of
American agriculture which has made it
possible to feed and clothe increasing
millions with fewer numbers of farm
workers, but as educational historians
point out. it became a crucial stimulusto
the establishment of research as a major
function of the American university,

" In 1890 Senator Morrill again came’to
the aid of “his” colleges with the Second
Morrill Act, authorizing permanent

Research under this and subsequent acts-

«

annual appropriations for instruction in
the State-designated I.'and-G,rant
institutions. ¢

In identical language: Senate and House
committee reports on the bill said: “The
passage of this measure, which is
introduced by the distinguished father of
-this system nfcolleges will place themon a
sure foundanon as long as we arc a Nation
and link hls name with theirsin one
common 1mmortahty

A provision of the 1890 Second Mornll
Act in effect gave tothe Statesthe opnon

-of either barnng racial discrimination in

colleges receiving Federal funds under the

act, or ¥ establishing separate colleges for

‘Negro and white students.and dividing the

funds “equitably” between them. For this
reason some of the l.and-Grant institution:
which admitted only black students prior
fo the banning of racial segregation in
education are sometimes referred to asthe
“1890" colleges, though the reference is
incorrect in the strict sense, since several of
the institutions involved were in fact
founded under the 1862 Act.

Today there are 71 Land-Grant

- _xnsmunons - onein- ach of 33 States

Puerto Rico, Guam, Virgin Islands, and
District of Columbia, and two in each of 1i

Q -
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Squihern and ‘border” Sigtes plus
'._Mas‘s'a'chusetts. where the State universivy
dnd M7L.T. share instructional funds.

A'third major Federal act affecting the

. Land-Grant system, passed in 1914,

- created the Cooperative Extension Service
" of the U.S. Department of Agriculture and
‘the.Land-Grant institutions. with the

mission of carrying the results of research
in agriculture and family life.into practice
¢ on the farms and in the homes, This

“educational service - financed by a

combination of Federal. State, and local

l and privaté funds -- today reaches millions

! of families in rural, suburban, and urban

) areasannually ( including more than five

"million youngsters in the 4-H Club-
movement) and is represented in virtually

! every county of the United States.

! Several privately controlled colleges and

-universities bore the Land-Grant -
designation under the Morrill Act, and
some still do. Yale. Brown. and
Dartmouth were for vatying periods Land-
Grant institutions, for example: Comnell
has been the Land-Grant institution of
New York from’its founding. and in
Massachusetts the private Massachusetts -

- Institute of Technology and the State-
operated University of Massachusetts have

,shared the designation for more thana
century. In Vermont, Pennsylvania,
Delaware, and New Jersey existing private
institutions were given the Land-Grant

"'designations. With time these assumed a

" substantial identity with other State
universities. though some are technically of -
a, mixed public-private character. -

Viewed in the perspective of history. the
great virtues of the Land-Grant College _

"Act would clearly include its ambiguity. its
diversity of purpose. its omission of any
tight “set of rules” as to purpose and
method of operation so characteristic of .
later legislation in the field of education.
The consequence has been an affirmative
-rather than a negative revolution in higher
education, The'institutions involved were
required to emphasize hitherto neglected
areas, but were warned not to “'exclude”
subjects —such as the classics —
traditionally stressed by established -
American colleges. They wére to meet the
demand for more “practical” education.
but the language of the act inextricably
Jinked this aspect of leaming to “liberal”
education, in a governing phrase that
spoke of “liberal and practical .
education . . . in the several pursuits and

professions of life.”
' he consequences of this affirmative
T revolution was the democratization
of higher education, in terms both of
making college training accessible to _
greater numbers of people and in the scope

T

: . ..
of subject matter. Postsecondary g
enrollments in the United States no longer
represent a particular stratum of society,
and college and university chairs in many
subjects now universally considered
academically respectatle were initiated in

. Land-Grant institutions.

F'oday these institutions constitute about
five pxrccnt of the total number of

"American colleges and universities offering

four or more years of postsecondary study.
enroll about a quarter of all the students
attending these colleges and universities,
and grant more than half of all degrees
awarded in the United States at the highest

‘or doctoral level.. -
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As the Deciaration of Independence
signified the determination of Americans
to sever the political ties that bound them
tothe monarchical and hierarchical
societies they had emigrated to_escape, so
the Land-Grant College Acts signifieda
“declgration of indep‘e-qde‘nce" for ‘
education. Thus taking'as its benchmark
the pre-Constitution law,asserting that
“schools and.the means of education shall
forever be encouraged." an 1890 study by

- the U.S. Office of Education said that

“next to the Ordinance of 1787, the
Congressional Grant of 1862 is the most .
important educational enactment in
America."” Sixty years later an analyst for
the Hoover Commission on Organization
of the Executive Branch of Government,

* Hollis P. Allen, pointed out that “The

general support for resident instruction of
the Land-Grant Colleges is sometimes
referred to as the thost effective gran: in
aid ever made by the Federal '
Government."” Similar tribute was paid in
a 1953 report of the National Manpower
Council, affiliated with Columbia,

‘tUniversity, which declared. that “The most
important single step in connection with .
the training of scientific and professional
personnel was the Morrill Act of 1862
which laid the basis for the country’s
extensive state college and university
system.” ' Lt

Beyond itsimpact on the character of
higher educativn. the collegiate system
Senator, Morrill did so much to create has
made a major contribution to our national
security. Qut of his specification that

“'military training” be offered in the Land-
Grant institdtions, there gradually
developed the idea of the Reserve Officers
Training Corps. which ultimately involved
awide range of colleges and universities as
.well as the Land-Grant group. The
existence of this system prior to World Wai
H was credited by Gen..George C.

Marshall with shoftening mobilization

_{and thus the war) by six months. and
saving thousands of lives.

_Perhaps the most impressive tributesto

» the significance of the educational

revolution inaugurated by the Morrill and
subsequent Acts, however, are those of
emulation. Domestically, the changes |

* called for by Senator Morrill have been .

‘widely accepted by all'segments of
American higher education. .
cInternationally. other countries seeking to
capture the secret of the remarkable
success of the United States in improving
-the lives of its pcople have introduced most
of the features of the Land-Grant system
into'their own systems of higher education.
T'his is particularly true :n the developing
nations. where the “Land-Grant idea" is - -
-America’s most sought after educational
export. ) ‘ .
The contributions of the Morrill Acts
were.perhaps most succinctly summed up
in three points emphasized in the report of
the Council of State’Governments cited
earlier: First. thanks to the Land-Grant
systerh it is now generally agreedthat’
higher education skould be made availabls
to broad segments of the population™;
second. “education in the applied -

~ sciences - technical and vocational

education generally . now have wide
recognition and status’; and third. “the
performance of broad public services and
participation in activities designed to serve
both immediate and long range needs of
“society are generally accepted as proper
and important functions of institutions of
higher education.” And the report added:
“These trends toward democratization of
higherleducation. thus begun_:continue
strong today...” = = C
' *—RUSSELL I. THACKREY

Executive Direcior-Emeritus, ‘National Associa-
tion of State Universities and Land Grant colleges
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hey have been called
“people’s colleges.”
“commuter
collcgés * and
“democracy's

-

Ay seeking to capture

0 the special character
- of those uniquely

American educational institutions, our

‘| public community and junior colleges.

By whatever name. they have made a
-substantial impact on the shape of
postsecondary education in this country.,
And they have done soin a relative ly short
period®f time  not quite 75 years in terms
of when the first of them came into being. |
perhaps 25 years if one cansiders the

| period of greatest growth and cxpansion.
Their essence is the American ideal of

.equal opportunity for all, and their role
has been that of opening channels for
further education to greater numbers of
Amcricans than could have been -
accommodated in more traditional
institutions. '

_ Formal steps to establish the two-year
“junior” college as a new entity in higher
education can be traced back to 1892Ziand
the late Willigm Rairiey Harper, first
president of the “reorganized” University
of Chicago, though the germ of the idea

had been expressed even before then, Early

in the 1850s Henry Tappan, prcsndentof
the bmvcrsny of Michigan. referred to the
notion that the first two years of college:
mlght well be separated from the last two
-ih some special kind of arrangement, and
much the same idea was also
recommended a few years later by William
Weatts Folwell, president of the Unwcrsny
of Minnesota.

It was. Dr. Harpcr however, who put the

.concept into action by cstabhshmg at the
University of Chicago a* unlvcrsny college”.
(covcrmg the junior and senior years) and
an “‘academic college” (covering the

-freshman’and sophomore years) . These
de5|gnat|0ns were su bsequc ntly changed to

“senior” and “junior” college. and the
latter term became generic, for Dr: Harpcr
also sought to encourage the establishment
of a network of public two:year
postsecdnda_ry' institutions, envisioning that

’_ colleges” by observers

the offerind} of local school districts.
Today the State of [llinois has some 50
public comimunity junior colleges -
including one bearing his namc.
The public community junior college
“movement’-may be said'to have started

they might&dcvclopcd as an cxténsion of

" when Dr. Harper suggested to school

authoritiesin nearby Joliet that they
undertake to offer two years of classwotk
beyond high school, with the
understanding that the students who
successfully completed this work could be

- acccptcd by the Umvcrsny of Chicagoin its

“senior college.” Dr. Harper's basic
concern was t0 strengthen the university by

* assuring a supply.of mature and purposive

students, but he also foresaw potential
"benefits to education gcncrally and tothe
higher education comn{umty in particular
by providing a way by which those four-
year colleges that were having difficulty
.keeping afloat could consolidate their
resources by becoming two-year colleges
In any case, the‘ultimate result was the
creation in 1901 of Joliet Junior College by
the Joliet Township High School Board.
~ he idea of linking high school and
71 college quickly caught on and for

~many years was standard. California’s
_ ubiquitous community colleges, for

example, were until recently.so closely tied
to the sécondary schools that both often
operated under the same administrators.
The development of junior colleges as part
of the public school system of that State
was in pamcular champloned by Alexis F.
Lange in his capacity as head of the
department of education at the University
‘of California. Dr. Lange and others also
stressed the need for a departure from the
traditional “academic” approach —the
need to offer both general and vocational .
education specifically addressed to '
students who might not necessarily be
interested in attending college for four
years. S
‘Meanwhile the junior college movement
was receiving its principal impetus from
__private two-year institutions, though they
mhy variously have been called academies,
seminaries, ﬁnlshmg schools, or the like.
T he first private junior college would
appear to have antedated the first public

-

]umor college, as rcprcscntcd by Joliet, and

- in any case, these private two-year schools

flourished during the early part of the
current century. Evenaslate as 1930 they
outnumbgred the public junior colleges ., -
258 to 178.-

It was the latter, however, that were
destined to dominate, a consequence that
had its roots in far-reaching changesin
public attitudes and the society’s needs.
Greater concern-developed over the

traditional exclusivity of much of higher

education and a greater interest in
equalizing educational opportunmes at all
levels. In educational circles and in the "
public arena alike, there was acallto
provide new kinds of school experiences
attuned tothe individual interests and
goals of the students mvolvcd while at thc
saine tin:? respondlng tothe Nation's- '
manpower requirements. The advcnt ofa

: tcchnologlcal age was creating an
-increasing demand for better trained

people for jndustry, in business, in the
health ficlds, indeed in all aspects of the
American worid of work. Concomitantly,
there was increasing insistence that every:
individual-be enabled to pursue ‘edlication.”
as far as his abilities and ambition would

carry him. The four-year colleges and

universities, however, were confronted by ..
such an enrollment boom, receiving fa~
more applications than they could handle,
that thcy began totighten their admnssnons .

| requnreme nts.

This combination of force; found in the

.public community junior college a natural

meetingplace. ‘One result, beginningin the -
1950s, was ihe emergence of these
institutions as a n‘na]or phenomenon
ultimately attracung perhaps half of all
students entering postsecondary

education. Another, as they began to
proliferate, was the development of various
new arrangements for their governance

and a more precise definition of their role.
New, patterns of control and financing
bcgan to emerge, often accempanied by
provisions for more direct involvement of
the commumty Thus in Californja, where '
community and junior colleges once were
wedded firmily to the local school systems,
there has been a trend toward.the
establishment of separate, discreéte districts

3
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with both local and .State support.

S Pennsylvania uses another model. The .
operating expenses of a college are equally
shared by the students, the State, and the
local sponsor (a county, a municipality, a
school district, of any combination of '
these) : capital costs are borne equally by .
the State and the local school district. In

-Virginia and Florida, control and support
are thie responsibility primarily of the
States. In general the goal has been to
institute control and support patterns
attuned tothe particular State's needs..

"E‘ hese shifts have been aCCumngniqg
- "4 by the development of 2 new view of
the role of the community ju nior college.
Until not so very long ago — and perhaps to

N A
<

4
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of the community often proclaimed that
their new two-year institution was simply
an interim arrangement preparatory to a
more satisfying expression of locz! pride in
the form of a “regular” four-year college.
While many students continue to use’
these institutions as the starting.place for
their parsuit of abaccalaureaté— as Dr.
Harper had suggested — the community
junior college has today established its own »
identity, generating.its own share of local
pride and serving as a focal point for
overall community development. In the

process it is also preparing thousands and

thousands of people for a wide range of

.careers that neither require.nor need four -

years of advanced training,

some degree even now —such an institution — By its convenience and by the relatively

was typically thought of as a stop-gap
method of starting on a four-year
program, a transfer r.echanism for those
who could not make it into a more. -
‘respectable” college. Similarly, members

low costs it imposes on students, the
community junior colleges have opened up
opportunities for postsecondary educatjon
for those that traditionally have been
denied them —members of minority

K]

groups being one noteworthy example,

"> Older Americans have found in these

institutions a new resource for retraining
or for general intellectual and cultural
stimulation. The ambitious young high
school graduate can take courses
applicable to the ultimate award of an
A.B.'degree or enter training that would
lead to a.good job at the end of two years
orso. From timber-falling to computer
technology, from nursing and police
~training to Fnglish literature and art
. appreciation; there is something for just
about everybody. e
he result has been such a wave of -
A interest thatin the late 1950sand |
during the 1960s, new community junior
+ colleges were.brought into béing at a rate
of nearly one a week. Enrollments rose
- from one million to more than three
million in a little more than a decade.
Today, with 937 public two-year colleges
‘in operation, plus 228 conducted under
private auspices, .the number of new v
institutions being established has leveledy
off'at about 12 annually, and total e
~ enrollments now stand at about 3,144,000.
Numerical growth has meanwhile beem,
replaced by an expanded view of functions
to be served. These functions continue to
" include standard academic courses'plus .
considerable emphasis on education ‘‘a
little out of the ordinary.” Equally
important, however, the community junior ,
college seeks to serve as a general resource
center jor the population are3 it serves— as
a force for mobilizing and catalyzing the '
efforts of a wide range of local agencies,
institutions, and groups toward resolving
comnmunity issues and problems. The™
ramipus and the community in effect
become one. -
The community junior college has in
short evolved into an instrumentof - -
" liberation in a'society where opportunity
for education means opportunitytolead a
- truly productive and satisfying lifé. It has
. thus set out not only to respond to'change
but teinfluence the directions that change "
may take. '

—EDMUND }. GLEAZER, JR.-
' ?

President, Amcrican Association of Community
and Junior Colleges . <
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L Bill

- housing

president said it

would open

postsecondary

education to a

’ floodtide of

\¢% unqualified students

Y and consequently’

= depress academic
standards. Another called it a "threat’" to
the cause,of higher learnlng and added
“thatin a y case “education is not a device
for coping with mass unemployment.” A

- Harvard economist believed it “carried the,
principle of democratization too far.” A
spokestan for the military said the debate’
over it was bootless. since projections
indicafed that no more than seven percent
of those ellglble would sign up anyway.

Thystoward the end of World War I1.

amid Joubt and some acrimony, the
- Natidn signed an 1.0.U. 1o be collected on
demgnd by members of the Armed Forces
when hostilities ceased. lt,was a promissory
note equally applicable to 15 million  »”
military personnel whether, by chance or

traiing. they had risked their lives on the

Normandy beaches, flown overloaded
trafsports across the Hump to Burma,
_slogged through the jungles ofithe South

Pacific, or fought the paper war back home.
. Officially Congress called it the

Seruremen s Read]uslmenl Actof 1944
and indluded in it incentives for veterans
. insurance. pensions. medical
benefits. and of course education.
Unofficially this remarkable piece of

legislation became known as the GI Bill of

Rights. and its education benefits changed
forever the Nation's notions about who

. should go to college in America.

", The veterans quickly established
themselves as a new breed of college

- student. The war'had afforded.them a look

bevond the limited opportunities in New
England milltowns. Aldbama tenant
farms. Detroit slums. and Texas barrios.
- They came home war-tested and mature.
with a cool awareness of what they wanied
to make of themselves and a no-nonsense

- determination to get on with it. Education

was the key, and the GI Bill away to help
pay the freight. The Bill was not afree
rxde deslgned to foot the entire cost. The

-

prominen: university

. ckassmates."

\etérans —many from poor families, many
the first in their families to aspire to higher
cducation - stretched their dollars, took
odd jobs, and made do. Some flocked to
liberal arts, technical, and professional
schools. Thousands of others went the
route of vocaiidnal and on-the-job’ trannmg
programs.

In cashingin [h(‘ll‘ [.O.U.'s lhey ; ---'." v

confounded the experts No more than - ;

640,000 veteransin all.ithad been '

predicted, would ever use their Gl college -

benefits and no more than 150,000 would -

be enrolled full-time in any single
academic year. In fact, however, the peak
vear of 1947 saw nearly 1.150.000 Gls
crowdmg the Nation’ s campuses. By 1955
the number of ex-service men and women
who had gone to college underthe Bill
reached 2.2.million — 14.3 percent of all
World War 11 veterans. During the 1945-
55 decade, another 3.5 million studied at
schools belowsthe college level. Adding on-
the-job and farm-related training, 48
percent of all veterans — over seven million
men and women -- used théir Gl educatidn
benefits. -

_The veterans also defied predictions of
how they would perform in the classroom.
It had been assumed that being more
mature than the typical student, they
wouldbe serious about their studies, and
so they were. It wasalso assumed that they
would fare poorly in an academic sense
and would be unwilling to put up'with the
discipline involved in higher learning.
Those who were married were ex>ected to
have a particularly topgh time.

l) resident Conant of Harvard.
i however, was subseq uently to

observe that veterans were "‘the most

mature.and promising students Harvard
ever had." More particularly, a 1968
report on the GI Bill by the Syracuse
University Research Institute noted that
almost all studies made of it “have _
concluded that the veteran earned higher
grades than did his nonveterar

Moreover, the report added,
“Thiriy percent of all veterans were
magied and ten percent had children /
when they started their education; yet
these veterans usually earned hlgher grades
than single veterans

The Syracuse analysis went on to relate
some of the broader implications of such
findings as these to the conduct of higher’
education generally. Veterans who were
first generation college students .
demonstrated that a far greater proportion
of the N:luon s vouth could profit from

) .pnstSecondary education than' prev |ously

had been envisaged. Veterans had a major,
lmpact on the balance between publicand:.
prlvate collége enrollment: Whereas the -
maJoruy of prewar students went to pnvate -
institutions, by 1968 only a third did so.
Veterans made the married student an.
accepted member of the academic g
community: And by their unprecedented
enrollments and their demand for more
pragmatic instruction, veterans forced
higher education tore- examine its

‘objectives, facilities, and methods toward
. adJusung tp students outside the

conventional mold.

I{ ard on the heels of the World War -l
11 veterans came those involved in
Koréa. For them the Congress enacted a -
new piece of legislation;, followed in 1966
by the Cold War GI Bill.covering Vietnam
veterans:{ and for the first.time providing
opportunitjes for college training to men
and women on active duty):

For whatever reasons — perhaps because

" they were fewer in number than those of :

World War 1, perhaps because jobsin
1954 were easier to find — the proportion of
Korean.veterans using their GI benefits for
ediication was just under 42 percent. as
contrasted with the 48 percent of the

" previous decade: With Vietnam veterans,

howéver. it'sa different story. The

Veterans Administration says the Vietnam

participation rate already exceeds that of
Korean veterans and ultimately can be

- expected to go well beyond thatof-the
- veterans of World™War II.

“Together the .O.U.’s tepresented by
the three GI Bills have been ¢ollected by no
less than 27.5 million men and women.

nd in‘the process postsecondary education

‘has been given a bracing new dimension.

—STORY MOOREFIELD

a

OE's’ Office of Public Affairs staff

Q
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~mare

~stupid teacher in a Ta} Mabhal.

_importance to- .what is learned is
debatable. but everyone agrees that both |
‘outrank- in -importance the places of
- éducation. '

-to second rank-when- he advised that to

'y

ccause this 7is a-
bout the “places”

of education, a
qunck disclaimer
is in order. Let’s a-
gree that people are
mereimportant than
bricks. thai' con-
_ i structive learning is
ikely to occur in the presence of a
.good feacher. even in a tent - than with a

’I

“"Education is people engagmg in a
process at a place. Whether the caliber of .
the faculty or.of the'studenibody-is of first

Yet the places and the hmgsv
education are not unimportant, lndeed
the late Canadian “humorist. Stephen
Leacock. raised the physical environment

start a university one should first assemble
a student body. then build a smoking
room, and if any funds remain, employ a
professor. _
Whatever the order. it was early
apparent in our pidneer = days . that
gathermg the children around a teacher ;
was cheaper than sending a circuit rider to
the homes. And so the one- room.
schoolhouse was built. S A
As the Nation grew, the schools also-

A .
Pr. G'yrcs is presldent of "Educational Facilities
Laboratories, Inc.. in New York Cxty

Q
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M _ — ’ ex'pénse: In design.they mirrored the local

their cultural counterparts —the church
and the towr hall —only by the presence of
the well-scuffed playground  and- . the
absence of a steeple. Essentially, this classic
“trilogy of piciieer community art forms
consisted of a single barnlike, room. their
dimensions determined by the length of
native beams. : -
As populations increased in density,
_ schools grew by adding rooms and sorting

first graded - elementary school —eight
equal size. boxlike classrooms under the
same roof. an ingenious arrangement that
set the pattern of school design for a
hundred years. e :

Not until the mid-1950s was there
discontent with the interior layout of
space, of  rigidly uniform equal size
classrooms. Well into the 20th century the

o eak

culture, .and were distinguishable from -

“honor education, but alas, they were

pupils by age. In 1848, Boston built the.

“cultural heritage. and all thatr was good. .
" This early yearning for architectpral
monumentality is not to be denigraved.
What better public expression of the |
community’s pridg andintent than a near-
permanent ( wi good maintenance,”
practically eternal) statement for. al to
see. Plato said. “That which is honored in
a country will prosper there.” In their
monumentality the-buildings sought to‘
Even less than the schoolhouse- has the
classroom varied from the norm. Debates’
raged in education at’ least since Boston’s
Quincy School, butZthe classroom itself
remained as it was, a place wheré one”
teacher and one class gathered in one room *
Ll

expensive. . -

R .
. to engage in confrontal teaching.

As’long as education took the form. of‘

- "schdoling" and its purpose was primarily
to transmit the common culture to the

Boston boxes of 1848 were still adequate-

' THE MODERN-SCHOO

L HOUSE,

. for- an education based on stimulus-
) _response psychology, serving a burgeoning
_economy that could endlessly absorb the-

eventual graduates—even the dropouts—

with no questions asked. : -
Growing like the population and' like

Topsy, school  systems multiplied

exponentially. By. 1931 there were 127,000
.public school districts in_this land, each

trying to be all things to all children.
" especially to the more  verbal college-

bound. : .

- Predictably, there came a reaction to
the mounting proliferation of school
districts .and small schools. Under the

enrich programs in small schools, separate.
/sdgool districts have been “consolidated”
by the thousands, reducing the total to
approximately 17,000 today, while the siz
of individual schools has become largey.
" schoolhouges

,’W\VI’{@" became the biggest
SN ;‘f?’)Q >~ Jl public structurgs in
" e ! .- ST Tl

QA“\K )ZA town; " and “in° big
S TY R

\\K‘;e/\‘\v /k@é they becamie sym-
& A ) M bols of community
/1‘&’\ {I) A #l aspiration’ '

Until recently, these larger schoolhouses

were virtually identical, varying only in
‘their adjustments to differin ‘climate: in

R nce

mosts  numerous,

pressure to reduce costs, and the desire to’.

towns and cities the .

young, the schoolhouse, its layout, and its
equipment could be straightforward and
utilitarian. ( To quote an architect much
honored and employed in a Northern
State, "The people up here know what a
schoolhouse is and I give it to them. I tell
the school board what'it will cost a square_
foot and everybody knows what money is
and whit a square foot is.” Incidéntally,
this practical man produced many schools
quite worthy of ‘their times. But no
dreamer, he.) - o ot
" From the mid-19th.century to mid-20th;,.
schoolhouses were locked in their own
Cartesian’ grids of standard- classrooms, -
edch accommodating a standard number
of children to be instructed by one teacher

P - ,
of, it is hoped, standard credentials. The
7 teacher’s mission was to transmit the

predominant culture for a year. In a
secondary school, bells would ring .at:
regular intervals, signaling students, and -
sometimes teachers, to change boxes.
Since the process of schooling consisted
mostly 6f a talking teacher and a learner
who rarely stirred from his place, the
learner was provided: with a " pupil-station”.
consisting. of a chair and.desk fixed to the
floor. Not until well into the 20th century .
were the chair and desk freestanding and
rearrangeable. ' T ’
Reflecting the Nation's industrialization
the furniture itself was industrialized. It
consistéd, like the Model T, of “inter-

the North, a collection of uniform class: . changeable machined parts, the ﬁéttcr to
rooms in linear array, separated by corri-  be manufactured on‘the a"ssémbly line with
dors; ‘in the S::Juth. taking advaritage of a  no departure from its school-brown uni-

< gentler- climate, the rows,of classrooms ” formity.”. . o S

. were back to back. In extefior appearance The basic. tools of instructional

the buildings, especially the larger high - equipment were book and blackboard.. To
‘and preparatory schools, were replicas of be sure, early in the 20th century the
whatevér architectural/ style—Greek, moving picture arrived (but never did
Roman, Gothic, Federal-{—was most likely  “replace the American teacher,” as Mr."
to proclaim that the institution was the Edison had predicted), and then r}dio‘
keeper .of knowledge,{ morality, the with the high promise of connecting every

S 4] A

<
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wivesivay dyuuul witn tne dialog of the
spheres: and later television, heralded as

" %he new window in the classroom”: and
more’ recently, teaching ‘machines and
2_electronic devices, 1ising in sophistication
" to computer-assisted instruction.
today, these devices of instructional
#- technology are struggling for gereral
acceptance under the handicap of carlier
over-promise. . .

For a hundred years these schools served
well the relatively simple society, their
designs reflecting two underlying

- assumptions: : _
. The first was that schools were only for
the young = that young people were to be
assembled in groups sérted by age: that
transmission of the dominant subculture
was itsgaprincipal ,function: that the
transmission, called teaching, would result
from showing and telling ‘by an older
person located at the “front” of the group.
This frontal (or confrontal) teaching in its
own private classroom box, sealed off from

its ‘environm'ent by 'floor'to-ceiling,

maximum security partitions, had many
- virtues for a Nation growing at a faster
Pace than that with which it was training
1ts teachers. Not the least of its virtues was
, that it’saved money: Relatively untrained
" and’inexperienced teachers, given a book,
could conduct lessons and maintain order
- in the group either by the natural interest
of what was beirig talked about, or by force

- of personality —by charm or by fright. If

. the children were still inattentive or
unruly, the more affluent districts reduced

class size, often substituting intimacy of

setting for - vitality: while the ,poorer
districts overloaded their classes to the
point that children were but listening
audiences. '

The second assumption was that schools
were islands in our culture, that they not
-only could but should stand aside from the
affairs ‘of the town, from the conditions
that vexed all'the people. It was as though

schools could remain secure even as the -J-

neighboring tide ran out economically and
socially, that children cpuld be secure
whether or not their parents were.

- In simpler days this was mostly true. An
economy growing exponentially somehow
*found places for most of the burgeoning
population. Youth was secure when
everyone was secure, and schools were
at liberty —indeed, set apart—to conduct

their own affairs, raise their own money,
and prepare.the young for productive and
fulfilling adulthood. .

" The arrangement worked satisfactorily

for the most part until well into the 1950s. |\

As the society grew more affluent, so did

he schodls. By mid-century, the American

ichoolhouse was no longer “a ragged
deggar sunning.” More likely, it was a big

>eautiful edifice. proclaiming to all that

- ~ .

. ‘
M .
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s roof,

education was a gigantic enterprise of -

monumental priority in our calture.
- But_ there. were stirrings under. the
surface. ‘As long ago, as John Dewey and
the progressive education movement, the
elementary schools -had leosened " up,
though not to the extent of exploding the
walls "that separated group from group.
Schools were still egg-crates, and the
American high school especially was still a
collection of isolated rooms under one
There were other stirrings, oo, notably
in the student body and in the public
expectation of what schools should do. As
students in increasing numbers voiced-
their disenchantment with being processed
by groups, as the' frustrations of ceachers
mounted when they lost the attentipn of

their students, even as the public came to
blame ihe schools for America’s failure to
be the first in space, the pressures
combined to produce dramatic
rearrangement. of “the whole process of
schooling, and in. the larger rsense,
education. .

This riptide of" strong and conflicting
waves of pressure, gathering strength since
the deécade of the 19505, is reshaping the *
role of teachers and how they teach, the
curriculum and what is to be learned, and
the habitat—the physical setting —in
which the act takes place.

» Being closer to the ‘electorate (and

generally better supported), the first'
schools' to respond to the new needs and

. néw demands were the suburban schools.

There the schools, together with their

- -

J. B. COLT & éOMPANY, Dept. E 7, 5.7-90 West zgtfl Street, New Vork.

Now is Your Time] .

) Bargain'prices will be advanced March Ist,
'99. WTite at.once for bargain circular.|,
Our Magic :Lanterns and Stereopticons| -
in use "by, thousands of lantern experts.

L
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[ CALL BELL

Of all kinds, styles, sizes and prices.

J. B. MERWIN, St. Louis,

@&y THE GEM PENCIL SHARPENER

Sharpens both Lead and Slate Pencils,

"1t gives me great pleasure to recommend the ‘Gem Pencil 8harpener,’. It does| -
the wgirk well %rnd gulckly. This last 1s of great lmroruneo for school work.| -
This ° 8Sharpener’ {s in satisfactory use in very many of th

not believe that there fss

By other which at ail oomgnru with this one for uss
"_either {n the sohool or the office,” oxL D. K

Mce,

N

Address

6 citles and towns of the|
ere and elsewhere, I am fully
best sharpener on the market. In fact I do

Member of Mass, State Board of Education.
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people, sought fint to- humanie the
process. This took varous forms..

The undergirding psychology of
leaning, fo one, ws personalzed - es
reliance on Pavlovian stimulug response
peychology and greate efance on the
ongansmic- the “whokes” of e, larnng,
an. merprsonal rlationghips Toward
that end, internal spaces were reamanged
to fit groups of varying sizes

Inthe secondary schools, bells cesed to

fing, and sudents were encovraged to et | '

their own pathways through the
currculum and the schocl, each 10 the
beat of his or her on drummer. The - §
individual student in continuous progress
came into pannership.with teachers in {8
detemining the paters of his or ber
learning. ;
" Once the , personal relaionships of
‘tudents and faculy were atered, the
environment was forced 1o respond. For
thefirst time the debilaring aspecsof the
then-conventional -schools ~ were
challenged. Suddenly every habitual
amngenent of space and even he
physical nature of equipment gave way fo
new crteria of performance, -

" Firt 10 be asailed were the immovable
‘paritions separating each group from
every orber. Literall, the walls came”

, $ :




. tumbling down as schools sought to create

appropriate spaces for groups of varying
" size, and especially to enable the joining of -
two contiguous classrooms. From this
beginning, interior partitioning moved
from the “immovable” separator—
frequently load-beafing and -laced with
wiring and plumbing —to the movable or
cartain-wall partition, thence to the so-
called “operable” partition providing
" immediate separation or juncture and onto
-what is just now emerging —the skiddable
mé: . ' -

&d ;.
As the interior configuration of small

boxlike classrooms gave way to:large zones
- of space, the noise level—a natural
concomitant of people engaged in
commurication, and with -the things of
learning —cried out for remedy. It was
pure coincidence that the solution,
carpeting, also introduced a new note of
amenity into the Nation's schools.” When
carpeting (first used at the Peter Pan
School in Andrews, Texas, in 1954)°
proved to. be an efficient acoustic
- absorbent, the idea spread. And so did the
" carpeting, across the floors of uncounted
classrooms. Today, carpet is routine in
school design: to sponge up noise, lessen
fatigue, provide safety, insulate against
‘heat loss, and to convey to: schoolhouse
occupants the notion that somebody cares
about their comfort. : »
Indeed, in recent years the acceptance
of comfort and amenity has become a part
of the American cultural attitude toward
schools. Logically, -this new concern for
physical well-being and morale called for

comfortable temperatures. ~Just as the
100,000 acres of school floors in this
country were being carpeted, air-
conditioning followed apace and is now
routine in schools- of recent
especially where year-round use is
" contemplated. :

While the opening up of interiors,
quieting them. and cooling them are
fundamental changes, there were others’
growing out of a rethinking of the process
of education. Starting with the child in his
own private bubble of space and moving
outward, that venerable symbol of the
scholar’s place — the desk and chair—came
~under attack. Now that the floor had
become the most humane surface in the
room, the véry young could be returned on

many occasions to their natural habitat. .

the floor, and the desk might be a stand of
coffee:table height. For students
whatever age,
. nourishes his spirit, proclaims his worth,
and may improve his learning.. And
because the young tend to rise to our
expectations of them, it is not surprising

- that children are respectful of furniture -

. that is pleasing to the eye and yielding to
--the body. 1f morale is good, it is 1

~
v
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vintage,

of -
a comfortable chair .

is no more

‘natural for a child to destroy things that.

praise him than for a bird to destroy its
-own’ nest. . . :
- - What has been happening is a- move to
» juvenilize (that is, make more childlike)
the environment of early childhood. to
make more sensitive the surroundings of
the small child who, in earlier days (circa
_1950) was expected to sit out his schooling

in a slippery plastic chair as though he .

were a shrunken businessman. Yet at the
secondary school the process:is reversed —
“to dejuvenilize ‘the environment and the
process. High schools and their architécts
today are concerned with providing each

person and each group with a sense of

territory, with personal spaces that offer
_privacy when wanted and involvement
when needed, with pleasant places for
informal gatherings, and places that help
the individual connect with the dynamics
of the school and .the culture that

surrounds it. No'longer is there lifigering

cultural guilt when colors are, vivid and the
" environment is enlivened with modern 2kt.".

While such efforts help to humanize the
school and appeal especially to . those
students who find the conventional

organization too mechanistic for their. life

styles, there are cautions to be observed.
Robert Propst, in High School: "The
Process and the Place, says it best in his
discussion of geometry versus humanism:

Authorities and planners visualize the
chaos of large numbers of people in
buildings with disorderly space. People will

be confused, disoriented, lost, un-

controlled. As a ‘result, we have an
inordinate regard for method and order in
space that will satisfy these important
concerns. Where am I now? Which way is
north? How do I get around? Where s out?

But this concern by itself can produce

space which, ‘in- terms of human use, is




wrew TvvuviuKE, space aomai-
straight lines and acute angles

R i ST LT T

'- . nated by the

*of.'Cartesian geometry. Often it results in -

- €gg-crate uniformity which insists on pre-
detérmined patterns of use, with-no gtve to

allow for the ways people naturally array

themselves . . in
" relationships. :

i Patterns  of human communication
= follow no straight lines. They are made up
of bits and pieces, episodic and varied,
which call for a different kind of spatial
order. : '
This order is based on the proximity of
people who need to cammunicate fc- the
“work at hand though the particular work
and those involved in it may shift through-
out the day. It is based'on their tendency to
fall _into groups of different sizes and
configurations. ¢
In the resolution of this conflict, spatial
order. is still the objective. But it must be
achieved through recognition of the

¢ ways people use space.
“Ne'agy 1 short, the school-

communication

tion and it s
changing physically
because it is chang-

8 Human relations,
§ at least in school,
) = S are different todady
. s . .
and the environment is acknowledgmg the
difference. To oversimplify, schools are
becoming more a series of living rooms
than of kitchens: increasingly the profes-

Y house is in transi- -

i ing psychologically. -

sion of interior design is evident and the

schools are better for it.

Companion to the physical response to
what goes on inside the school has been a
rethinking of the relation of the whole
institution to the life of the community.”No
longer can schools confine their ministry
only to the young, standing aside from the

issues swirling around all _the people.

Schools incredsingly are coming off their
islands and joining in partnership “with
other agencies to deliver health sefvices,
the ars, recreation, and information
(libraries ). In reversing the Balkanized
delivery.. of services, in working from a
unitary rather than a fractionated base,
- comes a new synergism that brings higher
preductivity of the ‘tax dollar. A no less
important product is the encouragement
of racial. integration, the mix of
socioeconomic groups—and the bringing
together of an intergenerational .student
body. More and. more will the economic
and social well-being of the community be
served by schools which share the space
and the ‘action. Already, on the shores
dimly seen, the first such’ community
center/schools are emerging. :
These new and varying uses require
maximum flexibility .to accommodate
-changing arrangements as programs
develop. An increasing number of schools
are guarding against quick obsolescence by
requiring that the building’s design and

construction be systematic, that in the -

interest of both flexibility and speed the
- structure be assembled from. pre-

How Is This For Price?

1§; 4

- . corrier.

We will'sell 50 of the fol-
lowing outfits for $50.00

-each to the first comers.

1 Junior Praestantia
Magic Lantern, see illus-
tration, Lightning
T, on.e 9 foot screen,
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engineered components. Most recently the
planning of buildings has departed from
the customary series of linear decisions in
favor of overlapping the steps in order to"
compress the total period of planning.
Where building systems are employed, it is
not unusual today for a building's shell to
be partially constructed before the interior
design is completed. And if someday
within the building’s normal - life,
extending well into the 21st century, the
school must convert to some other useful
purpose, it stands ready economically to
embrace the change. '
Certainly the habitats of education are
changing, but as the 18th century German
philosopher Georg Lichtenburg said, “I
don't know whether if things change they °
will get better, but I do know that if things
are to get better they must change.”
Schools are changing and they are getting
Dbetter. ' O
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'Libraries

in the NewWorld

s far back as we can
go in history,” '
observed Jean
Gottman in his
Megalopolis, *“we
]| find major libraries
Ml or clusters of them
located at the
‘centers of power and culture in each
period.” In light of so ancient a tradition,
dating back to the great river civilizations
of Mesopotamia, there should be little
cause for wonder that the aspirants to
freedom and opportunity in the New
World made libraries their concern at the
very outset of the Colonial period.
In 1620 a copy of St. Augustine’s Citty of
God translated into English was
| among some prized workssent by an
anonymous donor to Henrico, Virginia,
the site of a proposed new college. Sundry
books including "2 duzzen & ten :
Catechismes” figured prominently on the
manifest of cargoes shippec in 1629 to
John Endicott’s settlement in Salem,
Massachusetts. And in 1638, while
dictating a will during the last hours of
| life, the consumptive son of a family of
London butchers made a bequest of
several hundred volumes to the college that
‘has-since made his surname, Harvard, as
 world-renowned as that of his English alma
mater, Cambridge University. That same
year also witnessed the arrival from abroad
of the Colonies first printing press, from
which in 1640°'was pulied the pages of the
Bay Psalm Book, the first book to be
printed in Colonial America. .
Such were the fragmentary beginnings
of American scholarship. What next was
needed was a fireball who perceived the
capacity of stored wisdom in igniting the
intellect. Who better than that intrepid
experimenter with Kités and electricity,
Benjamin Franklin? When still in his twen-
| ties Franklin proposed to his fellow mem-
‘bers of the Philadelphia Junto that they
expand 'their ‘individual resources by
“clubbing our books.” Soon afterward he
began what he described as his “first proj-
ect of a public nature, that for a subscrip-
tion library."” Thus in 1731 came the
founding of the Library Company of
Philadelphia, which some 40 years later,
Franklin described as ‘‘the mother of all -
| the North American subscription libraries,
| now so numerous.” Of the movement thus
started, he was later to claim:
“These libraries have improved the general
‘conversation of the Americans, made com-

-

men tradesmen and farmers as intelligent
as most gentlemen from other countries,
and perhaps have contributed in some de-
gree to the stand so generally made
through the colonies in defense of their
privileges.”

In effect, the subscription library was a
corporation, enlisting a monetary contri- .
hution of each shareholder for the pur-
chase of books tobe used for communal
purposes. and establishing the regulations
for their circulation and use. Behind its

" advent on the American cultural scene was

not only the scarcity and prohibitive ex-
pensiveness of books but an ever-increasing
secularization of the Colonial world, an
eagerness for information and knowledge

- beyond that offered by the catechisms and

religious tracts that had satisfied the ori-
ginal settlers.

_These so-called “social libraries,” organ-

ized either on a subscription or proprietary

_basis (in this latter form the shares could

be transferred to others at the behest of the

- owner), flourished for over a hundred-

years to widespread acclaim. As the years
passed however, politicians, orators, and -
private individuals alike lost no occasion to
point out that the newly formed Republic
called for the enlightenment of all its citi-
zens. Surely, they argued, wealth alone
could not be the basis for the diffusion of
knowledge. It was in this spirit that a New

" England bookseller and author wrote to his

brother in 1803 that he was donating a
collection of books for the free use of the
children of his birthplace, Salisbury, Con-
necticut. He called his project “whimsical”

‘but it was in fact a landmark, for it so im;

pressed the citizens of Salisbury that they
ultimately authorized the town selectmen
to expend tax money to maintain and en-
large Caleb Bingham'’s handsome gift.
Thus, in the words of Jesse Shera, Director
of the Center for Documentation and
Communication Research at Western Re-
serve University, “...public support for li-

" brary service had at last begun. The con-

tribution was modest, but the precedent
had been established; it would be the task
of later generaticns to enlarge upon and
refine the initial plan.” -
Hesitantly, the idea of tax support for li-

braries caught on: New York State in 1835

passed enabling legislation permitting
school districts to raise funds for the pur-
chase of books, and within little more than
a‘decade several other States had copied
the New York example. But with that the

movement faltered. Of greater impact Was
to be the adoption of State legislation au-
thorizing citiés and towns to establish free,
tax-supported public libraries. In 1848,
Massachusetts passed a law granting such

.authorization to the City of poston, and a
- year later New Hampshire passed similar

legislation applying to any city in the State.
By mid -century, American libraries had
started to become so widespread .that those
involved in them detided to get together to
exchange ideas and plan for future devel-
opment. This first Convention of Libraries
was held in New York in 1853, the same
year in which that city and Chicago were
connected by rail. Eighty-two men answer-
ed the call to attend —among them, Daniel

- Coit Gilman, destined to become first

president of Johns Hopkins University:
Henry Barnard, a Connecticut school su-

‘perintendent and later the first U.S. Com-

missioner of Education; and the Rev. Ed~
ward Everett Hale, who was later to write

*The Man Without a Country.” Although
plans for a second conference were discuss-

.ed, these were disrupted by the Civil War

and its aftermath, and it was not until
1876 that a second group of librarians was '
invited to meet in Philadelphia, host.city
for the Centennial Exhibition celebrating -
the Nation's 100th anniversary. The U.S.
Bureau of Education, then located in the
Départment 'of the Interior, proved itself of
great help in assembling this librarians’
congress. The Commissioner of Education
cven supplied postage stamps ( whether out
of his own pocket is not clear) to cover the
costs of mailing circulars announcing the . -
event. ] )
Ninety men and 13 women attended this
second meeting, representing collegiate,
subscription, private, public, and mer-
cantile.and apprentices’ libraries from™ 17

" States, and there was even a handful of

delegates from abroad. The most impor-
tant result was a decision to form a perma-
nent organization. Thus was born the
American Library Association. _

* Other events also helped to make 1876 a
turning point for the library movement. It
was in that year that the U.S. Bureau of.’
Education issued its first major govern-
mental report on the subject, Public Li-
braries in the United States of Ar v2rica,

‘and that Melvil Dewey, who had ien

graduated from college only a year earlier,

issued his famous decimal classification

system: “Never before or since,” comments
Edward G. Holley, “have American librar-
ians been able to claim as much fruition
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within a single 12-month périod.
Although the initiation of tax support
was the most far-reaching breakthrough in
the development of Americanlibraries, the
role of private philanthropy was also of,
greatsignificance, as exemplified bythe

. bequest to Harvard that marked the be-
* ginning of that university's magnificent li-

braries. In 1733, Bishop Berkeley enriched
the new campus of Yale University with
900 volumes from his personal library,
and;some 20 years later Governor Jona.
than' Belcher of New Jersey presented
450 volumes to the college that is now
Princeton University. The tradition of pri-
vate giving was subsequently to be domi-
nated by the industrial barons of the 19th

and early 20th centuries. with the treasures’

they privately assembled eventually be-
coming available to the public. Such was .
the case with the important collections
gathered by J. Pierpoint Morgan, HenryE,
Huntington, John Carter Brown, Henry C.
Folger, John Jacob Astor, William J. Cle-
mrents, and Harry Elkins Widener, all of
which ultimately were established either a5
separate scholarly libraries or as adjuncts
to libraries maintained by institutions of

.higher education.

The greatest philanthropic contribution
to libraries came from the donations of
Andrew Carnegie. Scottish -born and rear-

‘ed in a Pennsylvania mill. town, Andrew

Carnegie in some ways comes to mind like

“a waif out of Dickens. Starved for learning

as a youth, he recalled in his maturity his
gratitude to a Colonel James Anderson,
who invited young Andrew and the other

‘apprentices and mill children to take home

books from his personal library. Though
Mr. Carnegie was to draw bitter criticism
from organized labor and others for his
business practices (they incidentally coin-
ed the term “Libraro Maniac” to des-

- cribe him_) he left an indelible mark on li-

brary development in turn-of-the-century
America. His benefactions not only helped
to establish some 2,800 1ibraries in the
English-speaking world but by stim ulating
public authorities to provide matching
funds, led a transition from the patrician
nature of library-support during the 19th
century to the more egalitarian mode of
the 20th. . .
As the power of private philanthropy
waned, it was perhaps inevitable that the
trail of American library development

.would in time lead to the largest of the °
- public purses, that of the Federal Govern-
" ment. Congress had itself in 1800 created

the greatest of the Nation’s libraries, the
Library of Congress; and in 1956, follow
ing ten years of debate on'the subject, the
Congress enacted the Library Services Act.
Signed into law by President Eisenhower,
this pioneer legislation authorized Federal

“funds for the extension of public library

services to those communities having less
than 10,000 inhabitants who were without
libraries or were inadequately served by
themn. Then during the 1960s came Feder-
al support for all public libraries regardless
of their size, for libraries in the colleges
and universities ( via Title I1-A, Higher
Education Act of 1965), and for the devel-

. opment of libraries in the public schools

(through Title I1, Elementary and Sec-

-ondary Education Act of 1965) . With the )

exception of those supported by business
and industry, all types of libraries were
thus covered by Federal legislation, though
the level of support to be made available
each year has been and remains a subject
of much debate. ‘
Meanwhile new needs and pressures
have been bringing major changes in the
character of the library."Two centuries ago
books were for the wealthy and libraries
scarce; today Americans are confronted by
a "knowledge explosion” that has in turn

produced:what might be called a “publica.
tions avalanche.” Drug stores, airline and
train terminals, cigar counters, super-
markets, and a vast number of bookstores
make reading fare available in amounts
that stagger the imagination. There are
book clubs by the score and new ones come
into being every year. Radiv and television ;

- offer instantaneous awareness of political
_ and social developments around the world.

Fai from diminishing the use of library
services, however,  this outpouring of in-
formation, entertainment, and enlight-
enment has created a greater appetite for
them, and in the process has produced not
only more library patrons, but also those

-with highly specialized demands.

Concomitantly, the scientific and tech-
nical communities ngw publish so exten-
sively that advancement in these fields has
become a significant challenge to the ca-
pacity of any individual to keep abreast.
Inevitably libraries will have to playa
major role in finding ways to deal with this .
dilemma. They will similarly have to
adjust to the fact that while graphic re-
cords will continue to be important, they
face growing com petition from other
means of storing and conveying informa-
tion. Wider use of television, radio,-and
other electronic media — and.increasingly o
the computer —suggest that many of the li-
braries of the future will be far different in
their equipment and operation from those
we know today. ) ’

- Even more fundamental than such
changes as these, however, has been the

- evolving role of the library as a focal point -

for community action. Most strikingly in
the inner city but by no means confined to. -
such areas, the library is no longer seen,
simply as a place where an individual can .’
go toread a book or borrow a phonograph..
record. By the particular resources it can
assemble and through special new pro-’
grams and activities, it is becoming a
headguarters for cultural and social inter- .
action and a base for achieving community
progress. s . '
“In their role as custodians of all of man’s
records, not merely his books; libraries will
continue to evolve. New responsibilities
and new techniques, however, willinng - -
way diminish their heritage as thie rallying
point for Americans taking a'stand “in de- .
fense of their privileges,”

—KATHLEEN MOLZ

Teaching assistant, School of Libr‘ary Research, .
Columbia University "
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There are 40 textbooks, one for each membe
“habits of neatness and order’? A manual published in the early |

St

860s by the Public School Soctety of New York shows the way.

“The pupil should stand ercet,—his heels near together,—toes turn.
el out.—and his eyes directed 10 the face of the person speaking to
liin. . :

Fioure o represents the Book Monitor with a pile of bhooks
across his left arm, with the backs from hin, and with the top of the
page to the right hand. :

Ficure Two represents the Book Monitor, with the right hand
hands the ook to the Pupil, who receives it in his right haud, with

ve back of the hook to the left ; and then passes it into the left hand,

wlhere it is held with the hack npwards, and with tiie thumb ex .

tended at an anale of forty-five degrees with the edge of the book

(as in figure 2,) until a further order is given.

Frovre TRREE=—When the page is given ont,.the book isturned.

* by the thumb on the side ; and, while held with ‘both hands, is turned

with the back downwards, with the thumbe meeting across the leaves,
at a point judged to be nearest the placc 1o be found. On opening
the book, the left hand slides down to the bottom, and thence to the
middle, where the thumb and little finger are made to press on the
two vpposite pages. 1Mthe Pupil should have thus lit upon the page
sought for, he lets fall the right hand by the side, and his position is
that of Fig. 3. T . '

Fiouni: Four—DBut, il he has opened short of the page required, ~
the thumb of the right hand is to be placed near the upper corner of
the page, as_secn in Fig. 4; while the forefinger lifts the leaves to
bring into view the number of the page. If he finds that he has not

- raised enough, the forefinger and thumnb hold those already raised,
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while the sccond finger lilts the leaves, and brings lhém within the

grasp of the thumb and finger.

When the page required is found, all

the fingers are to be passed under the leaves, and the whole turned at -

once.

Should the Pupil, on the contrary,

huve opened too far, and

De obliged to turn back, he places the right thumb, in like manaer,

on the lefi-hiand page, and the

leaves are lifted as before described.

Fioure F1veE—Should the book be old, or so lurge as to be weari-
game to hold, the right hand may sustain the left, as scen in Fig. 5.,

Ficure six and sevey—While reading,
right hand is brought to the position rcen

of the right-hand page, the

as the cye riscs to the top~

in Fig. 4; and, with the forcfinger under the leaf, the hand is slid

down to the lower corner, an
this page, as seen in Fig. 6.
book is to be held when ahout

d retained there during the reding of
‘[his also is the position in which the
1o be closed ; in doing which, the left

hand, being carried up to the side, supports the book firmly and un-
moved, while the, right hand turns the part it supports over on the left

thumb, as seen in Fig. 7.

‘I'he thnmb will then be drawn out_from

between the leaves, and placed on the cover;

when the right hand’

will fall by the side, as seen in Fig. 2. L

Fioure Eront—Dut, if the reading has ended, the right hand re-
wins the book, and the left hand fulls by the side, asseen iii Fig. 8.
“I'he book will now be in & position to be handed to the Book Monitor ;
who receives it in his right hand, and places it on his left arm, with
the back towards his body.. Thec books are now in the most suitable
situation for being passed to the shelves or drawers, where, without

being crowded, they should be placed witli uniformily and care.
. o J

rofthe class. Problem: How to distribute them to the pupilsina manner that reflects

U“
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ixteen years before
A Vindicatica of
the Rights of
-‘Woman by Mary
Wollstonécraft was
published in
England, a Colo-
nial woman on the
s other side of the
Atlantic wrote a prophetic letter to a dele-
gate to the Continental Congress in Phila-
delphia. The date was March 31, 1776 -
. mid\’vay between the New Year's Day
—publication.of Thomas: Paine’s Common
Sense and the signing of the Declaration of
Independence. ' '

i \I?ngm '

el

The author of the letter was Abigail
Adams, wife of one future President and
mother of another, who had learned to
read -and write without benefit of the
formal schooling usually reserved for her
peers of the opposite sex. Its recipient was
her husband, whom she admonished :

“...in the new Code of Laws which I
suppose it will be necessary for you to make
I desire you would Remember the Ladses,
and be more generous and favourable to

“them than your ancesters....If particular
care and attention isnot paid to the Ladies -
we are determined to foment a Rebellion,
-and will not hold ourselves bound by any
Laws in which we have no voice or
Representation....” . :

" A century later, however, and for almost
a century after that, educational
opportunities as well as laws remained
considerably less: than - “genercus and
favourable” as far as “the - Ladies” were
concerned. Even so, there were some
indications along the way that men might

Dr: Heath is Assistant for Special Studis in the Office
of Education and has participated in many non.
governmental organizations and in Government
programs concerned with the status of women.
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be.forced one day .to face the female

. equation. .
. An early sign arose in 1819 when Emma
Willard issued An Address to the Public;
Particularly to the

- Legislature of New York Proposing a Plan

" for Improving Female ~Education. "A

Magna Charta for the higher schooling of

women, the plan called for

offer systematized instruction having
educational substance. The legislature
proved apathetic but the citizens of the
town of Troy came to her aid, and the
Troy Female Seminary she founded in
1821 led to ochers. For example, Catharine

Beech~r, an early advocate of\domestic,

science, opened a schcol in Hartford in
. 1822 and later the. Western Female
" Institute in Cincinnati. An activist in what
"she termed ‘‘securing professional
advantages of education for my sex equal
to'those bestowed on men,” she sought to

arouse the public to endow still other

institutions for the liberal education of
women-.

In 1828. a different approach to the
encouragement of female education began
to unfold. Sarah Josepha Buell Hale, a
writer who had been tutored by her
. Darimouth brother, began te publish the
ncw Ladies Magazine. Two years later
Louis A. Godey started The Lady’s Book,
and in 1837 —a landmark year as it
developed — bought out his competition
and ensconced Mrs. Hale as literary editor.
Her work quickly gained a . national

- "'reputation’ for-Godey. One-of-her-never--

" ending purposes and certainly her favorite
reform effort was the educatién of females
to become more than hearthside hostesses.
Step by step through the years she
campaigned for -high schools for girls,

colleges_for .women. even outrageously
" “urged medical education for women at a
time when such training was regarded as
plainly inappropriate for “‘delicate souls.”
The conclusion of her editorial career of
nearly a half a century -marked the
beginning of the upsurge in higher
education oOpportunities for ‘women
throughout ‘the land. ) '

‘Far-reaching events other than the
influence of The Lady's Book made 1837 a
historic year for women. That was the year
for realization of the dream and
crystallization of the career of Mary Lyon,
who wanted young women ‘to have the

chance to attend a seminary of superior

academic quality at an inferior price.
“Against almost interminable dis-
couragements, she raised. funds through
private philanthropy for a distinguished
institution that offered its first instruction
in 1837 and, in time, became Mount
Holyoke College. That year also saw the
inauguration of co-education at the college
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Members - of the

public
_——endowment of an ‘institution that would

level, and three of the first four worhen tor
. the four-ysar course received their' B.A.
degrees in 1841 from Oberlin Collegiate
- Instituté. ' ' ' .

‘ heir matriculation
proved, however,
‘to be something
less than a recogni-
tion of the princi-
d ple of equality of
educational ~ op-
portunity for the’
two sexes, for they
study of Greek or
Latin on ‘the ground that the “rigors of
these languages” were too great for the
“female mind.” Moreover. a gross disparity
in timing was involved. The decision to

establish the institution soon known as .

Harvard College was made in 1636, and
the first class of “English and Indian
youth” —meaning ., males — was .admitted
two years later. By contrast, 199 years were
to pass before the first door was opened to-
baccalaureate degrees for women. And for
that matter, it took another half century
before Harvard's coordinate sister. Rad-
cliffe College, offered instruction resulting
in conferral (in 1894) of the first
baccalaureate '~ degree on a “Cliffie.”

In any case, the early decades of the 19th
century did at least see the first steps
toward introducing women to organized
secondary and postsecondary education.
tentative though that .introduction may
have been. In addition, an alternative to
privately financed education for women
also_had_begun to emerge. A State law
enacted in 1827 required towns of a-certain
size in Massachusetts to employ a master to
offer “instruction of utility” to young lads,
and towns of a larger size to broaden that
instruction to include such -subjects as

. Greek and "Latin. To get their money's .

worth. these towns sometimes allowed girls

to fill empty places in the classes. A more i3

csubtle-but in the long run more significant
development also  occurred in

Massachusetts in the form of laws enacted . i

", between 1827 and 1834 that required tax
‘support for public schools and declared
them free to pupils.

Ultimately this concept of universal tax-
supported schooling was to give a dramatic
new dimension to the principle of equality
set forth in .the Declaration of
Independence. but that time was not at
hand in 1840. Witness the Sixth Decennial
Census conducted that year. At the
instigation of Henry Barnard of Connecti-
cut (later to be the first U.S.
Commissioner - of Education), statistics
about schooling were included for the first
time. Women, however, like blacks and
Indians, were not considered in the
enumeration of citizens over the age of 20
who could neither read nor write.

Similarly, women " abolitionists® were
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excluded trom delegate participatiqn u a.
World Anti-Slavery Convention held in
London in 1841, even when they répre;’
sented antislavery groups compdsed ,
entirely of females. For two of the women
thus excluded, that action was the last
straw. Said Elizabeth Cady Stanton to her.
friend Lucretia Mott, “When we reiurn
home, we must hold a convention and
form a society to advance the rights of
women.” The result was the first women’s
rights conference the -Nation had ever
seen, convened in 1848 at Seneca Falls, .
New York. . ;

And so it was that three quarters of a
century after Abigail Adams made her
prediction, the -rebellion surfaced. The
history of mankind. the delegates declared
in their overriding “sentiment,” is “a
-history - of repeated injuries “and:
usurpations on the part of man toward
woman, having in - direct object the
establishment of an absolutc tyranny over
her.” Buttressing this “sentimen:” were 15
“facts” which they submitted “to a candid
world.” The one on education declared:
,'He had denied her the facilities” for
obtaining a thorough education, all
colléges being closed to her.” This
statement was almost -but not quite true.
College doors already had opened to
women, bur by so small a crack.that the
300 ine: women at the Seneca Falls
Confere... = ~.a.writly had not yet noticed
it. :

In any case the Abigail Adams rehellion
had been launched, though numerous
other develdopments proved to be necessary
before it achieved ‘substance or even
significant recognition.

)

ne such develop- .
ment " occurred in
1862 while.the Na-’
tion's Civil War
was raging. Presi-
dent Lincoln
signed the Morrill
Act as the firstof a
3| series of Federal
of land and other
support for establishment: and mainte-
nance of what became known as’the
“Land-Grant” institutions of higher learn-
ing. None of these laws contained
provisions specifically discriminating
against females. Nevertheless. initial
practice in the States often barred women
from admission, and even after that situa-
tion:began to be eased they were either ex-’
cluded or else denied anything approach- -
” ing equal access to programs in’certain
fields — forestry, law, and medicine, for
example —on grounds that these were not
“women’s fields” or that women would not
put into, productive use the expensive
training involved. " :
Still, the Land-Grant institutions did
open up wider opportunities for women—




not only in these institutions but in ah
array of private institutions of higher
learning, including many women's colleges
established primarily in the East. As Mary
Woolley put it during her Mount Holyoke
College presidency, the era of expansion
from about 1875 until the first World War
was marked by an advance in -the

education of women such as the world has ~

never seen.” Moreover, with the incentive
thus established to prepare more students
for higher education. schools below
collegiate level began to be created at an
accelerated rate, and females were the
incidental beneficiaries. :
Meanwhile, "the Civil War brought a

fresh examination of Congressional power -

under the Constitution to “provide for the
common Defencé and general Welfare of
the United States.” There ensued a new
exploration of the scope of power at
Federal level and of those areas-
education was one - involving concerns
and issues that transcend State lines. One
consequence was a memorial to the
Congress., resulting in legislation enacted
March 2, 1867, and establishing what was
to become the U.S. Office of Education. It
was created, according to language in the
law, to “aid the people of the United States
in the establishment and maintenance of
effi¢ient school systems, and otherwise

-

Q
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“promote the cause of education through-
out the country:"” ‘

“ Henry-Barnard. ‘the first Commissioner
of Education, immediately developed a
. Plan of Publication calling for a series of
studies of what he saw as some of the major
educational issues confronting,the Nation.
One was entitled “Female Education, with
“an account of different seminaries for
females in this country and in Europe.”
The subtitle was a telling clue to women's
contemporary educational and
employment status. Seminaries were at. a
lower level than colleges, and those
seminaries open to women -1 not offer
training in.such "men's fields” as the

ministry, law, medicine, agriculture, and

the mechanical arts.

Shortly thereafter (in June of 1867) the
Commissioner issued a Circular Respecting
Female Education, ‘seeking current
information from leaders in education at
home and abroad. Though the: leaders
were men. Commissioner Barnard's

initiative was of no small moment to, the

women's rights movemnent. This particular
request inaugurated the. Federal practice
of routinely collecting, analyzing, and
disseminating data on the educational
status of -girls and women.. It also
established the foothold for Federal action
-in the evolution that was to “make the
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-school beyond the ecighth grade.

national Goyernmem a partner, albeit an,"
often reluctant one,"in the rebellion .
Abigail Adams had foreseen . and the®
Seneca Falls Conference had launcheq‘.

One such development occurred in 1909
with the convening of the first in a series of
White House Conferences on Children and
Youth. Out of thar initial meeting came,
in 1912. the establishment of the',

Children’s Bureau, whose work in getting "

States to outlaw child labor served to
supplement an Office of Education drive -
to encourage compulsory school
attendance throughout the land, with girls
again being incidental beneficiaries in
both cases. Seven years laterthe Secretary
of War, impressed by the contributions of
local women's groups in meeting " the
Nation's needs “in 1917-18, authorized
some special funds to stimulate attendance
at a conference held in St. Louis in 1919
which resulted in ‘the founding of The
National Federation of Business and Pro-
fessional Women's Clubs. Indignaft over '
thé prevalent attitude that the education
of girls was less important than that of

" boys, the Federation mounted as cne of its

early programs a nationwide campaign,
carried out through State and local clubs
with the cooperation of leaders in
education, to encourage girls 1o stay in -

.
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the. Constitution of the 19th Amendment.
enfranchising women nationwide - 72
years after such action had been called for
_at the Sencca Falls Conference and 50
years ‘after the antislavery 15th Amend-
ment recognized’ the - right to vote " for
“citizens of the United States™ (a term that
did not extend to females. as Susan B.
Anthony demonstrated when she was
arrested and convicted for trying to entera
polling booth in 1872). :
; Momentous  though - the 19th
M Amendinent was. the celebration of ‘that
" breakthrough was considerably dimmed by
the fact that women as individuals still
" were excluded by the Supreme Court from
coverage by the 14th Amendment.
adopted in 1868 and prohibiting “persons™
(mterpretcd as.males) from being denied
“due process of law” and * cqual protection
of the laws.”
Myra Bradwell in 1872. Though she had .
duly been educatéd. in law,

The followmg year, 1920. brought some

Iandmark advances. in the .drive for

‘'women's rights. again with action at the
» Federal level. June 5 marked the establish-
ment of the Women's  Bureau in the
Department of Labor. with responsibility
for formulating standards and policies to
promotc the ‘'welfare of wage-earning
women. Its carly studies made official what
women alrc?dy knew: Regardless of how
much education they had. they occupied
the low rungs on the employment ladder.
Thenon August 26 came the addluon to

practice. The .United . States Supreme
Court upheld the State law and refused to

though it did so in cmploymcnt “suits in-
volvmg males. including alien men. It wis.
in fact, not until 1971, in Reed v. Reed,”
. that the Court began to change its stance.
Wmnmg the right to vote was neverthe*
less a ma)or vxctory for women, but it was
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. respect.

__insistently pointed out.

ministrators,

R not until March of 1963. however,

A case in point was that of .

an Illinofs
- statute was used to deny her the right to -

OI\KOI the 1ast tNey WEre L0 C1dirtl dt U las

' “tioNal level until World War II. They con-

tinued, of course,” to make progress, on,

their own. Despite accumulating cvndcncc_

that females were treated as second-chass
citizens by the schools and collcgcs, when
war-clouds broke over the horizon in 1939,
the United States couid claim the_lion's
share of the best-educated women in the
world. In the military and in civilian cap-
acities ranging from Rosic the Riveter to
entrepreneur, . lhcy ‘won the Nation’s
But not to the extent, as indi-
vidual leaders and various women's groups
that they were
treated on an cqultablc basis with men. In
education, for example, male
members received far hlghcr salaries than

_ their female counterparts, men overwhelm-

ingly dominated ‘theé ranks ; of school ad -
and countless women were
snubbed by prof(‘ssxonal schools. '
Winds of change finally began to blow
with -the establish:nent in 1961 of the
Prcsldcnts Commission on the Status of
* Women and a followip drive by The

National Federation of B,usmcss and -Pro-

fessional Women's Clubs  to- organize
similar commissions at the State level,

move that ultimately resulted in formauon
of the Interstate Association of Com-

missions on the Status of Women.:It was

modern women’s liberation movement was
launched by the publication ‘of The
Feminine Mystique, a book. that estab-

-faculty -

.that the -

lished Beuy Friedan as the Thomas Paine

. of the rebellion Ablgall Adams liad called -

for nearly two centuries earlier.

his " call

...,‘- RLIY A ".“‘n.,‘h”"
pe -

3 was
Octoher by .Ameri:
Y can Women,
) report of the Prcsx

and the first effort
to producc a com-,

:£3 posite  picture
“ the status of women for. purposes of na-
tional policy-making. The: report called.
for. example. for a drastic revision of the
structurc of education so as to provndc for
pracucablc and accessible opportunities,
developed with regard for the needs of

women:, to complete clementary and
secondary schaol and to conunuc
education beyond high school...."* . Less

than a month later. President K('nn(-dy
established an .Interdepartmental Com-
mittee and a Citizen’s Advisory Council on

apply the 14th’ Amendment .in her case,,_“thc Status of Women. and. not by coin-
‘cidence Congress shortly thereafter -

aulho.rlzcd Federal assistancé for adult
basic education in the Economic Oppor-
tunity Act of 1964 and for continuing

education in the Higher Education Act of -
1965, s

v 4

_the’

of '

1o action.
followed  in -

i dent’s Commlsslou .



_S'_i.gch/avdvances ‘were accompanigd,
howéver, by a noteworthy. setback
involving the €ivil Rights Act of 1964. As
women _leaders were quick to point out.
though  this controversial legislation was
's_t'rongo. in prohibiting discrimiration_ in
public education on the basis of race,
color, religion. or national origin. it was
silent on sex discrimination. Thus, they
said. educational institutions could ‘and
did continue to. discriminate against girls
and womenin admissions,the right to take
particular courses, and- opportunities for
scholarships and fellowships. Moreover.
women performirg educational duties in
educational institutions . were exempted
from coverage under’ the equal ‘employ:

ment opportunity provisions of the law, .

thus affirming such existing practices as
lower pay for women than for men, fewer.
“opportunities for profotion. and poorer
fringe benefits. These injuries wére in turn
compounded. the women felt, when the
related Executive Order 11246 — issued the
next year—ignored sex discrimination,

‘under thousands of Federal contracts: with -

schools ~ and colleges - and ~under.
fedgrally . assisted construction contracts.
“Nifgiber 11246 was destined to become
one .of the more noted of the Executive

Orders that are issued from time to time,

for it attracted the particular attention of
- the various new activist groups that were
coming into being. ‘One of these-was the
.National Organization for Women, more
familiarly known as ,NOW. Founded in
October of 1966, NOW ' was the first of
what soon became an array of-vigorous
organizations established to ¥fight for
, women's rights, and its members promptly
!selécted Executive Order 11246 as a

primary target. Lobbying their case with in the

the Department of Justice, the Civil Service
|.Commission, the Cjtizens’ Advisory
!"Council on the Status of Women, and the
White House. itself, they were able just 12
months later -to pdint with' considerable
”?'satisfaction to " Executive , Order 113875,
whictamended its predecéessor by adding a
.- prohibition of discrimination by sex. -

That was. no small 'victory, for the

revised Order was the first (and for a time
the only) Federal mandate bearing on the
situation. Although somé obsefvers ini-

- tially may have seen this administrative fiat

" as little'morc than a palliative to some irate

- females, its potential was to be made clear

. by another of thé-new activist groups —the
* Wornen’s Equity Action League (WEAL).
. Organized in November of 1068, WEAL
_jolted acaderne 14 months later by starting

/ against hundreds of institutions of higher.
learning in virtually every section of the
‘Nation, accusing them of discrimination
by. sex and relying on the amended Order.
In the following year, and again relying on
th‘c\:;r'cviscd Order as its

0
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.to file specific and class action charges;,

authority, came .

_ another sweeping attack, this time by the

newly established” Professionalr Women’s
Caucus, orgapized to cut across thé profes-
sions and thus assure a spectrum’ of exper-
tise in activities ainued at opening up edu-
.cational.and professional opportunities for
girls and women. Charges by the Caucus
were directed at all law schools having Fed-

" eral contracts: In total, more than 2,500

accredited institutions of higher learning
found themsclves under class action
charges. -

Thus did the drive for women'’s rights
gain momentum. leading to a number of
additional advances at the Federal level. In .
mid-1970_ the “"‘Department of Health.”
Education, and Welfare’s Office of Civil
Rights notified -its regional directors that
“investigations of sex discrimination must
be a pary of all compliancé.\ review. and

..all affirmative action plans in the
future must address themselves to
overcoming matters of sex discrimination.”

Meanwhile. encouraged by Republican
Congresswornen, President Nixon in 1969
had appointed a Task Force on Women'’s
Rights and Responsibilities. Qut of the™
recommendations contained ' in its
subsequent report—A Matter of Simple
Justice—came such developments_ as the
appointment of the ﬁrir woman counselor
‘to the President and tHge establisiment of
an Office of Women’s Programs in the
White House ; extension of the jurisdiction
of the Commission.on Civil Rights to
include sex discrimination; additions to

~equal pay provisions of the Fair' Labor

Standard Act of 1938 to cover executive.
administrative. and . professional
employees. including teachers; and .
establishment of a Women's Programi Staff
Office of Education. Also sparked by
the ‘report were -establishment of the
Secretary's Advisory Committee on -
Wonjrien's,,l{ights‘_'?a,,nd Responsibilities and
appointmient of a.task force in the Office of
Educatiop to examiné and:advise on the
impact,on women of programs adminis-
tered by the Department as a whole and
the Office of Education’ in particular.

By “application .of such administrative
pressure, the women’s rights movement
was achieving change, but the pace was
f{ustratingly glacial: It ‘was . time, the
women's groups .and ‘' their supporters .
_determined, to renew their, efforts along .
that most characteristically American
route to’ redress of grievances—through

" legislation. Thus as the Nation entered its

bicentennial decade, a concentrated drive’
was. launched to achieve . through new
legislation the equity that the inertia of-
custom and tradijion denied. -
Among the landmark Federal legislation
enacted thereafter was an amendment to
the Public Health' Service Act adopted in
November of 1971 . which forced some
1,400 schools and training centers in

_employed in educational

will be crowned with success.

medical and other heaith newas to open -

their doors as wide to women as tc men —

-as a condition for further Federal financial

assistance. Beyond. its more visible impact,
this legislative breakthrough ‘brought
home what <was quickly recognized as a
guiding principle. As_ Carnegie
Corporation President Alan Pifer put it,
“Without the threat of coercion it seems '

"unlikely higher education would have

budged- an inch on this issue. Certainly it.”
had every chance to do so-and failed.”
Then ‘an organized lobbying blitzkrieg. '

.in the 92nd Congress by women's groups¥

and their supporters proved successful —
after 49 years of struggle—in winning
endorsement by both houses of the
Congress of a joint resolution proposing an.
Equal Rights Amendment :to the
Constitution. “Equality of rights under the-
law,” it declares, “shall not be denied or
abridged by the United States or by any
State on account of sex.” Final action on
.the resolution calling for the amendment,
which now is in the hands of the States for
the necessary 38 ratifications, came on
March 22, 1972. _ o
Two days’later the Equal Employment

.Opportunity ‘Act of 1972 broadenéd the -

purview of the Civil-Rights Act of 1964.to
include persons (a word that now at last ,
includes women) employed by States and
their political subdivisions and those
i activities in
private as well as public; educational
imstitutions.’ . . i - ’
Three months after -that came the
Education  Amendments of 1972, a far-
reaching act that included:a legal block-
‘buster on behalf of girls and women: Wjth™
specified exceptions, it declared, “No
person in the United States shall, on the
basis of sex, be excluded from participa- °
tion in, be denied the benefits of, or be

_subjected te discriminationi’ under any;" -

education “program or activity receiving
‘Federal financial assistance.” Since the
great majority of schools and colleges do in’
fact receive such assistance,.and want to
continue. doing so, therecently proposed
Federal regulations’ for carrying out this
act-charts a level of change not far from
revolutionary. - . - :
From these major legislative advances—
and from other legislative action that. is
filling in-the gaps, from an array of court:
decisions and consent decrees, and from
the vigorous campaign (o win ratification
of the Equal Rights Amendment —come
the signs that the female equation will one
day be broughtinto halance:. That day
‘may not be just around the corner. Never-
theless, 4s the Nation prepares to celebrate
its 200th anniversary, it is reasonable to
expect that the rebellion which Abigail
Adams sought to foment.in 1776 —like the -
one her husband then wasdengaged in—

b
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hen Emma Hart+  where — not justin the United Statesbut . tional status of women. In her quiet way
Willard wis throughout the world — accepted women she was a relentless and successful '
born in 1787 * students. By the time she died in 1870, - champion of higher education for women
education " women were not only attending American  ina period often marked by bombast and
beyond the.arts - high schools butmany-of the brightest and - tortured rhetoric. Enma Willard was
of homemaking  most determined among them,were earn- given to neither. Rather;she placed her
was foreclosed to ing college degrees and launching pro-* . reliance on facts, figures, well reasoned
American girls.  fessional careers. : i " argumentation, and perhaps above all,

2 Even the con- . In a remarkable career spanning 66 personal example — demonstrating from
temporary Latin grammar schools were ‘years, Mrs. Willard laid much of the " -~ her ownteaching%xperience that women
off limits to them, and no collége any- - groundwork for this advance in the educa-  were as capable of serious aca‘t\i_emic pur-
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suits as were men. She gradually convinced
male educators and legislators alikethat
" access to a college education was as fnuch-
the birthright of women as of men; and
that the struggling young republichad a
better chance to survive if its women were.
educated to the political and economic
realities of the times. Her Plan for Im-
proving Female Education ultim ately was

_ instrumental, after many setbacks, in in-

fluencing the New York legislature to pro-
vide State funds for women's colleges, in-
cluding Troy Female Seminary, later
Emma willard College, the last and most

~ famous of the the three institutions for

women: she founded. .

s teacher?and administratar, she was

noteasily dismayed by lack of sup-- -
.port or ascarcity of funds or basic educa-/

When she lacked text-
books or examinations of an academic
rigor to match her demanding standards,
her own. She coauthored a geog:
of the first with maps and pic-
tures, that became a standard text in many
schools. She wrote a moving history of the
Republic. When she needed hands-on,
materials to teach her girls'the principles
of solid geometry. she made cones and " .
pyramids out of potatoes and turnips.
Emma Hart began life un‘ger the:usual
female constraints of the laté 18th century,
with an important exception. The/16th
child of a self-educated farmer., she grew
up in a home near Berlin, Connecticut,

raphy. one

' wheré_Chaucex;.Milton.'ahd Shakespeare

were read aloud on long wintet evenings, -
and daughters as well assons were encour?
aged to think for themselves. During the

.-Revolution her father had led a (#omp any

of Connecticut volunteers against the -
British-and later served as a member of the
nascent Connecticut General A s mbly. In
addition to encouraging his daughter to
exercise her natural intel lect and curiosity,’
he gave her an abiding faith that America ’
would fulfiil the promises of its Founding

. Fathers if gifted men and women used -

their talents toward this end.-It wasa win-
" ning combination. . '
:  Emma went as far as she could in the

schools of her day and began teaching at
the age of 17, first in her home town, later
-in Middlebury, Vermont, whére shemet
and married John Willard. a pistinguished
physician some years her senior. Not long

. after their son was bom the {amily' was be-

set by financial reverses when a bank in
. .

!

- territory, her firststep was to

_ ford, which Mrs.

-

which Dr. Willard
robbed and he was required to make up
<some of the loss to depositors from his own
resources. Having advanced her own edu-
cation by reading through her husband’s
entire medical library, Mrs. illard
responded to the family financial crisis by
turning her home into a school for girls..
Since she was exploring largely uncharted
determine,
with her own selection of academic -
subjects and her own teaching methods,
éxactly how'much education young women
were’ prepared to absorb and their parents
;o find proper. - :

he started with music, drawing, and
pe_nmanship;—subjects no one was
likely to quarrel with — but gradually
introduced foreign 1anguages. mathe-
matics, phildsophy. history, and literature.
_Under her patient, challenging tutelage,
the girls did well. Parents were delighted to
see that.the Middlebury Fem ale Academy
' gradualead daughters who were still
"fernale” despite being demonstrably
intelligent. The school was a huge success.
Based on her experience in Middlebury.
Mrs, Willard prepared her Plan for Im-
-proving F emale Education. Essentially, the
plan advocated a system of State:sup-
ported academies for women. Such
academies, she said, would better prepare
young women to be wives and mothers

" (and :ncidentally citizens) , train them as

competent teachers of the young, and,
strengthen the social vitality of the Repub-
lic. Believing New York mtore receptive
than Connecticut to such an undertaking,
she presented her plan to that State's legis-
lature. She also circulated the proposal
publicly and received encouraging
_responses from President James Menroe -
and from former Presidents Thomas
Jefferson and Johm-Adams, though they
seemed to represent 2 minority opinion. -
The prevailing view was summed up bya

" New York farmer who said, “They'll be

educating the. cows next.”
The legislature repeatedly refused fi-
" nancial support but did grant a charter for
an Academy for Young Ladiesin Water- .
~'Willard and her husband
operated briefly until it became ébvious

_ that tuition revenues alone could not sus-

tain the school. When the citizens of Troy

invited them to found a new school in that’;

thriving Hudson River commercial center,’
. they gladly accepted. .. a

served as a director was -

‘short time back in

tier outposts.

. territories, she made a special effort to at-.

“nary, for example, she arranged for her

. have difficulty in obtaining

_ institutions.

~ Then returning to Troy, she
- attention inremaining years

Troy Female Seminary opened'in 1821.
Mrs. Willard was 34 years old and soonto
be a widow. For almost 50 years thereafter, .
except for a brief second marriage anda
Middlebury, she made
the seminaryher home base and the focal

int of her ever-expanding efforts in be-
half of education £ or women. Her school
accepted rich girls and poor, girls from
caltured city homes and those from fron-
Through the yearsshe ar-
r_anged_ loans of some $75,000 to students
1o finance their education. Conscious of

the need fortr ained teachers in the western .

tract young women willing to pursue pro-
fessional careers there.

As her second school grew in fame and
acceptance, she was able to broaden the
lrase of her resources. When Rensselaer. '
Polytechnic Institute was founded for
young men just up the hill from the semi-

girls to attend many of the scientific
lectures presented there. She continued to
State support,
not until 1§37 that the

however, and it wa

- school finally received a small State allow-
- ance. Theimpact of

Mrs. Willard’s semi-

nary was nevertheless deep and pervasive.

" In Emma Willard, Pioneer Educator 8f

American Women, written in ‘connection
with the school’s 150th anniversary, Alma
Lutz notes that its success did much to

pave the'way for Vassar, Elmira, Mary
Sharp, and other women's colleges as well,
as the opening of lowa State University and |
the University of Utah as coeducational -

t age 50, Mrs. willard turned over .

superyision of the seminary to her .
younger siste and later to her son) to
embark on new v ntures. She traveled to- -
Europe, where she met-and exchanged
views with many of the-most distinguished
educators there. On her return she spent
some time in Connecticut working with
Henry Barnard, destined to become the

first U.S. Commissioner of Education,

toward providing greater opportunities for .
girls in the common schools of that State. /
devoted much
to similar A,
efforts nationwide. : SN

“My lot,” she had said, “is cast with'my-_~
sex and;my‘coumi'y." Her life was an’
exceptional, tribui€ to both. . /

%" _STORY MOOREFIELD
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uilt like a
s¢arecrow, a
'g'ajngling. pin-
heEaded. flat.
topped oaf, But
what would anyone
expect? He was just
ateacher.” ( Thay
. P is Washington
Irving's superstitious, simple, Ichabod
Crane.) ) :

“A ridicalous figure, his bald head
covered with an ill-fitting Wig...aman who
had aspired to be a doctor but who had
been forced by poverty to be nothing more
than a schoolmaster, " ( That is Mark
Twain’s description of Ol Dobbins, )
“Their teacher was a gaunt, red-faced
spinster, with fierce, glaring eyes." (That
is Thomas Wolfe in Look Homeward,
Angel.) ' - :

These fictional teachers are part of a pe-
culiarly American paradox — a paradox’
cempounded of a high regard for educa-
tion on one hand and the generally low re-
gard that has usually been accorded teach-
€rs on the other. Time ang the kind of
.people entering the profession have engr. .
mously elevated the status of teachers, of

| Tourse, but historically they have drawn
mixed reviews, ag witness Willard S,
Elsbree on the Colonial schoolmaster:

“He was a God-fearing clergyman, he
was an unmitigated rogue; he‘was amply
paid, he was accorded a bare pittance ; he
‘made teaching a life career, he used it
merely as a steppingsione; he was 2 classi.

!% 1728
4/

— e

. . [
menial. In.short,,_he was neither a type nor
a personality, buga statistical distribution
represented by a skewed Curve."

Somewhere on that curve appeared
Joannes Van Ecklen, who signed a contract
'n 1682 to “keep school” in the town of
Tlatbush, Long Island. Five hours a day,
ix days a week, from September to June,
oannes taught a class of about 16 children
some schoolmasters handled more than
00). He received the tuition fees plus a
tlary - with the use ofa dwelling, barn;
asture, and meadow thrown in,
With no lesson Plans to draw up, few
'Pers to grade. no curriculum materials

prestigious careers.

nial times was the “dame” — a housewife,
often the spouse of the local miinister, see;
ing extra income. She listened to the
younger children recite thejr letters and
the older ones Tread and speli from their
primers while she sewed or kniited, It was

to select,-no conferences to attend, Joannes
would have run out.of things to do, even
after making quills, the most time.
consuming adjunct to teaching:'So it was
understood he would take asecond job — as
minister's assistant, though had he lived -
elsewhere he might have been juryman,
town crier, registrar of probate, or trades.
man. (John Thelwell of Wilmington,
Delaware, held so many extra jobs that
someone recalled : “It would be easier to
say what he didnot do than to recount hjs
numerous duties,")..

4 Sminister's assistant, Joannes was (o
A “keep the church clean, . .serve as
messenger for the consistory,  th
funeral invitations, dig the graves, and toll
the bell. . . ." He was of course paid extra

for. this moonlighting, ’
Considerably further up.the socia] scale
were the schoolmasters of New England’s
Latin grammar schools, Usually coming
from wealthy or at leas; well-connected
families, these pedagogues were ch arged -
with Preparing the sons of other well-to-do-
Parents for college, though many regarded
thistask asa barely bearable stop-gap until
they could arrange more lucrative and .

structed the youngsters in how to bow and
curtsy properly, and impressed on them
the importance of avoiding such vulgaritje
as “stepping on.vermin in the sight of
others. " The first dame to set up shop in
Northfield, Massachusetts, reported that
she cared for 20 youngsters during the
summer months and found timeto “make
shirts for the Indians at eight pence each.”
Procedures for hiring teachers were _
fairly uniform throughout New England.
A selectman or town father recruited
candidates who then stood for approval by
the minister and before a town meeting,”
Outlying areas settled for anyone .
‘answering an ad or located by hearsay..As
for Joannes Van Ecklen, the peoplein =
Flatbush were doubtless more concerned
with whether he held 4 license from the
British governor of New York which .
guaranteed his religious conformity than
with his academic achievements, '
The schoolmaster's wages were usually
low, since he was in most instances deemed
- .- : . an unproductive worker, a tolerated neces-

Lowest on the teaching ladder in Colo. )

Whether such treatment was the cause or,
the effect, townspeople found that hiring a
" schoolmaster could be risky, One was ac-,
N, cused of paying “more attention to the
Yavern than to the school”; another was
fired for “obtaining articles from storesin
the name of the rector and taking them to _4J
pawnshops.” Contracts were usually e
.Wwritten for a year and ifthe schoolmaster
failed — whether for reasons of drinking, ﬂ
using profanity, pih'?lg\up debts, behaving
"ur{:{eemly" toward women, or simply for
being unpopular with the community —
he'd move on or make achange in“his pro-
fession, R
N asociety where picking apples on. -
lthe sabbath brought a fine, the
schoolmaster’s comportment was narrowly
- prescribed. Joannes Van Ecklen came a
cropper when he and some other locals .
took issue with a group of wealthy Jand- .
owners. He was prbmptly fired andre- ' |
Placed. He then added (o his offense’by _fi§
setting up a €ompeting school. This enterfg

3
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prise was halted by a cease and desist
order, and Van Ecklen dropped out of
sight for a while, though he seems later to
have returned to teaching in Flatbush, -
presumably made more tractable by his
experience. .
Though political activity such as his was
not to be tolerated, a much more common

" cause for dismissal in Colonial days and for

a long time thereafter had to do with
maintaining discipline. The schoolmaster

with insufficient skill in keeping prank-

prone boys in line could never feel secure..
If he ousted troublemakers wholesale his ’
school gained a reputation for being too
hard. If he permitted insubordination he
wils a poor manager.” Inany case the .
whipping post. the ferule, and later the
hickory stick became indispensabie allies of
some teachers. A North Carolina school-

" master developed a set of rules starring the

stick — three lashes for calling each other
names, for example, two for blotting a
copy book, three for failing to bow to visi-
tors. o .

Some schoolmasters, especially those
with advanced degrees, were accorded the
title of Mister and assigned prominent
pews in the church — important social’
indicators in Colonial times. Whilesuch

R
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teachers moved in aristocratic society,
others arrived as indentured slaves bring-
ing a lesser price than convicts.
"~ ame the Revolution - and if-the
“_J schoolmaster wasn't called to arms.
he found himself in a nonessential career.

" In those schools that continued to operate,

the teacher had trouble finding classroom
materials. Hostilities had cut off what had
in any case been a sparse supply of books.
imported from England. Moreover, the
content of the texts that remained had_be-
come instantly unsuitable, since they were
of course British in character. Revised
versions were ultimately issued, one of the
most popular being. 4 New England
Primer ( which taught “millions to read
and not onetosin”) , but for some time
spellers still contained honorary English
titles and math books ignored decimal
currency. -

In the years between the Revolution and
the Civil War, the idea of free, tax-
supported schools took root and teachers
seemed headed for anew lease on life.

Education leaders rose to influence, litera-

ture on the importance of education
abounded, statutes appeared in State
constitutions indicating a recognition of
the obligation to provide education for all.

What most impressed a New England‘/‘

* schoolteacher during the early part of the

19th century, however, was his school's
lack of an cuthouse and the community’s
failure to provide a manageable building
or even maintain a proper supply of fire-
wood. He and his pupils nearly froze in the’
mornings and almost suffocated by the
smoke later in the day. He figured out that
his school had seen 37 teachers in 80 years.
Change nevertheless was in the wind,
though not all wereto welcome its arrival.
There was the matter, for example, of
teacher preparation, The notion that
teachers, like bookkeepers. required spe-’
cial training was regarded by many old-
timers as an affront to their dignity and an
unwarranted reflection upon their com- -
petence. But the country was growingin
land and people, demand was increasing
for a more sophisticated work force, and -
the need for teachers able to help build
such a work force became acute. The re-
sult of these pressures was the establish-
ment of numerous institutions specifically

focused on teacher training— normal

schools, as they were called. About a dozen

. came into being between 1834 and the

Civil War, and for the remainder of the '
century they were é(gst}abiished at a rate of




" tional affairs, did not

‘WO Or tnree a year. Normal schools offered
one-year (and later, longer) courses that
taxed neither the pocketbook nor the
mind. Men were admitted, but it was .
yeung ladies who flocked o them,

The first normal school st udents came *
straight from elementary school : if they
Tetained a smattering of what they had

~learned there they were acceptable. After a

few years the standards were raised to re-
quire two years of high school. Not until
after 1900 was high school graduation a
Prerequisite. Highbrow education was not’
the goal of these young ladies. Some may
have had a desire to serve mankind

through teaching, but many were séeking a .

profitable way to spend the time between
school years and marriage, :

- With the institution of grade levels in -
the schools and the consequent se paration
of the younger from the older children, the
argument no longer held that females
made unsuitable teachers'because they
could not handle obstreperous.older boys.
It had to be conceded that they could at
least cope with the younger children, the
Boston Board of Education declaring, for
example, that women were “infinitely '
more fit than males to be the guidesand
exemplars of young children”; that they .
possessed milder manners, purer morals,
which makes “the society of children
delightful, and turns duty into pleasure."

™, T oteveryone Jumped on the distaff

R bandwagon. A Rhode Island
superintendent insisted that no matter how
well qualified. a female teac her could not
be employed “for the ss:ne reasonshe can-
not so well manage a vicious horse or other
animal, as a man may do." :

. But the voices of dissension soon became
muted. and before long, women were ap-

pearing in classrooms everywhere. In 1862, .

New Jersey reported: "It is somewhat
remarkable that the. number of female
teachers has been gradually increasing
from year to year, until it now exceeds the

Dumber of male teachers. . . .~ Other
States were soon to report similar ex-

- periences. The Civil War would ring the

final knell to teaching as a Predominantly
male profession.

The average woman-teacher. because of .

her youth, because she was not career
minded, because she.was ignorant of na.,
involve herself with
the State and local teachers’ associations
that were forming. She was seen as having
no interest in educational reform and in -
any case insufficient knowledge and ex.
Perience to contribute to it. Those who
tried found themselves subjected to some-

" times humiliating discriminatory prac:

tices. Women were, to be sure, welcomed
by the new National Teachiers Association,
founded in 1857, which later became the
National Education Association (NEA).
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Butin those days if a female wanted to
Present a paper, regulations required that
it be read for her by a male member.

" Meanwhile as education leaders debated
whether teachj ng could be reduced to a
science and if physical culture and singing
belonged.in the “regular branches,” the

‘great body of teachers was more concerned
with the practical problems involved in

- "boarding out" or the Personal penalties
their careers exacted of them,

The male teacher had long “boarded
around” on the theory that'close associa-
tion with local familjes would give him a
better understanding of the students and
the community. Not that this was the
teacher’s idea. Living as a guest afforded
little privacy, no guarantee of nourishing
food or warm quarters, limited control
over leisure time, and the frequent dis-

~ comfort of long trudges to and from

- school. It was simply a cheap way to sup-
Port the schools. A Pennsylvania county

. Superintendent argued: "By this mode the

“burden of boarding the teacher is never
felt; whereas if the teacher were boarded
inone place, and money paid therefore,
the cash cost of supporting our schools
would be nearly double.” -

Historian Mason Stone tells of a Ver-
mont schoolmaster who suffered a'diet of
tough gander. The bird was served at a
Monday dinner and thereafter for each

¢

-educators for that matter,

meal, including breakfast, for the-rzst of
the week. The schoolmaster conﬁdgd in hij
diary : “Dinner — cold gander.again? = -
didn’t keep school this afternoon ; weighed
and found T had lost six pounds the last
week; grew alarmed; had a ralk with Mr,
B. and concluded I had boarded out his
share.” : _ '
ecause women were more trouble to
B board than men and fewer homes
offered them hospitality, boarding around
was gradually “phased out” during the sec-
ond half of the 1800s, Nevertheless, the
teacher continued to have Jjtt]e personal .
freedom and tobe the object of close

scrutiny —except, curiously enough, ‘in the .

area of profession al skills, Few laymen, or
to judge teaching ability and fewer still
bothered to try. The situation changed
somewhat with the advent of county
superintendents, but even then teachers
could expect an inspection visit only about
once a year. Moreover, county superin-
tendents were elected to their positions, -
and some were merely inept political hacks
who looked: a¢ outside paint with more dili-
gence than they reviewed performancein

the classroom, Many others, however, con. ]

scientiously did their best to covertheir
territories with horse and buggy and do
whatever they could to inake sthooling

more effective. The situation sometimes

were Competent :

@




dxscoumged even the most ebullient of
them. A Pennsylvama supermtendent for -
instance. found that "not a scholar in the

.schoo} ¢ould tell me what country he lived
in~' Not that the situation was universally
this dismal. There was at least one good
teache\ to match each poor one, and in
many instances the teacher was held in the
highest regard.

As many of the traveling super-
intendents observed, however. thesitua-
tion'was disturbingly spotty, and the feel -
ing grew that if the schools were to have
competent teachers, each community .
could no longer be left to set its own stand-
ards. With normal schools improving and
communication facilities expanding,
educators began to devise schemes to -
standardize —at least within Sgates—
requirements for securing a teaching
certificate. After the Civil War, authority
to issue certificates began to move from .
local and county officials to the States. A
teacher applying for a license was required
to take a written examination prepared by
Stace authorities. Aslong as local and
county superintendents were responsible
for grading the papers, however, they still .
contiolled certification for all practncal
purposcs.

Teachers needed only a tenth- grade
education to be eligible for the tests—even
intu the 20th century. (Indiana in 1907
became the first State to requir> a high
school diploma as a condition for all -

" teaching-certificates.) If they passed the
written_exam, they had a blanket certifi-
cate gdod forany subject at any grade
level. Gradually, the idea of special certifi-
cates for special teaching assignments
.caught on, as did the notion that gradua-
.tion from high school and, later ccliege .
would be a'sounder basis for evaluation
than a single test.

The typical teacher of 1911 accordmg
“to the first study made of the characteris-

" tics of schoolteachers, was 24 years old, fe-
male, had entered teaching at 19, and had
four years of training beyond the‘ele-
‘mentary school. Her parents were native
‘born, her father was most likely a farmer
or tradesman. and she had to earn her own
way.

Fificen vears later, asimilar survey
showed little ¢ hiange. The teacher of the
mid-Twenties caiiic from a rurzl area or
small town. She had never traveled more
than a couple of hundred miles from her
—_home. and had had little exposure to art or

; rausic. Light literature — popular maga-
zines such asthe Saturday Evening Post

_and Ladies' Home Journal-— was her
preference. and she scanned the news-.
paper daily. Attemptsto elevate teacher
preparation standards had meanwhile

en launched, but then came the dis-:

s N
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according to records of The National
Education Association, half of the 600,000
teachers then in the classroom lacked spe-
cial training and about one-sixth were
without even a tenth-grade education. As
= | late as 1926, 15 States still kad no definite
scholarship requirements for a certificate.
eachers continued to be bound by
petty restrictions that had little to do
with their teaching. Before and imme-
diately after the war, the management of
their private Jives extended even to being
told to what charities they were obliged to
contribute. Tenure was insecure, without
provision for sickness or old age. And to
take a stand on a public issuqwas to -
commit professional suicide. Personal
freedoms were similarly limited. Well into
the 20th century, the common habit of
tobacco chewing was adequate cause for

! .. | tocations of World War I. In 1918,

teacher who.was for some reason invited to
a party was not supposed to dance, and
failure to attend church services regularly
was taken as sure proof of moral decay. As

"I'cannot be funny or act like a human
being. I must possess all the dignity and
peculiarities of an old maid.”

Employment of teachers in their home
towns was prohibited in Alabama, and a
North Carolina county outlawed -
"quarreling among teachers.” Between
1920 and 1930, school authorities in
several communities refused to appoint
teachers who bobbed their hair, painted
theirlips, or rouged their cheeks. Such
restrictions oftén were embodied in State
codes or written into contracts. A Virginia -
county school system rule still on the books
in 1935 read. "Any conduct such as staying
‘out late at night, etc., which may cause
criticism of the teacher will not be toler-
ated by the schoel board.” :

Asindividuals. teachers were often
praised, venerated, and even loved by the
communities they served. As a class, they
were stereotyped — congenital old maids of
both sexes, too incompetent to compete in
the world of work, t0o frustrated to take
their.place in normal society, somewhat
odd in appearancé and dress, lacking in
social graces. “You can tell a teacher as far
asyou can see one,” went one of the
clichés. Or. “He who can, does: he who
can't, teaches.”

As'with Americans generally, the arrival
of the 20th century was accompanied by
considerable gear-shifting with regard to
teachers —in their status, in the way in
which they were viewed. and in the way
they viewed themselves. Both cause and
effect were involved in a surge of activity —
chiefly conducted through local and State
professional organizations at first, then

denial of certificates to male teachers. A

late as the 1930s, one teacher complained: -

rising to the national level — aimed at v
achieving better salaries, tenure, higher
certification standards, a larger role in
setting school policies, and greater per:
sonal freedom. In'the beginning these
.moves brought few gains, but as a cnnse-
qucnce of them the pattern was set.
Teachers were determined to win a place
in the sun. - . .
Their efforts have not been universally
welcomed or endorsed, particularly when
their new-born militancy was translated
into boycotts and strikes. Even then, how.
ever, the criticism has primarily been di-
rected toward the organizations involved )
rather than teachers as such. Moreover, to
the extent that their demands have been
-aimed at providing more competent
instruction and more effective learning,
teachers struck a responsive chord. Mean-
while teachers were becoming not simply
more militant but better educated, more
competent, more involved. And asit
turned’ out, more highly respected.
¢ onsider, for example, some results
% from a series of Gallup polls con- -
ducted for Phi Delta Kappa, the education
fraternity. When asked if they would like .
their children to become teachers, three
out of four parents said yes, they would,
and when the sample was narrowed down
to parents with children still in school . the
ratio climbed to four out of five. _
As for the teachers themselves, though
they have changed considerably over the
years, there is this constant: Like the
Colonial schoolmaster, he or she is an
‘individual, "neither a type nor a per- -
sonality, but a statistical distribution
represented by askewed curve.” Only
today'the curve is even'less symmetrical. It
includes blacks in cities and suburbs,
people with Spanish surnames, Native
Americans on and off reservations. As it

B

| rrmsamvrey,

. of the professions is increasing. There are

~ systems. .

‘intangible monument to ihe teaching

’ . LR
includes people trained in traditional ¥

.institutions who earned their credentials by

taking traditional courses, so does it
encompass people who have been certifi-".
cated because they acquired and demon-
strated specific competencies. It includes
people who completed college in four years
and went straight into teaching, and it in-
cludes people who have climbed a career.
ladder through multiple levels. It includes
people who teach in a conventional
.manner in self-contained classrooms as
well as individuals who work in “open” or
“free” schools where youngsters are
responsible for much of their own
learning. ) : : :

¥ rrom a compilation of statistics ahout

i ' teachers by the National Education
Association comes this odd assortment of
facts: The median age of teachers is 35
years. A little over eight percent of all
teachers are black. About 50 percent of all
teachers come from blue-collar working -
class or farm backgrounds, but the
percentage of teachers with fathers in one

more male teachers today than there were R
five or ten years ago, especially on the
elementary school level. Seven teachers in
ten are married. The percentage of men R
teachers with working wives has increased.
‘Ninety-seven percent of all teachers hold at
‘least a Bachelor’s degree. The best pre-
pared teachers tend to work in large school

.. Finally, a statistic that serves as a kind of

professionals who recognize the unending
series of challenges they are called upon to
meet and who have the will and ¢he
courage to meet them : Nine of every ten
teachers plan to go on teaching.
- —MYRTLEBONN *©
Office of Education Program Specialist
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hough the vast ma-
jority of Ameri-
§ can youngsters
_today receive their
formal education in
public schools, the
nonpublic  school
has always been an
kg integral pare of our
educational system and can justly claim to
have provided a special quality of
enrichment to our national life.
In a very real sense, in fact, the
Ainerican public school can be considered
a child of the “nonpublic” schools started

. by Protestant churchés and communities.

At the time of the Nation's beginnings,
education was a private and religious
undertaking that in time became seen as
serving broad, nonecclesiastical purposes.
Indeed among the Massachusetts colonists,

“who were the first group in early America
"to act on the principle that education was

a public' concern, there was.no clear
dividing line between religious and secular

* authority so far ‘as the schools were

conicerned. Nevertheless, before the advent
of the 19th century, education beyond the
rudiments was seen as an upper-class
prerogative, a privilege to ‘which few
peasant or working-class families aspired,
and essentially serving the purposes. .of

religious groups.

Dr. McCluskey is Dean of Teacher Education, Her-
bert H. Lehman College, City University of New
York. - ) : ’ .

BY NEIL G. McCLUSKEY

As America’ came to an increasing
acceptance of “popular” education and
then to enthusiastic support of the public
school movement —perceiving education
not simply as desirable for a few but as
necessary for sharing in the life of ‘a
vigorous republic —the religious character
of American schools gave way-to the
secular. '

Nonetheless, nonpublic schools remain
today as a large and significant element of
the overall system of education. Currently
nearly one of -every ten elementary and
secondary school youngsters in the Nation
‘attends a nonpublic school—a total of

* approximately five million. About three-
fourths of these young people are enrolled
in Catholic schools, with the remainder
attending either private schools or schools
sponsored by other religious groups. Today
only a few such groups, other than the
“Catholic church, conduct schools or school
systems ‘'on any significant scale, the most
heavily represented being the -schools
maintained under Lutheran,
Episcopalian, ‘and Adventist sponsorship
‘and those operated under Jewish auspices.

With few exceptions the older private:
schools also began - under church
sponsorship, though the majority today
either retain only a loose 'religious -
affiliation or have become completely.
secular. As prep schools for the prestige
colleges and universities, the :private’
secondary schools have traditionally
exercised an influence far beyond their

number, but their number. nevertheless




- operated by the Cathelic church. That’

Ky
il

remairs small, as does that of the new

“private” schools opened in some States in
opposition to laws requiring desegregation.

‘As regards both the numbers of students
involved and the great national issues that
have risen, then, the story of the nonpublic
school movement in the United States is
largely the story of the parish schools

story had its beginnings in a fundamental
American challenge to the basic principles
that were ultimately to be fought for in the
War of the Revolution. During the century
and a half of the Colonial period. the
-Roman Catholic .Church lived in the
shadows. Catholics were suspected and
feared, and as a group spent their lives
outside the cultural and political activities
of the community. Though many of the
more onerous restrictions and penalties
were lifted at the start of the_ national
period. only four States in ' their
constitutional conventions gave Catholics
political equality with Protestants.

The rigid laws in existence at the time of

the Revolution -~ modeled on those of the

E

mother country - curtailed the freedom of
Catholics to worship, to participate in civic
life. and to educate their children. The

Q
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school situation was particularly
intolerable. The schools were belligerently
Protestant. and texts were shot through
with derogatory references to things
Catholic. A graphic case in point was the
universally used New English Tutor—a

forerunner of the New England Primer— .

and its stern injunction to young readers:
“Child, behold the Man of Sin, the Pope.
worthy of thy utmost hatred!” Accordingly.
the Catholic family faced a dilemma:
whether to place its children in a
religiously hostile environment, -or to

“deprive them of the preparation neceded

for social and economic advancement.
‘The small Catholic community -- by
1850 only 1.6 million in number-—
vigorously struggled to better the situation.
They asked that offensive passages be
deleted from the common textbooks. They
asked that Catholic children be excused
from the daily prescribed Protestant
prayers and the reading of the King James
version of the Bible. They asked that a
portion of the school tax money be
returned-to help support separate Catholic
schools.

By stages the textbook situation did
improve and the more offensive reference;

63

disappeared. The Bible, however, was

regarded by most Americans as the moral
. Gibraltar of the Republic, and there was

widespread conviction that unleéss the Bible
was enshrined in the schools, ‘3od’s wrath
would fall upon the Nation. And the Bible
meant the Protestant version. Strong legai
support for the retention of daily

obligatory reading from the Protestant’

Bible was supplied by an 1844 decision of
the Maine Supreme Court, affirming the
right of a school district to require the

practice. Tension and strife beset many .

cities in the wake of incidents involving the
caning or expulsion from school of
Catholic pupils who refused 1o take part in

what they believed to be a Protestant.

religious exercise. The unabashedly

- Protestant orientation of the public schools

became the principal reason that led the
Catholic community to establish.separate
schools and to work to obtain public
support for them.

In the years that followed, the concept
of popular education spread rapidly, and

by 1880 public school enrollment had

passed the one-million mark. Meanwhile,
however. the Catholic dilemma remained
acute, and Catholic leadership became

A ot .  See.n . o
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sharply divided over the school question.
Maky dioceses had drawn up statutes
ordering pastors to establish parish schools
and parents to send their children to them,
and. the move in this direction soon
assimed nationwide dimensions.

_pr isgivings certainly must have re-
Mmai’ncd in the minds of many
‘ leaders who questioned whether
their people could support the burden of
what actually amounted to a second public

school system for Catholic children, or who’

felt that some kind of compromise with the
State schools could have been entered into.
Nevertheless, Catholic bishops meeting in
Baltimore in 1884 formalized a commit-
ment to the separate parochial school and
the rejection of the public school for
Catholic children. The argument of the
bishops was simple: Education must foster
religion in order to safeguard civilization;
religious~ knowledge and formation can
take place only in the school; the public
schools either had no religion or a heretical
one; therefore, separate Catholic schools.
And so this gathering. known as the Third
Plenary Council of Baltimore, decreed that
within two years every parish must have its
own school.

New York City was the scene of the first
important struggle by Catholics to obtain a
proportionate share of common:school
funds, and the outcome thete went a long
way toward establishing a national policy
that has endured to the present day.
Between 1795 and 1825, the State of New
York had given financial aid to every
educational institution in the city,

practically all 'of which were operated by

the churches. In 1805 the Free School
‘Society was founded “for the education of
such poor children as do not belong to, or
are not provided for by any religious
society.” Shortly thereafter it" adopted
another title, the “Public School Society,”
and as such became a dominant
educational force in New York City. In
1825 a bill was passed .by the State
legislature authorizing the city council to
determine which schools should receive tax
money. The next year the council decided
. that henceforth the city’s share of the State
school fund should go exclusively to the
nonsectarian Public School Society, except
for minor grants to orphanages and
mission schools.

Although the Protestant coloring of the
public school had meanwhile been fading,
under both Catholic and Protestant pres-
sures, a new kind of objection Had develop-
ed within the Catholic community. The
public schools were irreligious, if not
downright antireligious. New York’s Arch-
bishop John Hughes, never distinguished
for his tact and embittered over his failure
to win tax support for the parochial
schools, was among the most hostile critics.
His remark in 1852 that education as per-

Q . .
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petrated in America was “Socialism, Red
Republicanism, Universalism, Deism,
Atheism, and Pantheism - anything,
everything, but religionism and
patriotism™ was scarcely calculated to case
Prostestant-Catholic tensions. On the other

-hand, many local communities did try to

come to terms with the school problem by
means of variots compromises, Generally,
these were efforts to comhine public and
parochial schooling within a single institu-
tion so that religious instruction would pre-,
cede or follow the regular classroom day.

"Although in many cases the local -pastor

had the right to sclect the teachers, they
were salaried by the public school board.
At onc time or another, nearly every State
had some such plan in operation, at least
bricfly, for the benefit not merely of
Catholic children but for Presbyterian,
Quakers Lutheran, Mormon, .and other
children as well. )
The situation was not without
equivocation, but while the bishops who
had pushed vigorously for parochial
schools continued to do so, those who
harbored doubts had difficulty rzsolving
their position. It can be conjectured that
most bishops, while in agreement with the
ideal, were deeply disturbed by the im-
mensity of the task. The pressure on their
working class parishioners to multiply
schools and to maintain them on a par
with the free public schools called for'more

o poemn

than faith. Nonetheless, Dy tne cna vi wic

two-year interval, some 230 new schools

had been built. Spurred by the Baltimore

decision, enrollments in parish-maintained ‘

schools increased thereafter at about the
rate of the growth of the Catholic popula-
tion, rising from 490,500 in 1884 to

804,000 in 1900. - o
The last great effort at compromise °

came near the close of the century. In 1890

Archbishop John Ireland addressed a
meeting of the National Education
Association held in his See city of St. Paul,
Minnesota. A distinguished -and -forceful
orator, Ireland made a deep impression
with his call for an approach which would
provide religious instruction for Catholic
children, while making parish schools a
part of the public school system. This
pattern was.already operative in two towns
within Ireland’s jurisdiction, Stillwater and
Faribault in Minnesota. '
While warmly received by his audience,
Archbishop "Ireland’s address ignited a
bitter controversy among Catholic leaders
without parallel in American Catholic
history. Ireland had lavishly praised the
public schools and.urged as the solution to
the Catholic problem “to make the state
school satisfactory to Catholic consciences,
and to use it.” He argued that the necessity

for parish. schools was hypothetical —the -

necessity not arising directly from the
Church’s mission but “a provision in

The POPE, or Man of Sin: * ——
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faith.” Moreover, he stated, *“The Church

. [y
is not established to teach writing and
ciphering, but to teach morals and fdith,
and she “teaches writing " and ciphering
only when otherwise morals and faith
could not be taught.,” )

By the turn of the ceritury there was still
‘widespread sympathy and support for this
position among the American Catholic
leadership. Despite the decrees of the
Third Plenary Council of Baltimore, many
bishops hoped for some" sort of
compromise. Nor was this attitude
dictated only by economics, granted that
lack of money was almost always a critical
factor.

Leaders like Ireland, John Lancaster
Spalding of Peoria, and Cardinal James
Gibbons of Baltimore emphasized the
value of common schools in assimilating
immigrant children and opposed any®
approaches to parochial schooling that
tended to preserve European customs and
languages at the expense of American ways
and the English language. They were also

.aware of the special
Americans felt toward the public school
- and the resentment non-Catholics would -
direct toward what they might interpret-as
‘an official Catholic attitude of hostility,
criticism, and boycott. But compromise on
the school question was not to be, and the
" more conservative and traditionalist wing
soon carried the day.

In one way. the school issue was simply

.an aspect of the larger church-state

affection: most.

propiem,

over the school issue stemmed from sh arply
contrasting American and European
attitudes toward society and its

institutions. Such ‘concepts as free
enterprise, individual liberty, equal rights,

and much of the struggle
between “progressives” and “conservatives"

and freedom of expression were the pride
of the young New World republic. In‘the
minds of many continental- churctxmen,
however. the spirit behind these congepts
could be associated with revolutionary-
inspired attacks on the established order,
in' particular the Catholic Church. Rome
was especially uneasy. Some of the public
letters of the popes of that period to the
American Church seemed to challenge the
validity of ideas like the separation of
church and state, the religious freedom
guaranteed by the First: Amendment, and
the secular state school. The day of
collaboration between Catholic and state
schools abruptly ended and would remain

eanwhile the
4l parochial ~ schools
had become a
renewed object of.
hate beginning in
the 1880s when
forces of nativism
again banned
together to form

.. the American Protective Association. This
- group was succeeded by one of the largest

~and "most influential - of - the" “RIHVIEr
movements, the Ku Klux Klan.,Founded
in. Georgia in 1915, the Klan enlisted
millions of members in a campaign agairist
Catholics, Jews, Negroes, and the foreign-

‘born: And a special, target was the

parochial school. ‘
. The. parochial school from the
- beginning of its existence had of course




been no Stranger to controversy, for. the
mogt, part over the question of the use of
public funds for its support, but in this
instarice the, attack took a .more virulent
turn. Whatever ‘misgivings ~people
generally might have felt over the effects of
church-maintained schools on public
education, so long as Catholics or others
themselves paid for them, they could be
tolerated. After all, what did America
stand for if not for religious liberty for all?
The Ku Klux Klan, however. called ‘on the
States to have all but public schools
ou‘lawed. They-actually succeeded in the
Staie of Oregon when, in 1922, the voters
narrowly approved by referendum a
measure to that effect, an action that
shocked and dismayed Americans
throughout the Nation.

The press was almost unanimous in its
criticism. Following a nine to nothing

~ruling by the U.S. Supreme Court striking
.down the Oregon law. The New York
‘Times, in its lead editorial for June 2,
1925, commented: “Yesterday's - decision
by-the Supreme Court holding invalid the

" Oregon School law is none-the-less
welcome for being expected. The statute
set aside was born of prejudice. . . .It was
one of the most hateful by-products of the
Ku Klux Klan movement. which now
happily seems to be dying out.” The
Oregon school decision was a powerful
reaffirmation of the paramount right of
- parents to choose a private or parochial
school for their children in fulfillment of

the compulsory school attendance laws,
and in the 50 years since, has been cited
regularly in judicial- decisions involving
parental liberties.

With this right firm:ly established and
with the greater tolerance it helped to
spawn, the Catholic school population

_ steadily mounted. In 1964 it reached a
historic peak of 5.6 million, or nearly 12

percent of the total elementary and—

secondary school population of the
country.

Until very recent years parochial school
attendance also was stimulated by a strong
disciplinary motivation. Sending children
to Catholic schools was required by church

‘law ( a faw. which became largely a dead-
letter issue beginning with the Fifties,
" when parental demand far exceeded the
- -available facilities) . For the most part, the
. canons on education in the Code of Canon
Law, promulgated in 1918, echoed the
assumptions and -principles —inplaces the
actual -wording —of the decrees of the
Third Plenary Council of Baltimore.
Historically, as 'has been seen, the
bishops and clergy were at the forefront in
_ the creatién of the parochial ‘schools and
" subsequently in their operation and
staffing. There was little alternative and
large precedent for this dominance. Even

"had there been ample funds to pdy the
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salaries commanded by lay* teachers,
modest though they were, the tradition of -,
clerical and religious involvement in

education was as old as the monastic
schools of the early Middle Ages.-Thus for |
many years-the parochial schools were
staffed almost exclusively by nonsalaried
teaching orders of religious men and
women. '

g uring the past two
Bl decades, however,
ll the lay teacher has
Y come more and
more to replace the
religious or clerical
¥ teacher, a"" move

T

a

the great expansion of parochial schools '
took place. It was heightened subsequently.
by the sharp decline in the numbers of men
and women entering the religious: state.
The net result was that the percentage of
lay teachers in the Nation's Catholic
schools rose from ten percent in 1950 to 26
percent by 1960 and to more than .50
percent by 1970, ‘the further result being a
huge increase . in the cost of Catholic
education. . ) . ‘

The scarcity of religious teachers (and
its impact on costs) is the chief reason
regularly advanced by Catholic school
superintendents for closing a school or
curtailing classes, but changing viewpoints




.

woula appear to be involved also. Large
numbers of Catholics today, for.example,
seemi to have decided that Catholic
youngsters who attend public school will
not for that' reason turn out to be

something less than good Catholics.
~ The consequence of such factors as these
has been a steady decline in Catholic

“time peak of 5.6 million in

years into the 1960s the number of
children involved . was still. rising, 1959
saw the start of a marked decline in_the
proportion of Catholic children.in Catholic
schools, and that was soén matched in the
gross figures themselves. Thus from an all-
1964,
enroliments fell to 5.2 million in 1967.

/o

1973, they annually declined b
percentages ranging from 4.6 “to, ).t
Within a decade the fall:off has come™td 3
percent, more than one-third. | L
For those who equate "success” witl
unceasinig-quantitative growth, this fall-of
may have been taken ‘as a signal of th
onset of disaster. Those arguing for &

broader view of the Church and it
mission, however, insisted that the deca:
“theoretically inherent in the bald number.
was more apparent than real. Put intc
% proper context, they said, these enrgllmen)
.. trends were simply further evidencé thai
* the parochial schools, like the Catholic
church generally, were_entering a new era,
with new goals and priorities. Many
Catholic educators pointed out, moreover,
that.the shrinkage was. bringing specific
benefits to the Catholic education system,
both in the quality of instruction and in
the refinement of its operation. Meanwhile
- it became increasingly clear that the shift
. °"in Catholic school enrollments would have
~significant repercussions, within the
Catholic community and in the society at
o large. ro . ‘
l.. . The emptying of thousands of parochial
school " ‘classrooms, for example, has
inevitably exacerbated the financial plight
~ of the public schools, so that a number of
States have tried to find ways to help keep
. ‘the Catholic. schools open. Whether
~impelled by expediency or conviction,
public:support for nonpublic schools is not
something new. Historically there has.
always been recognition that certain-
important public goals may be achjeved
through private, voluntary (including
church-sponsored) agencies. In one way or
another, not only the Federal Government
but every State in the Union has provided
some forms of assistance for ‘children
attending secularly -Qualified religious
schools. Generally speaking, to be sure,
this assistance has been ‘peripheral in
character; transportation, for example,
health s’cn’ric_es,' enriched dietary programs,
special a@ovision for. the handicapped, ‘

school enrollments. Even th(;ugh for.a few

During the six years thereafter, ending in

textbooks, driver education. -
In recent years, the Federal Government
and several of the State législatures have
tried to fmove further. Especially through
provisions of Titles 1 and I1 of the
"Elemen[;ry and Secondary Education Act
of 1965, for example, Federal-funds have
brought additional benefits to many
thousands of nonpublic school children, in
particular those from disadvantaged
famili‘,is. fimong the States, - the most "
significar.C move came in a Pennsylvania
law enacted in 1968 that served as a model
for similar laws adopted by Ohio, Rhode
Island, and Connecticut and considered by
a number of other States.
Generally speaking this legislation was in
the nature of a “purchase-of-services, " an_
effort'to provide limited salary assistance
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for_teachers. in selected secular subjects.
Thidugh the concept  of “purchase-of-

servicos™. had been historically upheld by
-the courts in special areas and for spectal

‘categortes of recipients. and though in
earlier decisions the U.S. Supreme Court
did accept the distinction between secular
“and religious values in, cducation
{ approving bus transportation , in 1947,
textbooks in 1968. and tax exemptions in
1970). decisions by the Court in 1971
struck down all forms:of directaid. In June
of 1973 the Court e¢xtended this prirciple
té cover not only direct aid but indirect aid
as well. including proposals to .give tax
‘credits. and tuition vouchers to families
with children in nonpublic schools. The
stiffer posture of the Court has of course
seriously “affected Catholic efforts - to
maintain a separate school system.

The final factor explaining the changing
position -and role’of the Nation's Catholic
“'schools' also arises from the impact of
Vatican 11 and is evidenced in a new set of
attitudes on the part of many Catholics.
“Those attitudes extend beyond the role of
the. parochial schoo! in the Catholic

S o X
scheme of things to mew perceptions of the
function of the parish itself. This is not to
say that all American Catholics approve of
or have themselves adopted .these newer
outlooks. There is no disagreement,
_however. that for good or ill, the future of
. the contemporary Catholic school is being

influenced by them. .

Time itself is an important element in
the unfolding picture. The roughly one-

quafters_ of the Afmerican Nation which in-

varying degrees descri?es itself as Catholic

is markedly different from the immigrant -

’ generations of a century ago. Similarly,
chiefl as a result of the reform energies
reléased by the spirit of Vatican 1L
relationships within the church itself have
undergone far-reaching changes. The
tight institutional discipline so long a
characteristic of the Roman Catholic
- Church no longer predominates. and for
increasing numbers of Catholics is now
practically a relic of the past. Similarly,
attendance at Sunday mass; frequenting
the sacraments, and support of the parish
school no longer” are considered essential
for "deciding who is or who is not-a
*Catholic. L

Be that ‘as it may, however, most
Catholics — whether “libera]™ or
\ “traditional”— continue to regard their
. schdpls as singular and unique. National
. scale research at the University of Notre
| Dame has established that Catholics
| generally pérceive Catholic schools as
“being superior to public schools in terms of
religious instruction and personal and
social.developmient, even though they may
often see public schools as being superior
in academic offerings, efficiency,
+ practicality, and convenience. '

3
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The net result is that money, including
the question of some measure of public
supgort. will be a painfully obvious factor
in Eetcrmining what proportion of
Catholic children will continué¢’ to be
enrolled in separate Catholic schools.
Interestingly enough, the proportion of
Catholi¢ youngsters that have been
accommodated- in separate schools has
varied little in this ¢entury until very recent
years. About one-half of the elementary:
school-age group: and about one-third of
the secondary-school age group .have

always attended Catholic schools, which.

means conversely that the majority of
American Catholic youngsters have always
been in the public schools.

But what lies ahead? Research has
become an important new ingredient in

. Catholic planning for'the future. Sparked

by a Carnegie-Notre Dame national study
completed in 1966, some 57 dioceses and
dozens of religious teaching orders have
undertaken in-depth examinations of their
own educational situations. Out -of these
various research enterprises have come

.several important findings that bégin to

sketch out the future of the Catholic

schools”w would appear to be of pivotal

significang®® C
1. The schools which have withstood

. the winnowing process of the past ten years
" have generally been the schools that had

on their own account initiated needed
reforms. They have larger and better

- qualified staffs: Their teacher-pupil ratio

has achieved or is approaching the
accepted professional optimum—on the

_elementary level in Catholic schools today
"the ratio is one to 28; on the secondary
"level, one to 19: These advances -plus new
- instructional methods and imaginative
_reorganization suggest the pattern by

which the parochial schools can attract the

" necessary measure - of local community.

support. o :
2. The contemporary Catholic school

" has largely shed its narrow confessional

image as it*has moved more and more into

the mainstream of American education.
There is new emphasis on civic concern, -

especially in taking responsibility for the
schooling of minority-group children;,
including a heavy proportion of youngsters
from non-Catholic families. _

3. Increasing® numbers of , Catholic
leaders are taking the position that ‘there

_are other ways of discharging pastoral-

responsibility outside the parochial school
setting. While such leaders do “not
necessarily challenge the view that the
conventional parochial school remains the

ideal way of forming Catholicyyouth, they

do insist that the parochial school must
first of all be a quality operation which will
attract students on its own merits and not

"have pupils coming because they are -

ordered to by canon law.

- 68

4. Not orly has the lay teacher gainea .
equal footing in the staffing of the schools
but lay people are rapidly becoming full
partners in apoli¢y-making. The fastest -
growing movement in Catholic education
is the development of parish and diocesan
school boards. As a side effect, the
increasingly lay image. of the Catholic
school may greatly broaden its appeal for
whatever constitutionally valid forms of.
public assistance may be forthcoming in
the years ahead, )

Such iindings and the continuing
research ‘behind them inspire in many
observers 'the conviction that although
Catholic schools may. not again enroll the
numbers of students.of former years, they
will continue to be an important element
in American education. Their role is very
likely to be different from what it was in
the past-¥in response to the changing
‘needs and priorities of the Catholic church
and of the student clientele to be served —
but it need mot for that reason become a
less significant role. Considerable
readjustment will of course be necessary,
and costs will remain a problem. - *

The same can be said of the other
nonpublic schools, for they too have been .
subject to the financial and moral stresses
that have beset their parochial
counterparts. A recent sampling by Notre

_Dame researchers indicates_that of the

"schools operated by other religious groups,
“approximately two-thirds of the sects,.
accounting for about 85 percent of the

" non-Catholic.schoo! enrollment, are also

dependent upon “the sesvices of , ‘low:
salaried’ teacher personnel.” Fhe story is
thus the same—rising salaries. followed by
rising tuition costs leading to an inevitable
decline in enrollment. Similarly pressed,
though for other reasons, are the
nonpublic schools ‘without religious
affiliation. Many have sought to remain
solvent by going coeducational, expanding
their enrollments, or raising their fees, and
some have done all three. a

Clearly the nonpublic schools, religious
and secular alike, face a vexing situation.’
Though the cost squeeze is most visible in
the case of the Catholic schools, since they
form such a predominant proportion of
the whole. it touches in one degree or
another on all. The dilemma is. thus
national and pervasive, andit pdses a basic
question —the question of what value the
American citizenry will place “on ‘he
diversity of reducational opportunity that
the Catholic and other nonpublic schools
‘have traditionally provided. Thus as the
Nation prepares to enter its third century,
it is once again called upon to deal with
fundamental social and constitutional
issues that will affect the education of
future ~generations . of Americarn
schoolchildren. ' E C
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|eclared U.S.
Supreme Court

A Justice Hugo
Black: “It is much
too late to argue
that legislation
intended to

93| facilitate'the

24| opportunity of

- children to get a secular education serve

no public purpese.”
' The year was 1947, the case that of
‘Everson v Board of Education, in which a
taxpayer brouy 7 suit against a New Jersey

_school district challenging the

constitutionality of a State law that
permitted tax-supported transportation

* for children attending parochial schools

similar to that afforded their public school
counterparts. In delivering the Court’s.
opinion, Justice Black specifically noted
that™'the State contributes no money" to
the schools involved —the constitutional
provisions of separation of church and

* State were not at issue. It was rather a

question of whether the State could legally

“help parents get their children, regardless -

of their religion, safely and expeditiously
to and from accredited schools.” In
deciding in the affirmative, the Court
established a significant guidepost for the
-drafting almost two decades later of
crucial provisions of the most far-reaching
Federal cducation legislation ever enacted.

Move forward now to the 1960s and the
repercussions of the postwar “baby boom."”
In the fall of 1964 enrollments in public

clementary and secondary schools reached - .
41 4 rz:illion and those in nonpublic . \
- million students in the 15 largest school

schooils climbed to more than six million.

. The combined total represented an in-
-crease ofno less than 14.2 million students

in just ten years, a jurip shat inevitably
brought on many con:lications. The ,
schools found themselves confronted by
enorviously increased costs: for zdditional
staff, for administration, and to keep the

_plant operating— $18.9 biilion in 1964.65

as contrasted with $8.9 billion a decade

-earlier. In addition there was the expense

of constructing some 694,000 niew class-
rodms, on'top of which projections indi- -
cated that 344,000 more would be needed ,
within the next five years to accommodate
additional students and to replace build- -

ings that were becoming too decrepit to
use. Of the $31.2 billion in capital outlay
for public elementary and secondary.
education during the 1954-64 decade,
$20.4 billion was attributable to increased
enrollment. o ' ‘
The nonpublic schools — and particu-
larly those operated by the Catholic
church—were if anything in even worse
straits. They too were subjected to greatly
increased operating and administrative

_costs, but perhaps the greatest jump came

in costs of instruction as more “lay" teach-
ers replaced the unsalaried teachers tradi.
tionally supplied by the religious orders.
Within the church, questions were raised
as to whether parish schools could survive
without some form of Government as- -

. sistance. In the absence of such aid, the

leaders of several religious denominations
argued, the public schools might fird their
already severe enrollment crunch lifted to
calamitous proportions if they were re-
quired to take over the education of some
six million youngsters attending church.
supported nonpublic schools. ,

here was another equally crucial

issue breeding ferment in the
education world — the growing ‘
criticism that the schooling of toomany
youngsters, especially thoss from T
economically depressed hackgrounds, was
defective in quantity a=! eiality. Some.;
eight million adults wey: »cvealed to have
completed less than five y2ars in the o
classreom, and lack of proper training

" appeared to be the chief reason for the 20

percent unemployment of thosé between
the ages of 18 and 20. A study of the 8.7

systems in the Nation showed that one-
third were lagging so far behind that they
needed special help. As officials of the

. nonpublic schools pointed out, public

education had no monopoly on this
problem. The greatest concentrations of
parochial school attendance also came
from the large cities; these students also.
needed special (and more expensive)

help. »
‘S1ich were some of the forces that '
led the Congress and the Administration

.o seek ways of strengthening

elementary and secondary

. education and to consider the state of the

nonpublic schools as they did so, As early
as 1961 Senator Wayne Morse of Oregon,
chairman of the Senate’s Subcommittee on
Education, had asked the Department of
Health, Education, and Welfare t¢ .
prepare legal briefs discussing the various
.issues involved, including one€ on “The
Impact of the First Amendment to the.

Constitution Upon Federal Aid to

Education.” Both the proponents and the
opponents of such aid took comfort in an
early statement in the HEW response-
which noted that “it is easier to determine
what the First Amendment forbids than
what it allows.” The proponents 3
interpreted this language as suggesting the
possibility of bold new legislation ; whereas
the opponents saw it as reaffirming
‘constitutional limitations, : .
A second major statement in the brief
said this: “The First Amendment does not
require Governmerit to be hostile to
religion, nor does it permit governmental
discrimination. against religious activities.
The objective is neutrality, however diffi-

cult it may be to be neutral or to determine

‘what neutrality requires in relation to
particular factual situations.” Neither side
was encouraged by these passages; since

" neither felt neutral about the matter.

And then came a statemerit that harks
back to Everson v Board of Education and
“Paved the way to an accommodation of the

opposing sides. “Legislation which renders

support to.church schools, " it read,, is'
unconstitutional in some circumstances.
But laws designed to further the education
and welfare of youth may not be
unconstititional if they afford only inci-
dental benefits to church schools.”
Though the issue of aid to nonpublic

school children was just one of many con.

cerns in the proposed Federal legislation to
reinvigorate elementary and second ary
education, none‘was more thoroughly de-.
bated. In time the discussion came to
concentrate on the idea advanced in that
portion of the brief which spoke of “laws
designed to further the education and =~ -

- welfare of youth."” Given the pressures of*

increasing enrollments, mounting school *
costs, the significant portion of the load
carried by the private schools, and the

. necessity of improving the education of

disadvantaged children wherever they _

‘
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. seeking to provide greater educational |

¥

FT-1PuPr
might be, this is the concept that ulti-
mately was‘'embedied in the Elementary
and Secondary Education Actof 1965,

w;:lfarc of the Natio } rather than.thé
school he orshe atterded.

‘most notably in Ticles I and Ilbutin‘:‘other * . i publicschosis, grpypensatory
titles as well. c i education was made iueizBieto !

_disadvantaged child#er in nonpublic
schools under Title I, 2nd school ’
library resources, textiaoks, and .

other instructionai maistials by means

of alending provision of{Title 11, along
with additional - benefits mace elsewhere.-

in the act, A ‘

Over the years since the Elementary and
Secondary Education Act began opera-
tions in 1966 tiandreds of thousands.of
nonpublic ¢chool youngsters have bene-
fited fres: federally supported programs
ard sretices previously notofféred o'
Lt’;‘w’.ﬁr’h Even so, not all the nonpublic school
A

As with Everson, these provisions did not
'suggest opening the door of direct aid to
church-related schools. Rather the a
concentrated on providing — with dayrto-
day application of the law placed in the
hands of the States and local public school .
agencies — aid particularly aimed at |
helping disadvantaged children but also

opportunities to youngsters generally, ;
. irrespective of the kind of school system in-
.volved. The principle was the “child-
benefit theory,” by hich the target was
the child ( an .y implication the overall

7 s, under the direction of the:

children eligible for this assistance have re-
ceived it, sometimes because of conflicting
State lawz, perhaps sometimes because of
misunderstanding or neglect. Moreover;

__the Eleméntary and Secondary Educ ation
Act has by o means quelled the contro-

versy over the issue of expending public
funds for the sur.port of private and, more
particularly, church-sponsored schools. It—
does not in fact address that issue. What it
has done, through the “child-benefit

_.theory,"” isto provide a practical arrange-

ment by which the public and nonpublic
schools can work together in serving the
overall national interest. -

s . . ’

—WILMA A. BAILEY
'OE's Office of Public Affairs Staff
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~Tending the “Melting Pot”

¢
b

\

Imost from the
} ‘beginning the
4 shiploads of people
coming to the New
¥ World had
¥ included a number
% of men and women
“ ¥ who. in contrast to
. s o the colonists, had * . - |l
decided to sever their allegiance to their
nativé lands and take on a new nation ality.
And almost from the beginning also, the -
welcome afforded those who were of other
than British stock was often agood deal
less than hearty. Even so stalwart a
libertarian as Benjamin Franklin was not
-above grumbling about what he regarded
as the excessive number of expatriate
Germans who were making their way to
Pennsylvania; complaining among other
things that their strange tongue boded ill
for the future of the English language in
-America.

During the years immediately following
the Revolution the stream of these kinds of
immigrants coming to the United States
from Europe exceeded 5.000 annually, but
the flow did not begin to pick up real force
until about 1850. Then, after a pause im-
posed by the Civil War. it gathered in-
creasing momentum, cresting in the de-
cades just after the turn of the century. In
1900, of the Nation's total population of 76
million, more than a third were of foreign §
birth or parentage, and even so the peak . . . R .
wasnot at hand. That came in 1907, when = ' > it
the number of European-born immigrants . .
arriving in the United States during that
year alone reached nearly 1.8 million, and
for the overall period between 1900 and
1920, the figure exceeded 14.5 million.
Before World War I and subsequent re-
strictive laws curtailed the flow, the mil-
lions of men and women flocking to' Amer-
ica from Europe represented.what has.
been described as the greatest mass move-
ment of people the world has ever known. ;

They also represented an enormous )
challenge. forastheir number swelled, so ‘
'l did the problem of assimilating them. The 4
search for a solution centered chieflya- -~
round the concept of the “melting pot.”

Essentially the idea was that these millions As has so often been the case when the -the newcomers was their inability to speak
_of disparate individuals, with their dispar-  Nation has been confronted by asituation English — an inability shared, according to
ate tongues and folkways. would in some no one knows quite how to tackle, the job' . a Government survey made in 1909 of ~ .
fashion — principally. presumably, by - of tending the crucible was chiefly turned” schools in the largest cities, by more than

sheer exposure to the New World environ-  over to education. In a way that seemed to halfthe students in any given classroom.
ment — become “Americanized.” . make sense, for the most obvious defect of But there were numerous other complica-
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tions as well. among them a growing hos- -

tility toward these strangers with their for-
cign ways and empty pocketbooks. The
immigrants characteristically were so des-
perately poor and lived in such primitive
conditions that they were condemned as a
blight on society. Moregver - particularly
starting in the 1880s. when the chicf areas
of emigration began to shift from northern
and western Europe to southern and east-
ern. sizable numbers of those in the lines
at-Ellis Island were Catholics and Jews and
thus were automatically seen by some
American traditionalists as debased and
probably subversive.

Adding to these barriers to assimilation
was the fact that the United States had
changed from a rural society to an indus-
trial one: the frontiers and farmlands
largely opened up by Scotch, English, Ger-
man. and Scandinavian immigrants were
no longer available. So the “new’ newcom-

“ers. the Ttalians and Poles and Czechs and
Portuguese and Russians. and throughout
. both periods the Irish  sought jobs in
mining or factory towns, or more com-
monly. they jammed into the cities, form-,
ing ethnic enclaves in slums where. ac~
cording to a study made of a section of
“New York City in 1894, the density of pop-
ulation reached the incredible level of 986
persons per acre. g . ; -/ —-

. - . 4
. Inshort. though there was cause for o R "/ "cﬁ ndeck -
. concern over the inability of so many of : y b A s Znische g -

these people to speak English. and over the
high incidence of illiteracy among them.
the overall problem obviously went, far

B ,-{_

3

= ;
beyond a lack of learning. Nonetheless. the =20~ g oot &

oy
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_ Nation's love affair with education being
- well under way, the schools were assigned
‘the leadership role in the “Americaniza-

tion” drive. ) :
‘he campaign got off to a faltering -
) start, for the majority of
individuals that were supposed to
be transformed were not of school age.
They were adults, either holding down jobs
orlooking for them, unable to attend-
school during the day and in any case shy
of being in classrooms with children.
Others were in locations beyond the range
of schools, working aslaborers in mining
and logging camps and on railroad
construction gangs. As for those in the
cities, the greatest influx of immigrants
always occurred during the summer
months, when the schools were closed.
Out of these situations came a number
of interesting innovations, some of which
left a permanent imprint on the conduct of
education. Classes jointly sponsored by lo-
cal school systems and various individua!
companies were set up in factories and
mills. There were “camp” schools, by
-which instruction was taken to men work-
ing in places.not accessible to regular
schools. Many school systems inaugurated
summer sessions, and perhaps most inter-
esting of all was the establishment of night
schools, then virtually unknown except in R

‘Massachusetts. That State, curiously
enough, had in 1870 adopted a law
requiring towns with more than 10,000
inhabitants to offer evening classes in
mechanical drawing ( in support of its
emerging woolen, cotton, and shoe
manufacturing industries) . This law was
subsequently broadened to encompass
other subjects — particularly, as the
number of immigrants began to reach
tidal proportions, English and grammar,
Other States soon followed suit, some by
revising provisions of their constitutions
which by failing to foresee the possibility of
evening classes in effect prohibited them .
Thus did the night school ultimately
become a standard feature of American’
education. w_'.

Meanwhile outside the established edu-
-cational systems a variety of “Americaniza-
tion” schools were started by religious,
philanthropic. patriotic, fraternal, politi-
cal, and other private groups. Some of '
these ventures were at best dubious—those
operated by political factions, for exam-
ple. not really for educational purposes but
to sew up captive votes. Most nevertheless
served a valuable and often heart-rending
purpose, especially those in the slums that
brought at lesst a brush with schooling to -
the hordes of street urchins who swarmed
throughithe city, hawking newspapers or
itealing or begging. war orphans of a bittér
»attle for survival, With the adoption of

compuisory school attendance and child
labor laws, the localized ventures in educa-
tion began to fade away, with virtually
every youngster being enrolled either in
public schools or in counterpart-systems
operated under Catholic, Protestant, or
" Jewish auspices. -
" ofar as the schools were
concerned. at least, the -

assimilation process was going
forward in reason ably good shape.
Hostility and controversy nevertheless
persisted, and education becare caught
up in‘the furor. Many nativist citizens,
some elements of the press; and:such
groups as the American ( Know Nothing)
Party and the Ku Klux Klan saw people of
foreign birth or parentage as inherently
posing a threat to American traditions and
standards —especially when instead of
enrolling their children in the public
schools they se~:* them to schools opc.ated
by the Catholic % .hurch. where they grew
Up. as one critic put it. “thoroughly foreign
and under.priestly control.” In response
there was a widespread movement to enact
State laws requiring all children to attend
public schools. In one State, Oregon, the

effort ultimately was successful, though the

o

law was soon overturned —in 1925 — by the
United States Supreme Court.

With the passage of time and with the -
reduction of immigration from its previous
massive scale —the consequence of Federal
legislation adopted beginning in the
1920s — the cry for “Americanization" be-
gan tosoften. So did enthusiasm for the
idea of the “melting pot.” which in prac-
tice proved more attractive as a figure of
speech than as a practical way,of dealing
with people. o

The feeling began to grow that perhaps -
it wasn't really necessary for everyone to be
melted down and cast in the same mold.
The United States was increasingly seen as
a new kind of Nation in which cohesion
among the citizenry was based not on his.
torical geographical boundaries or a
common race and religion, but on devo-
tion to common purposes and ideals. In
such a Nation it was possible for people to

- be diverse and still unified, the objective

being not just assimilation but accom-

- modation — perhaps the word is

—L.V. GOODMAN

Edltor, American Education

tolerance - as well.
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t often is said about

RS 'onm-&\\w ;I
v Mo il education, as about

ﬂ'ﬂl‘“ &7

that nothing
| changes but the ap-
pearance of
change. It might
also be said, how-

g @l cver. that one's view

of changc dcpcn’ds to a considerable de-
gree on the perspective of time. Looking in
the 1970s for widespread, authentic lmplc-
mentation of the innovative ideas con-
tained in the cant and rhetoric of reform in
the 1960s suggests little movement. Only a
small part of cach successive wave of
recommended change rubs off onto prac-
tice. Perhaps this is not all bad. since it
protects us from the excesses of those who
‘make reputations by being more daring
than their contemporaries. But some
features which cause schools to seem in-
evitably and forever the same hang on
stubbornly— telling and questioning as the
main form of teaching, daily instruction
chopped into arbitrary slices of time, long

spells of student immobility, textbooks and,

copy books, to name only a few. None-
theless. in the sweep of 200 years since
Independence. ‘much of the tone and
reality of American education is conveyed
accurately by thé'word “change” in aims,
in substance, in access to schooling, and in
where and how education occurs.

‘I'he saga is a captivating onc. particu-
larly the last 150 years of it, during which
schooling has advanced from the privilege
of a few to a widely accepted right of all.

! ‘great
4 many other things,

Dr. Goodlad is Dean of the Graduate School of
Education, University of California, Los Angeles.
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BY JOHN'I. GOODLAD

Tne whole of it often is described as “the
American _ experiment  in mass
education.” Only a. few rather visible
threads of change are discussed here. be-

ginning with goals and concluding with the

march toward equality of oppertunity and
a learning society. The central focus is on.

_ schools,since we have attached so much im-

portance to them. but there is some atten-
tion to education conceived more broadly.

‘Foday, two central thrusts characterize
most_widely accepted statements of goals-~
for education in this country: the full
development of the individual and
identification with an ever-wideniny con-
cept of social and cultural responsililivy. A
statement emanating from ‘the 1970 ‘White
House Conference. on Children -art —ast

-within a framework of “the right to learn”

juxtaposes these two thrusts in secking to
answer the question, What would we havc
21st century man be?

“We would have him be a man with a
strong sense of himself and his ouwn
humanness, with awareness of his thoughts
and feelmgs with the capacity to feel and

. express_love and joy and' to recognize

tragedy and feel grief. We would have him
be a man who, with a strong and realistic
sense of hiz own worth, ,is able to relate”
openly with others, to cooperate effectively
with them toward common ends, and to
view mankind as one while respecting
diversity and difference. We would want
him-to be a being who, even while very
yotng, somehow senses that he has it
within himself to become more than he
now s, that he has the capacity for lifelong
spiritual and intellectual- ‘growth. ‘We
would want him to chensh that vision of

74

the man he is capable of becomzng and to
cherish the development of the sare
potentiality in others.” ‘ '
' Early goals for cducation were spare and
stark in comparisor with such a sweeping,
almost cthercal statement. Going back to
Colonial days in Massachusetts we find .
little concern for mdmduahty and much ;
for TCSPONS!bIlIty in the admonition to
town leaders that they take account of
children’s “ability to read and .understand -
the principles of rcllgmn and the capital
laws of the country.” Although there was,
a century later, some expression of concern
for practical preparation for jobs in
agriculture, navigation, shipbuilding,
surveying, and trading, the commltmcnt
to moral instruction and love of country -
remained central. With the passage of
another hundred years (bringing us well
past Independence and into the middle of
the 19th century), the emphasis still was
on responsxblllty—a degree of education.
that would cnable one to perform all
social, domestic, civic; and moral duties.
Paralleling humanistic stirrings in
Europe. there were, of course, expressions

" of concern over this pervading -sense of

education only for responsibility. ard they
resulted 'in a few innovative deviations
during the second half of the 19th century.
But it is this continued domination of the
moral and nationalistic over a period of
250 years that makes John. Dewey's em:-

phasis ‘on the meaning of individual
human experience so dramatic. Historian
Lawrence Cremin interprets. Dewey's
definition . of education—the recon-
struction or rcorgamzatlon of cxpcncncc —
as “a way of saying that the aim of cduca- N

Q



éef!ing to and from school has clearly changed, and not Just in form. _
1shanks’ mare. Around the turn of the century they could-get a one-horsepower lift. In the early 1930s students in Balt
oduced to a newfangled vehicle called a bus. Busing is no novelty ?d_gy—qnd no stranger to controversy.

business of

In the 1830s boys and.g"irls in New York made do

imore were

. .




9
tion. is not merely to makc citizens, or
wqtkers, or fathers, or mothers, but ulti:
malely t6 make human beings who will live

Ilfc to the fullest.’ '

" There was no immediate ‘and qvncrdl
acccp_tancc of that concept. In fact. this
and related ideas of Dewey were attacked
for decades afterward and remain. contro-
versial today. Nonetheless, sirce publica-
tion of his pivotal Democracy and Educa-
tion in 1916. not a singlc. major statement
of goals' for American education has
omitted reference to individual pre-
rogatives: worthy use of leisure, for
example,. (Commission on the
Reorganization of Secondary Education,

1918) ; sclf-realization ( Educational
Policies Commission. 1938) : knowledge of
sclf . (Commission on the Reform of
Secondary Fducation, 1973). '

" The drive for redefinition of goals is not
over;
emphasis and excess seem to come and go
more quickly. Just 25 years ago .both
Progrewvc Education and the association
{arrymg its name. were in dlsarray The

individual

it never will be. Indeed. the cycles of

“tender” in-‘education —that having t&

with great respect for the personality of
children—was out: the
"tough” —great respect for the facts and
structures of disciplined knowledge —was

_in the ascendency. A dozen years later,

John Dewey was being redis-
covered in "open education,” admittedly
sometimes in * ways to’. make purists
shudder. Today. with the struggle and
sacrifices of 1776 very much before us.
what . we can do for our country over-

however,

shadows what our country can do for us, -

and "under God" is heard more often than
in quite some time. A degree of education
to enable one to perform all social,
domestic, civic. and moral duties” sounds
not at.all anachronous to'many and "right
on” to more than a few. Continuing trends
indicate, though, that “learning to be"”

could very well become the sub-title for an.

analysis of 20th century aims of American

‘education prepared by historians in’ the

21st,
Gunnar Myrdal has pointed .out that
Americans 'are at bottom moral

sp: mists.” A sense of sin arises out of our
self-recognized inability to live up to. the

precepts of our idealism, Cultural unity,

says Myrdal in An Ameérican Dilemma,
arises out of "this common sharing in both
the consciousness of sins and the devotion
to high ideals.”

Perhaps it is the tension thus created
that provides the drive for our educational
preoccupation with curricular reform. We
probably have more curriculum specialists
and more curriculum activity thap all of
the other nations of the world put to-
gether. We even have — or think we have --
curriculum theory, an anathema to-many
in older, less s~!¥-conscious countries where
curriculumcc  :uction isseen as a kind of
trial-and-error process of human engineer-
ing ‘wherein some options are chosen over
others. Terms in the vocabulary of cur-
riculum workers such -as ‘scope,”

" “continuity,” and, above all,

“sequence,
“behavioral objectives" were initially

American creations and exports and not
always well received abroad..
But this has been the case only recently




Courses on curriculum’ construction have
been common in our universities for only a
few decades, books on the subject for only
a few more. Perhaps, then. exporents of
“sound principles of curriculum planning”
should not be too upset when publishers
and teachers pay little attention to them."
Until recently. publishers of educational
materials concerned themselves almost
exclusively with textbooks and with
whether ‘the content was acceptable and
reasonably «within pupil understanding.
Ramifications pertaining to children's
interests, appropriate recognition of sexes
and races, objectives to be achieved, read-
ability. and the like followed some years -
.and usually decades - after the appearance
of goals stressing the individual in-
education and self-realization. And the
addition of social and psychological
considerations to subject matter vastly
complicated the curriculum-building
process.
Knowledge of goals is about all one
needs in order to guess the content of early
school “programs in this country..In the
second half of the 17th century, the school .
day was occupied with reading, spelling,
and - instruction in the Bible. The
hornbook,” a board with a handle. was
inscribed with the alphabet and the Lord's
Prayer. The first New England Primer
(1690) contained epigrams, prayers,
questions and answers about the Bible and
spelling lessons. Tid-bits are frequently
reproduced and include the well-known:

In Adam’s Fall
We Sinned all

". An Eagle's flight
Is out of sight

The idle Fool
Is whipt at School
Equally well-known is the “Praiges to GOD
for learning to Read": ” :
The Praises of my Tongue
i offerto (ht;, Lord

that Iwa taught and learnt so young
To read His holy Word:

That I was brought'to know
The Danger I was in,
By Nature and by Practice too
A Wretched slave to Sin:

.. That I wasled to see
I can do nothing well;
And whither shall a Sinner flee
To save himself from Hell.

Reading this today, how can one feel com-
ortable with the proposition that schools
lo not change! R
By the time of Independence, the
urriculum  was more crowded and
lanning was becoming .complex. Pro-
isions for vocational skills and more -
omplicated arithmetic teaching had to be
tted in. And with separation and initial
nification effected, the content of citizen-
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'JOHN DEWEY (1859-1952)

“ship education and the_ teaching of na-

tional loyalty changed dramaucally The
schools were having to change with the
times, just asthey have been exhorted and
constrained to respond ever since. . .

Witk industrialization, urbanization,
and rapid expansion in population during
the second half of the 19th century.-the
schools shook themselves out of 17th-.and
18th-century molds and created new struc-
tures - which held with surprising firmness
until past the middle of the 20th. It is
reasonable to suggest that it is those highly
visible characteristics of egg-crate
- buildings, graded classes, ,compartmen-

'lahzcd subjects, and rigid time units

brought into being in the 1860s and 1870s
that have provoked the image of tortoise-
like change in schools. But these things,
too.,shall pass --and are, indeed, passing,
like the Dame School, the circuit schocl,
and the Lancaster Plan before them.
But within these familiar rubrics, cur-
riculum change (mueh but not all in the
form of accretions to what already existed)
went on apace. Vocational training in both
skills and -attitudes was needed for work in
the factories: physical and health educa-
tion made their common appearance early
in the 1900s. The elementary school cur-
riculum of the 1920s and 1930s included
arithmetic, spelling, reading, hand-

,writing, grammar, composition, nature

study,- geography, history. singing,
drawing, painting, and perhaps some shop
and cooking for the upper years. Secon- '
dary schools commonly included algebra,
-geometry, some arithmetic: Englxsh com-

position, grammar, and literature: “Latin,

French; and sometimes a little German;

civics, hlSlOl‘y geography: health and
physical education: physics,- chcmlstry
and biology: and a clutch of electives in
the arts. technical subjects, and home







.
- AR . , ' '
ecqrj'b;'r\\ics. depending on local resources.

« Mcthods of teaching reading becamc
(and '.c‘c)minuvd to' be) a controversial
matter “with the introduction of whole-
word recognition approaches and
“com;folk-"gl vocabularies” in'the late 1920s.
Progrcssii‘x,i- cducation is blamed or

=3 \ . . . .
credited. depending on one’s point of view.

with a rash of experiments with fused. .

integrated . "@f core curriculums: sociéty:

" or community-oriented approaches: life
adjustment education: and child-centercd
education all blossoming in the 1930s
and fading in\lhc war-torn years of the

* 1940s.” By the 1950s. there were many who
. belieted the time was come to_have done
- with gur progrcss\i\vc fotliesand. in the light
of the United States’ new-found status. in
the world. to tighten and prune. to cut the
fat out of curricular accumulations, and to
..replace outworn dontent with the fast-
ripening fruits of a knowledge explosion. It
was time for  and: indeed. the social and
civic responsibility of academicians to
bestir themselves from their‘more scholarly

activities in order to| jack up the ailing .

_ curriculums of America’s schools.
-Emphasis on structure of the dis-
ciplines, supposedly 'both disciplining
and freeing the ‘mind simultancously.
theuEh highly visible was not the only em-
phasis in the ensuing reform movement.
Assumptions-about the nature of learners
loomed large: psychological considera-
tions had been, part of the fabric of cur-
riculum and instruction for some time.
~ EVen very young childreni were credited
with ability to learn’ basicj mathematical

arid scientific concepts. tp extrapolate -

from data and experiments.,and to make
‘intditive’ leaps. The youn}g child was
“discovered cducationally.” the
significance of cognitive development
taking its place beside traditional concerns
for emotional. social.. and physical
development for nursery school young-
- sters  at least in the view of a handful of
influential leaders. . _
Although these cimphases were brewing
,in the 1950s. they came to a boi! in the
1960s, - spewing out all over the stove in

1965. Sputgik had touched that nerve of

sin again. We flayed our schools as we once
flayed witghes. Our schools had gone soft,
we said- afd a few obligingly enterprising
television j¢ameramen soon ‘“proved™ it.
We were nét quite ready to say that we. the
Americaﬁ‘}bcoplé. had gone soft, however.
The pgriod from 1957 to 1967. “The
Educati
fidence 3‘3“ the apparent ills of our educa-
- tional chterprise could be cured. especially
if the job were turned over to the right
« people/(and. by and large. these were not
the administrators and supervisors in-the
schogl (}-Vi‘stri,cts. the education as:
socialions -+ especially not the National

ERIC
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Decade.” began with great con- -

7 ) i

Education Association”- or-the professors
of education, who together. made ‘up “the
education establishment™). There was
considerable confidence. also that this
school=centered-diagnosis;wasthe- correct
one. that more general. well-being, would
come with educational well-being.;

The immediate aftermath of Sputnik is
fascinating and deserves an analysis within
the historical context of our'Nation beyond
what it has as yet received. We already had
inordinate expectations for our schools, for
more than one hundred years linking them
virtually in a cause-and-effect relationship

with' individual well-being and national"

welfare --regarding them, as Robert M.
Hutchins observed. as “the foundation of
our freedom. the guarantee of our future,
the cause of our prospérity and power, the
bastion of our security. the, bright and

shining beacon that was the source of our

enlightenment: . . ." How we sought to
polish up the beacon and step up the
candlepower after Sputnikl " -

n veritable host of
il many long-standing
traits, iovements,
teriets,

i education  came
M tumbling together
1\ in . The Education

from abroad have identified as our most

_notable contribution to educational

advancement. generally. was dominant.
We innovated all over the place: with new
approaches to curriculum content; with
programed and computerized instruction;
with modular scheduling, modular build-
ings. and acoustically treated walls, ceil-
ings. and floors: with nongrading, téam
teaching. and flexible grouping: with

films. film strips. multimedia “packages,”.

and televised instruction. It is not difficult
to find the roots of organizational reforms
in the St. Louis ( 1868) and Pueblo (1880)
plans or, in this century, the Winnetka and
Dalton plans: philosophical “under-

pinnings of much curricylarrhetoric in the

teachings of Whitehead arid Dewey: and
psychBlogical bases for nT:w curriculums
and programed instruction!in the research
of Thomdike and Pressey! '

We updated our long-sta_ndingiambiv-

alence about teachers and teaching as a

profession by . proposing | “teacher-proof
materials,” while revering the, newly

.emerging professorial jet-set. Members of

this new elite were much sought after: as
advisors and, consultants to the Federal
Government, publishers, school hysiems.
special projects, and foundations, and as
speakers everywhere. Research became so

revered that “no teaching the first year and™

‘8_0)

a

and . ide--
-} ologies of American

- &= Decade.; The inno-.
vative character. which some !observers

then only a seminar in your specialty” was
" as significant as the unprecedented salary
going ‘with a much-publicized appoint-
ment at a prestigious university.
Particularly fascinating is the side-by-
side emergence of the “hard"/"tough” and .
“soft”/"tender” ideologies - which, for at
.least half of the two centuries since Inde- -
pendence, seem so often to have occupied
the same place and time and to. relate to
each other like gophers and gopher snakes.
Usually, however, in the past—and espe-
cially-ifi this century—one has tended to
survive at the expense of the other, per-
ceived excesses in the temporary.
dominance of tender education triggering
the ascendance and accompanying per-
ceived excesses in its tough counterpart.
But. the resurgence of the tough-minded
had scarcely begun in-The Education
Decade before the neo-humanists were in
full cry, condemning lock-step, irrele-
vance. and inhumaneness in schools as -
their tender-minded counterparts had:
done before them. Their historic foes were
not intimidated, Today, the proponents of
free schools (tender) and other drastic
deviations from “the system” stand cheek-
by-jowl with those who would tighten up
the sloth in schools through more precise
delineation” of instructional objectives
“'(tough) . .
" The Elementary and Secondary Educa-
tion Act of 1965 (ESEA), which beth

brought the pot of reform to a boil and_. ..

'spilled out the brew across this Nation,
ranks with those  great” Federal Acts of
Faith which gave us our land-grant univer-

sities and assured that we would not*forget

the vocational arts (Smith-Hughes Act) in
* our pursuit of the liberal arts and sciences.
. Although the Constitution implicitly l=ft
responsibility for education to.the States,
‘the Federal Governmént has served stra-
tegically in diagnoses of nationwide need
and reform transcending the States. From .
the beginning, the United:States Office of -
Education and its Commissioner have been
charged with periodic assessments and
reports to Congress. ‘ ,

The ESEA represents not only a high~
perhaps the zenith —in our history of faith
in education and our ability” to effect’
constructive change in schools, but also a
significant watershed in the post-Sputnik
frenzy. Ironically, it also symbolizes the
dangers of disillusionment inherent in
expecting too much of our schools. Presi-
dent Lyndon B. Johron was both right
and wrong ‘in his statement before

- Congress to the effect that education is at
the heart of all problems, if one looks
deeply enough. )

Our schools have served us-well, in spite.
of their shortcomings, in -the face of
unreasonable expectations. But they
simply cannot be expected to correct those

!



many acute problems associated with rapid
growth, urbanization, and\ socialization
which are, perhaps, more apenable to
solution by human enl'émeering:
technological displacement of labor-
intensive employment, urban decay,
pollution, and the like. That education
would solve them was the expectation .of
the 1960s, however — at least, so one might
judge from the_ rhetoric of legislators,
educators, and previously neglected groups
in our society calling for recognition and
equity. The expectation simply was not
" and could not be'met, It should come as no
great surprise that The Education Decade
ended on a note of disillusionment.

It is overly simplistic to cite;only un-
realistic expectations. as ' the cause of
considerable, widespread criticism of
schools at the beginning of the 1970s. The
country was weary of war and the young
l‘)itter about it; our expanding economy
appeared to be checked: an increasing im-
balance of imports over exports was be-
ginning to challenge the phrase. “as sound
as ‘a dollar”; our resources no. longer
seemed limitless; the alarm of conserva-
tionists over environmental rape was
clanging .more ‘loudly: inflation and re-
cession were twin devils; daily life was
complex; our urban problems seemed as
bad as before; ethnic minorities had come
along way but the road to further progress
was not at all clear; women were men's
burden of conscience; many-things seemed
not to go right. We had used and abused
schools as the vehicle to irﬁprove or chapge
all this and they had been found wanting.
A Ford Foundation report was interpreted
to say that the much-touted reforms had
not worked; tampus stress and tumult
were near-dormant ;+shrinking enrollments
suggested caution, not boldness; research
grants were hard to get: the professorial
Jet-set had dwindled to a few, now older.
With some communities confronting the
unfamiliar. problem of consplidating of
closing elementary schools, there were
those’ prognosticators who “solemnly
declared teaching to be dead as a pro-
fession! But it is unlikely that education or
educators will roll over.

Among those aspects of life celebrated
on the 200th Anniversary of the United
States of Armerica, schools loorn large.
While some hear only hollowness in the
words of tribute; those who:know our
history best are appropriately stirred and
are neither carried away nor turned off by
the rhetoric. They know that our schools
never have lived up to the most extrava--
gantclaims nor deserved the most scathing
criticisms.. Our institutions of learning

“have mirrored the strengths and  weak-
nesses, successes and failures, of the
surrounding society. -overly praised when
all seemed well in the land and overly
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cursed when little seemed w be gding
right. Perhaps this has been the greatest
weakness of these institutions —that they
have reflected our society too well and,
consequently, not served adequately as-
constructively critical, countervaijling
agencies. But this too. we have expected
of (hrem: that they be responsive, but
.conservative, that they reflet ongoing life
" around them. In so doing, we have vir-
tually” assured a succession of cycles of,
relative satisfaction and dissatisfaction,
each in a fascinating way conducive ‘to
successive cycles of change.
It probably is healthy, therefore, that .
~ the middle years of the 1970s find us be-
tween cycles, with neither the worst fears
nor the ‘most grandiose proposals of the
past two decades realized. We did not de-
school our society. Neither Pygmalion rior
computers took over in-the classroom.
That new generation about which we were
so excited goes no more to the polls and no
less to prison (or vice versa) than jts pre-
" .decessors. Our schools are not nearly as
good as the predictions of 1966 said they
would be by now, nor as bad ‘as many said
" they were in 1972. It appears that our
schools are marked at least as much by .
stability as by change. Between cycles,
then, we are at one of those stable periods
when reflection might provide the needed -
perspective before we move again. What
better time than, on our 200th Anniver-
"sary?

he long look at
{|yesterday,  today,
and tomorrow sug-
4 gests that exfending
opportunity for

the . most
significant areas .of
* !l change, and vyet it
remains the area of greatedt need and
challenge. It has two parts: access and
appropriateness. The struggle for more -
general access, ‘for fulfillment of the right
to learn, has béen carried on under the
rubric of equality of opportunity. It has.
taken place previously in .the political
arefia and in the courts, The drive for-
appropriateness has been more person--
« centered, drawing upon growing knowl-
edge about individual differences and
humanistic concern for the individual.
Looking back, with today’s conceptions
of what equality and individuality' in
opportunity -ard educational provision
mean, it is easy,to fault all levels of $&hool-
ing-for lethargy and backwardness. Thus
though the following notions’ guiding
provisiors for ‘free public. schooling
throughout the second. half of the 19th
century and wellSirf“) the 20th were

A N PO

.age will. become much éasier; news stories

. subject

enlightened for their time, they can easily
be taken apart-as, indeed, they” have
been - as discriminatory by contemj orary
standards: ’ {)
U Providing a free education upte a
given level which constituted the principal,
entry point to the labor force. '
U Providing a common curriculum for all’
children, regardless of background. .
U Partly by design and partly b'ecause_/éf
low population density, providing ylat _
children from diverse backgrounds attend .
the same school. . o
(J Providing equality ‘within a /given
locality, since local taxes providéd ‘the
source of support for.schools. /

With “the addition of individual
development to the stated aims, ffee public -
education simply to prepare for entry into
the labor force is not sufficient. Likewise, a-
common curriculum is regarded today as a
Procrustean anachronism. With the U.S.
Supreme Court having established in the
1954 Brown decision the. right of all
children to attend the same integrated -
local schools, the issue of what constitutes
equality is more complex: -Is bus-aided *
integratio_n (or its absence) equal oppor-
tunity? Is the right to establish a tax-
supported bilingual school equality? Is
access to many “schools of chaice”
equality? In regard to equality within a
given locality, ‘gross disparities in the
ability of local communities to- support,
schools have resulted in‘court challenges to
the legality of property taxes as the: prime
base for financing;schools.

Such issues are likely to be the motiva-
tion for and at the heart of educational
change for some;time to come. The issue of

who shall be educated is caught up in

expressions such as “lifelong’” and .

“recurring "education. Change will be
toward extending opportunity downward
to younger ages and-upward to older ones.
Access to the learning continuum at any

l
é
increasingly recount the phenomena of - §
“housewives in their 30s!" taking over com-
munity colleges, o
The issue of 'Jp.rov'iding for individual
differencés will be expressed in steady.
implementation of many inpovations
already largely accepted in concept. Wit-
ness this 1966 statement of what is not yet
widespread: ‘... . continuous puptl .
progress uninhibited by grade barriers; -
matter organized sequentially
around fundamental concepts, principles,
and generalizations; “ instructional
materials gathered together for the task at
hand and the varying abilities of the
learners involved .with it; criterion per--
formance standards inherent in the learn-
ing task itself; alternative classroom place:
ments  for learners .based on pupil
diagnoses and individual éxpectqtz'om.'



“duties.”

What will continue to trouble us is how

m ,vaxdc sxmultaneouslv for individuals’

“to.do théir thing” and for-all to acquire

the cducation’ they need for performing
“all social. domestic, civic, and moral
The sensc of - sin pcrccxved by
Mvrdal and our fear of sloth; if ‘nothing
clse. will protect against losmg sight of one
or the other of -these twm traditional
goals. :

Aruitoxt provided by Eic:

The immeédiate road ahead wxll see us,
attempting to restore some of our old sense
of community in regard to schooling and
education: Breaking out of the egg-crate
buxldmg and the 9a.m. to 3 p.m. schedule
into the larger community and the

*itinerant day will become de rigueur

among innovative schools’ There will be
new partnersiips among schools,
- public  health agencies, -

museums,

o)

industry, and public medxa——especxally
television — for educational purposes.
Communijty involvement will
widespread: more people will be part-time,
teachers (and. of course,
students) : But citizen involvement, after a
cyclone of rhetoric and-a short whirlwind:
of activity: will fall far shcrt of today's

. predictions. This is but one of those short

cycle

ich will move us, nonetheless, one
ore toward that visionary goal of a
iing society. Some good almost always

- .rubs off from such cycles of enthusxasm

and excess.
There will be changes in the ratio,of
_Federal, State. and local support for

“Change in our society and, therefore,

‘o

education. with the proportion pajd by the
firsttwo increasing and that of the third
declining. The courts will continue to play

" a significant role in the adjustments.

Accompanymg these changes will be
tensiun -regarding authority to make

~.decisions. This tension will carry the con- _

troversy far beyond the issue of decentra-
lization versus centralization into the finer
nuances of what is better centralized and
what decentralized. The stirring .of .this

pond will keep it muddy — to a degree,’ de- p

liberately. 'Some of the fun is taken out,
along with challenges to candidates for
public office, when lines of authority and
responsxbx]uy are defined too ranona]ly
in
education. has scldom been strongly moti- .
vated by desire to remove ambiguity. even

though we tend to place rationality high on
g P

our scale of values.
And so, in education, as in many other

,thmgs. it is the worst of times and the best
‘of times. The schools have not changed,

and do not change as quickly as some of us
would like. On the other hand, they
change much faster than others of us_
would prefer. They will not ‘be nearly as”
good by 2001 as some futurists say chey will

. be; nor will they be nearly as bad as others
. predict. We can safely assume that the
- predictions most designed to catch our

attention will be erroneous.~That there will

be no schools is a tantalizing thought but

no doubt it is wrong. That there is no o
future in teaching as a career likewise is |

{  wrong.

7

There will be several interesting. cycles of

. educational change before 2001 ; there will

be an excess of claims and counterclaims.
Careers will be_ made ofyboth kinds of
excess. At close range. nothing will seem to
be changlng except the appearance of
change. The long look will reveal, how-

'ever. that there has been considerable

health and vitality in a balance of stabxhty
and change over the past two centuries and
that ‘we nevertheless have many, many

" miles (sorry, kilometers) to go before we -

attain the learning society. In.that pursuit;
our. visions will change stili further.

LI
J

be -more

part-time .

‘
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| ustria's Archduke
Francis Ferdinand

"nated almost three
years-earlier, World
L : War I was at the
g A3 T height of its fury,

\ @ Soafly r.| and the United

P L7359 1 States was on the
.brink of entering the conflict. Soon it was -
‘not only to send waves of doughboys to the
_trenches in France but to become, thanks
to a rush.toward industrialization that had
seen marinfacturing surpass agriculture as
the chief source of the Nation's wealth, a

- crucial source of materiel in a new,

mechanized form of warfare. ;

Against this background of a convulsive
struggle abroad and a growing need for
skilled wérkers at home, the Congress /
passé anc/l'Presxdent Woodrow Wilson ™
signed — on February 23, 1917 —the land-
mark Smith-Hughes’Act. Introduced/by
Senator Hoke Smith and Representative

~Dudley M. Hughes, both of Georgia: the
new law broke with a centuries-old tradi-
tion by which preparation for work was ex-
cluded from the school curriculum. Cul-
minating years of effort on the part of
numerous individuals, organizations, and
government agencies, it provided Federal
suppert and leadership for establishing

" vocational educarlon in the Nation’s high
sclioois.

Not that vocational education, in the
broad sense of that term, was new. The
_discipline of learning certain basic skills
‘arose thousands of years before the birth of

.Christ when such metals as copper and
bronze began to replace stone, bone. and
horn as materials for axes;- hammers,”
knives, and othertools and implements,
Ultimately a trained work force emerged.
Thus in Athens beginning about 460 B.C.
a vigorous public works program —made
possible by craftsmen who exchanged their
skiils for wages — resulted in such splendid
structures as the Parthenon and the

Mausoleum at-Halicarnassus. The “

magmf'cent cathedrals constructed during
the Middle Ages spoke more eloquently
than w'ords of the glory of God. and;inci-
dentally of the availability of artisans .
~capab’e of building them. In subsequent,
centuries and notably in the United States,
the. development of a large corpsof well

. trained, highly skitled workers has been

fundamc'ntal to'technol og'lcal, economic,

and social advances of. unpar—alleled
dimensions.
At the time of our Natlon s foundlng

.and for most of the decades since, the
training of workers predominantly took the

form of apprenticeship. Job skills were
inculcated by father instructing son and
mother teaching daughter, or by arrange-
ments under which a beginner worked as a
helperto a journeyman or master crafts:
nian. Vocational education as such, how-
ever, was regarded assomehow less worthy
than other aspects of learning and there-
fore not appropriate as a classroam enter-
prise. In 4 History of the Problems of
Education, John Brubacher sees this atti-
tude as a remnar: from Athenian culture.

The Greeks exciuded vocational training ~

from the SCQOOI curriculum, he’says, be-

“cause the "'industrial arts were too closely

connected withtheamcient institution of
slavery” and thus carried “‘a serviie o

stigma.” In any case, education and work
were seen as being in unrelated realms, a

_point of view that was.te persnst over the

centuries. )
That they ultlmately began to come -
together was primarily a consequence of
the Industrial Revolution. which caused
production to be shifted from the home to
the. factory and from handcraft to power-
driyen machinery. Whereas early crafts-
men learned the entire manufacturing’
process, from obtaining the raw materlal )
to turning out the fmshed product, the

1

" for college and did little ot “nothing for _

machine worker was seldem exposed to -
more than a fractiezal part of what bis jot
was 2}l about. In addition, whereas the
apprenticesizrved a master who had a
traditional and often legal responsihility
for his training, behavior, and welfare, th |
neophyte faczory worker saw his employer - |
as a faceless corporation or a far-removed
capitalist who didn t'so much as know the
emp!oyee sname and had no par ticular
obligatiori to him..

Thus a gap developed wnth training for

* avocation ceazing to be attached to

production and instead being left up to th
individual. The schools were identified as’ °
the legical institution to fill that:.gap and . -

 help meet the Nation's égonomic need .

by producmg workers able to handle the
mcreasmgly complex industrial machine
and processes. There were also social pre. .
sures for the schoolstotake on a job-. .
rraining function —-so that they might

respond more reallstlcal!y for example, tc
the educational needs i the great mass of
yOung people. In 1910, to take a repre
tative year, only one of every four bozs or .
girls.continued their education beyond
elementary school —in larg s part} many

parents claimed, because the high school
curriculum was geared to students bound

these who wantéd to prepare for the new
kinds of jobs that were opening up.
Organized labor charged that the hlgh
schools served only asmali segment ¢ of thy

EMC
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" society-and were short-changing

~and daughters of working people

¢hservers pointed to the Land-Gr

College Acts of 1862 and 1890, whicn pro-,
'vided Federal support to establish and
maintain State colleges facused'on agricul-
vure . the inechanical arts, and the
Ssmestic sciences. If the: ederal Govern- .
sent could support suchl instruction in the

_ colleges. they insisted. it could do noless at .

N the secondary levelZA few States
| (Massachusetts, Pennsylvania, and Ohio
among them) had in fact already greeted

the arrival of the 20th century by adopting .

théir high schools. The champions of
reforin contended that the Federal

¥ Government would have to chip in too —
with money and with leadership —if the
movement was to catch ‘hold. :

National'pride also became a considera-
é tion, with the publication of the report of a

¥ Commission on National Aid to Voca:

tional Educatic:, .ppointed by Presidént
1 Wilson in 1914. "{n this wkole country.™ it
declared, “there are fewer trade schools

. than are to'be found in the little German

-kingdom af Bavaria, with a population not

1 much gredter than that of New York'City.

" There are more workers being trained at

-, public experise in the-city of Muriich alone

! than-in all the cities of the United States.
~_representing a population of more than

112.000,000." '

! The proposed new law nevertheless gen-
“terated considerable oppositien, pre-
s|dictatly on the basis of the costs involved
‘|but more especially as a matter of princi-
‘Iple. Aid such as that called for in Smith-
“/Hughes, it was claimed in the Con-
|sressional debate, not only posed the
at of Federal control of the schools but
iwould "'cause the States to lean upon the

National Government for the support of
their own educational systems" (as Presi- '
| dent Buchanan had said in vetoing a

3 . . N . .
! laws establishing vocational educationin ..
¢

i
DTS

redecessor to the Land-Grant College Act
of 1‘8612) . The bill's proponeuts dismissed
hese arguments and dwelton such mattefs
as equity, increased farm production,
strengthening the work force, and indi-
vidual attainment. _

‘.‘T’h'e we althy classes can always be sure

of such training as they desire for their
young." said Representative George '
Huddleston of Alabama in arguing fora
curriculum that included job training.
“but the man who toils for a day's wages
must educate his boy and his girl at the
public school if they are to be educatéd at
all.” Noting the greater yields that farmers
might achieve by applying recent scientific
advances in agriculture, Representative
Caleb Powers of Kentucky pointed out that
~itis the purpose of the bill before us to
help carry, especially to the children of
these farmers, such knowledge as will make

" them practical and highly productive

farniers.” Economic progress required that
Americans "born and reared in this coun-
try” receive proper job training, said -
Representative James R. Marin of Hlinois.
adding. "We cannot rely on immigrant
labor forever.” Declared Representative
Homer P. Snyder of New York: “Nothing

Will more benefit the country at large than .

the stimulation and direction of tie idea of

* the young to broaden their field of en--

deayor and to realize that mechanical and
business developmert is as valuable if not

* more valuable than the development
merely of their mentzl powers along pro-
fessional lines.”

The proponents ca rried the day, and
‘thus was adopted “"an At to.provide for
the promotion of vocational education; to
provide for cooperation with the States in.
the promotion of such education in
agriculture and the trade: and industries;
to provide for cooperation with the States
in the preparation of teachers of vocational
subjects; and to appropriate money and
regulate its expenditure.l’ While Senator,
Smith and Congressman Hughes were

, basking in the glow of théir achievement.

" Mrs. Hughes pointed out to her husband
that the bill said rothing about training
traditionaliy of interest to womzn. '
Promptly thereafter the reference to “agri-
culture and the trades and industries” was

. broadened to include "home economics,”

Ancillary to carrying out its objectives,
the Act contained scveral provisions that
have had a lasting impact on Federal sup-
port not only of vocational education but
of education generally. To deal with the
issue of "Federal control,” for example, its
administration within each State was
placed in the hands of a State Board of

" Education. Toward deterring the States
from tending to “lean upon the National

L

———

Government for the support of their own
educational system,” appropriations under
thelaw bear the condition that for each
dollar of Federal money expended, the
State or local communityor both shall
spend, at least an equal amount. (Cur-
rently the States and localities are over-
matching the Federal contribution by a
ratio of:more than five to one.) And o
ensure édequate planning and accounta-
bility. each State was called upon to de-
velop a State plan outlining how itin- ~
tended to proceed. and to submit annual
reports of how the available money was
being spent and what progress was being
achieved. ' ‘

Such features of Smith-Hughes as State
plans, arrangements for State adminis-
tration, and the requirement for matching
State and local funds became models for

-subsequent vocational education legisla-

tion; and the safeguards against Federal
control and dependence on the national
Govérnment did much to establish a Fed-
eral role in the operation of the Nation’s
schools. = 1 ’

. _v: " ! T
wr,-ﬁi@uﬁdmawzﬁ e

The Federal vocational education laws
enacted over the years sir:ce Smith-Hughes
have-become progressively broader in their
provisions; offering the States greater

- administrative flexibility, giving them

more optigns, and enabling them to afford
wider educational opportunities to youth
and to adults as well. There'has at.the
same time been established an educational
mechahism that,can be quickly responsive
in times of natiopal emergency, as witness
the 7.75 million ‘people who were prepared
for industrial jobs during World War'll.
With enrollments in occupational
training programs approaching 15 million
and with annual ‘expenditures for them of
nearly $3 billion — almost. 85 percent of ‘
that amount from State and local
sources — vocational education is now
recognized as a vitai component of the
school curriculum, notonly building a
foundation for ec}or_\omi'c progress but

. broadening the career horizons of indi-

vidual citizens throughout the Mation.
And * -np’th-Hughes showed the way.
-—~EDWIN L. RUMPF

' : Acting Director,

OFE's kos.adit 2 Vocationa! & Technical Education
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t about 6:30 in the
evening on Friday,
A October 4, 1957,
2l the news tickers of
4l the New York-

‘_7 based wire services
%] -iacked out a
priority bulletin.
Datelined Moscow,
it announced that the Soviet Union had
successfully launched the first man-made
satellite - “Sputnik,” short for “Iskust-
vennyi Sputnik Zemli.” meaning “artificial
. traveler around :he earth. ™ .

Almost as astonishing as the fact that * e
Russians had gotten Sputnik into orbi at
all, the reports noted. was its weight: more
than 150 pounds heavier than Vanguard,
the most frequently mentioned American
entry inwhat ' ¢ newspapers dubbed the
race for space.

Initially, at least, the American public
didn’t seem quite sure what to make of the
announcement. A Boston correspondent
for one of the national news magazines
reperted encountering “massive indif-
ference.” In Denver the word was that
“there's a vague feeling that we have
stepped into anev: era, bug people aren’t
discussing it the way they are football and
the Asiatic flu.” The Milwaukee news.
papers proclaimed that nistory had been
made, but they were referring to the
Braves’ first appearance in a World Series
asrepresentatives of America’s beer center.

As additional information became
available over the next several days the
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mood began to change. It developed that P

‘the three-stage Russian rocket that had
pushed Sputnik ajoft was nearly 20 times
more pewerful than that planned for Van.
guard, and that Sputnik’s polar orbit —
against the earth’s rotation — was deemed
far more difficult to achieve than the east-
west orbit contemplated for the American
launching: The letter-to-the-editor
columns were quickly awash with charges
that the newspapers were being duped,
that it was'all an' elaborate hoax per-
petrated through the use of strategically
placed directional radiotransmitters. The
more common reaction, however, was not
tisbelief of the phenomenon itself — after -
1ll, thousands of curious “moonwatchers”
1ad taken to keeping track of Sputnik’s
'omings and goings — but of the proposi-
ion that the Russians had been responsible
orit. Few had imagined that Russian
cience had advanced soTar. The'signals

had nevertheless becit coming in. There
had been the report in 1955, for example,
that the Soviet Union had trained some
1,900.000 teachers by that year, as con-
trasted with the American rotal of
1.360.,000; and that more specificaily, the
Russians were Preparing young people for

Careers in science at a rate of some 126,000 .

annually as compared with our 59:000.

“In America,” reporters were told by a
Russian scientist attending meetings being
held in Washington at the time of the
Sputnik launching in connection with the
International Geophysical Year, “you have
trouble recruiting young men to study
science. In the Soviet Union we have
trouble turning them down. With us,
science is a matter of pride, and everybody
wants to be a scientist.” Added Dr.
Vannevar Bush. then chairman of the
corporation of the Massachusetts Institure
of Technology. “If there's a youngster with
talent for science, they make sure he gets
all the.education he can take. We stilhave
bright boys who can't afford to goto
college. There‘ought to be some kind of
program for making sure our boys get all
the education they can take.”

hile Dr. Bush's remarks would re-

quire some de-sexing to make them
digestible today. his views struck a respon-
sive chord. Others quickly echoed them. In
1955, it was pointed out, one-third of all
high school students qualified for college
had failed to continue their education

//because of lack of funds, and more

particularly, higher education had for that
reason been denied to half of those
scholastically ranked among the top 30
pefcent. And as the Sputnik-stimulated
conversation broadened. this skimming-off
process was revealed to be only one among
a broad range of problems.

Surveys showed, for example, that the
colleges'and universities were having grave
difficulties in filling faculty vacancies.
Moreover, the proportion of top-quality
faculty members was declining. In the %
1953-54 academic year. whereas 40 per-
cent of all college teachers held doctoral
degrees, only 31 percent of the new faculty
members hired that year held doctorates
and by 1956-57 the figure was down to 23
percent. Part of the problem was that rela-
tively few ins: e ations cf higher education
even offered doctoral programs—only 160
asof 1957, and of that tocal 60 awarded
fewer than ten such degrees.a year.

or as many educators pointed out, l
were the trouble spots by any mean;
limited to higher education. Though the.

", United States took pride in ben:e the

leading nation in a world communiiy in
which'English was but one among a couple
of dozen major languages. only Spanish
-and French were being studied by any
appreciable segment of American high
school students. Overall, less than 15 per
centof the public high school population
was studying a modern foreign language
( not a surprising figure, really, since fewer
than half of the Nation's secondary:schools
offered such courses) and the same per-
centage held true for the three million
students attending college. And Russian
was particularly neglected. Witness a New
York Times editorial arising from the fact
that shortly before :he launching of -
Sputnik the'U.S. Office of Education had .
received copies of the mathematics and _
science books used in Soviet elementary
and secondary schools. Even ten months
later. the Times pointed out, the Office
had still been unable “to find persons with -
dual competence in Russian to make
comparisons from partial translations with
American school texts.” The situation did

‘not seem destined to improve. Scanty
though high school foreign laniguage
courses were, the su pply of teachers .
prepared to conduct them was nevertheless
25 percent below the demand. and mean.
while the number of college students train-
ing to teach foreign languages was steadily
dropping. - '

And there were other shortages as well.
With only 26,000 full- and part-time
guidarice counselors available throughout
the Nation's entire elementary and second-

- aryscheol system, experts said an addi-
tional 15,200 were needed in the high
schools aloue to achieve anything
approaching adequacy. According to
HEW Secretary Marion B. Folsom, the
Nation needed at least 159,000 additional
classrooms just to keep up with the '
expanding population, not to speak of -
dealing with overcrowded schools and half|
day schedules, Though the'direct responsi
bility for the conduct of education lay wit
the States, only six had full-time super-
visors of mathematics and science, arg
only two had supervisors for foreign
language instruction.

S

uch shortfalls and the need to givz
education a boost had not gone un-;

Q
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LATE T EDTON

noticed. In a special message to Congress
in January of 1956, President Eisenhower
had catlled attention to critical shortages'
“in medicine, teaching, nursing. science,
engineering. and other fields of
knowledge,” and a few months later he
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CROSSINGS OVER U.S.

Association that “our schools are strong

" points in our National defense. . . .mcre
important than Nike batteries, more
necessary than our radar warning nets,
and more powerful even than the energy of
the atom.” Former Senator William

E. TRACKED IN
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|
Visible With Simple
! Binoculrs, Moscow

Benton returned from a tour of the Soviet
Unian to tell reporters that “education has
becosite 1 main feature of the cold war
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_Russia’s classrooms and libraries, her
atosies and teaching methods may
aten us rnore than her hydrogen . »
bombs . . . .” Geperal Nathan F. i
Twining. Chief of Staff of the U.S. Air
Force, deciared that “the security of our
Nation i th€ years‘ahead depends as
much on the wisdom and skill of our engi-
neers, scientists, and technicians as it does
apon the courage of our fighting men. . ."
James B. Conant, former president of Har-
vi-d agread that education neéded help
-.ut insisted that it should be extended
across the board and not just in the areas
of science and engineering. What was
sceded, he sxid, was “not wore Einsteins
but more Vashingtons and Mazdisons.”
riec by such comments frore
national leaders, concern for .. seragthens
15 the schoo and colleges begi - .0
gather momentum. Ultimatel~ the cail
" ecame from several quarters for the Federa!
Governmeni to léad the way by raacting
supportive legislation. That proposai _
yuickly ran.'nto firm opposition. By faiing
to mention e'ucation, 1t was argued in and
out of Congress, the Cons

titution reserved
responsibilicy forits conduct to the States,
and thus t%e Federal Government

had no
business g=.2ing involved. Morcover, the
opponents dec

lared, Federal aid to the
schools and cclieges was asure path 1o
Federal control over them.

’ he advocates of Federal assistance’
. responded by dwelling on the vital
part played by:education in the Naticn's
progress and security, and on the proposi-.
tion that sincc the problems were national .
in scope they requirzd national attention.
Moreover, they argued, there was'pre- '

cedig't{(ovfhis kind of assistance —notably
in swch legislation as the Morrill Act of




E

1862 creating the Land-Grant Colleges,

. the Smith-Hughes Act of 1917 addressed 1o

vocational education, the Cooperative Re-
search Act of 1954, and the Library Serv.
ices Act of 1956. What proved 1o be the
most stirring stimulus to action came on
that Friday evening in the fall of 1957 with
the announcement from Moscow that put
the word “sputnik” into.American dic-
lioriari_cs.

The convening of the 85th Congress
three months later brought on the in 0.
duction of a rash of Federal aid to educa-
tivn hills - ultimately reaching some 150 in
all. The most acceptable proved to be HR
13247, introduced in the House by
Zepresentative Carl Fllioft and paired in
the Senate with S 4937 introduced by
Senator Lister Hiil. Having passed b. b -
Houses by wide margins, the hill wag’
signed into law by President Fisenhower an
September 2 a5 the National De fense ;
Education Act of 1958, designed “to
strengthen the national defense and to
encourage and assist in the expan-
sion and impr()\'('m_('nl of ecducational
programsto meet critical national needs -
and for other purposes.”

Meanwhile there had been the launeh-

.ing nfthe initial American satellite,

FExplorer, and the United States was off on

aseri. - anparal.eled ventures into space
that ».- .c 1o lead some 1 vears later 19 the
triumphant touchdown of 4 pollo 11 arthe
lunar surface. By that time the National

- Defense Education Act had recorded some

roteworthy achievements of its own,
ore than 1.5 million men and-
women had been enabled to pursue

higher education under NDEA's Title §1

National Student Loan Program. Tiy.- *

‘originally written o strengtheneleme, - «

and secondary instruction in science.
mathematcs and modern foreign
languages, had been broadened to include
50-50 matching grants to the States cover.
ing 2 wide range of subjects. The Title TV
graduarte followship program was o
expanding the supply of teachers and . rais.
g the quality of college faculties by
+nabling more than 15.000 men and
wornen each vear 1o complete their
doctoral programs. Tide' vV had provided
more than'$158 million to the States for
guidanee and testing and had helped raise
the number of full-time counselors by.
maore than 260 pereent, to 44.000. Under
Title V] { by this time also brnad(-nv(l) the
skills af some 122,000 teachers and educa-
tion specialists had heen sharpencd at
.'\‘I)'F.A-supporled institutes offering ad-
vanced training not onl7in counseling and

¢ foreign languages buiinsuch areas as’
reading. history. English, civics, and
‘Beagraphy. Thanks in large part to Title
VIT. the schools were making great€r use ¢
_such products of technology as television.
cor:puters, motion pictures, and tape re-
corders. Arid under Title VIIT, more than
85.000 young people had been trained in
such fields as electronics, drafting desigr:,
and data processing. while the number of
institutions offering technical education
had grown from 262 in 1959 to 1,100 a
decade later. Allin all, by the time Neil
Armstrong stepped on the moon. the
Federal investment in education through
NDEA had reached nearly $3 billion,
Among the various people who had
commented on the launching of Soutnik
was Chancellor Franklin D. Murphy of the
University of Kansas. and thisis what he
said: "“The inessage which this littde ball
carries to Ameticans, if they would bue
stap and listen. is that in the Jast one-half
wof the 20th century . .. nothing is as im-
portant as the trained and ~ducated = *
mind."” Clearly his fellow citizens had
stopped and listened, and the message had

come through loud and clear.

—MARK TRAVAGLIN?

Assistant Editor, American Educatior

.
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o BY RONALD AND BEATRICE GROSS

n the education of
44l a nation, as in that
of an individual,
‘ ,the greater part
f occurs outside of
Bl schools .and col-
M leges. As the dis-
tinguished educa-
SR M tional statesman

John Dewey wrote in 153G, “Schools. are-
“not .the ultimate formative force. Social
institutions, the trend of occupations, the
pattern of social arrangements, and the
finally -ontrolling influences in shaping
minds . ... Effectivé education, that
which reali- leaves a stamp on character
and thonght, is obtained when graduates

e

. come te .zxe their part in the activities of

adult society.” “

This is a touchstone of sanity in think. -

ing. about the roots of learning and
growth. We learn what we live. The class-
rcom offers one specialized kind of learn-
ing, +~-/ined to one period of life and
one part of the population. But the learn-
ing that enables individuals and com-

munities t6 meet changing conditions -
<" and fulfill their potentialities js not stored

L
':tha"ld and Beatrice Gross are. respectively Ad-
jinct, Pfofessor of Social Thought at New York,

2 Ljniversity,, and Associate Professor of Humanities

at the Coli¢ge ar Old Westbury (State University of
New York). They co-edited Radical School Reform
(1969) and Will [t Grow ina Classroom? (1974)and
are coordinators of The Free Learning Project.

'
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up during the years of schooling alone. It
is. as it has always been. the daily crea-
tion of people learning and living
together. The further back we peer into
our educational history, and the further
we look into its future, the clearer we see
the force of nonschool learning.

As we cast our eyes backward it be-
comes clear that’ our greatest teachers

‘were.the land itself. in its vast loneliness

and its promise of richness: the politica!
and economic challenge of . buildi.. |
whole communities, and later a whole
society, from the ground up: voluntary
groups. which the French observer Alexis
de Tocqueville rightly remarked as so
characteristically American: popular
culture. variously represented by early
newssheets, the  Lyceums
Chautauquas of the 19th century, and

" today's commercial and public television;

and a potent tradition of self-education

stretching from Benjamin Franklin and,

Abraham Lincoln through Thomas
Edison and Henry Ford down to Eric
Hoifer and Malcolm X in our own day.
Above all, the great spur to learning
was the American Jream itself. The driv-
ing idea was that in this new world a man
could fulfill his highest potentialities, be-
come 2l that he was capable of being. In
practice, to be sure, that noble ideal has
not been uniformly applied. Throughou’

‘our history, considerably less than -un-
limited _individual' opportunity has been

c. 88

and -

afforded to various minorities, and per~
haps' most’ pervasively to black Amuri
cans.. The ideal nevertheless  wvsists.
Thus in Frontiers of Americar Culiv o,
the cminent historian, Jataes Trusloe
Adams, observed after a life i.ze ey
ing c.1r past: '
7 = ‘i what has perhaps stri-k
prie mop t Rds been the almost unique
ino¢. o of 7. 5 America, and, due ',
¢ gt acgre of e rrunilies, the variely
«f yobs ond  positions —economic,
coctar, polstical or other—which any
inasviduul may find himself jilling in
the course of hislife. . . . from this has -
followed the need, above that felt in
almost any other country,-for constant
readjustments, wi:k their educational
adjuncts of one sort or another, at
almost any age . . . . This appears o
have been ar e:'muial.corollary to the
whole nature of American liferand the
American Dream. o .
Let’s focus in on some key moments in
Ameian history, to get at least a post-
hole sense of the pervasiveness and power
of nonschool learning. The first settlérs to

these shores faced, -and for the most part

mastered, a learning challenge that
dwarfs our highly touted “future shock.””’
Imagine uprooting your family to em-
igrate to China-:no, not China, more -
like the moon: an unknown, primitive,
uncivilized, awesome fresh world. At
once you face the task of disengaging

‘97



yourself from your cultural and social set-
“ting. of planning for the trip, of trying - to
foresee what the new world will be like, of
"planning and preparing for it. Once. you
get there you have the problems of ac-
climatization, of providing yourself with
the necessities of life, of creating o cul.
ture. of writing laws and running a
government, of creating a system of

justice! of providing rieeded professional . -+

services. What qther~ people have ever
faced such a challénge to their ability to
master new skills, understand situations

quickly. and well. make decisions, and :

create  together? Beyond all other
countries, this one has confronted its
people with the challenge to learn and
grow or die.

and  transmitted witRout reliance on
schools and colleges. We are taught that
Massachusetts established schools in every
township in 1647 and that Harvard was
founded'in 1636. But in fact what Mass-
achusetts did was simply pass a statute

which was honored more in" the breach”

than in the ‘observance until well into the
_19th century. And what was created at
" Cambridge in the 17th century was not
Harvard as we know it, but an inflated
grammar school. Our now-great univer-
‘sities— Yale. Princeton, Wisconsin. Cali.
fornia, and the. like— are barely three
- generations old, in the sense of being true
institutions of higher learaing.

ERI
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In carly America it was the community’
and its institutions which educated the
voung. “Schooling went on anywhere and
everywhere.” one historian’ has noted. "
“Pupils were taught by anyone and every.

one . . .and most teaching proceeded on
an individual basis.” If adults in
general - rather than professional

tcachcrszeducal_cd the children, who
educated the adults_? Their textbooks
were the agendas of theis town meetings, *

iy -

e

the Sunday sermons and mid-week “lec.

_tures” of their clergymen, the speeches

delivered on holidays and militia days,
the books, pamphlets, newspapers, and
almanacs which proliferated in the carly
18th crntury. Voluntary “organizaiion

came.to the fore early on. Its spirit is con- .

veyed by the Puritan divine, Cotton
Mather. who proposed in 1710 that
neighbors form “benefit societies” and
address themselves to the following ques-

3




nons.‘-whrch could well serve as the guid-
ing prmcrplea for-one of Ralph Nader's
-public interest groups today:
P!?!S'_’__(
ls -ﬂk cre any matter to be humbly mmed unto

the legislative power. to be enacted into a law
for public benefir?

-

Is there any particular person whose* dnsorderl)
behavior may be so scandalous and so notorious
‘that we may do well 10 send unto the said person
our charitable admonitions?

Does there appear any instance of oppression or
fraudulence in the dealings ofnny sort of people
that may call for our essaysto get it rectified?

Can any further methods be devised thar

ignorance and wickedness may be chased from

our people in general and that household piety
in p.:mcularm.ny flourish among them?
) i

When the founding fathers articulated
their notions of education, they [houghl
not in terms of schooling but of the entire
socxety : “jefferson was a great belicver in
schoolmg "education historian Lawrence
Cremin observes, “but it never occured to
him that schooling would be the chief cd-
“ucational influence on the young. School-
ing. might provide technical skills and
basic L owledge but it was the press and
participation in politics that really ed-
ucated the citizenry. Public education
was to ke only one part of the education
of the pub]lc. and a relatively minor part
at that.”

This point of view echoes throughout
the formative years of the Republic. It is
a far handsomer ideal than the mere
building and maintenance of schools. It
proposed a soc.ezy aesrgned and operated

as an environment fér learning and -

growth. Washington, in his Farcwell

Address, called upon his countrvmen to-’

“Promote. . .as an object of pritary im-
portance, institutions for the general dif-
‘usion of knowledge This commitment
0 the popularization of knowledge. to
the provision to every man the means to
know deeply and act wisely, is rightly rec:
ogmzed by Dr. Cremin as the true
‘genius of American educativn.” We
1ave not been. first and foremost, build-
:rs of educational systems. We have been
rmpowerers of learners.

Lacking great rescarch universities and
ven, for a time, towering i~ " gl
nd scientific figures. we * .ne ~ ex-
elled in the democratization of cuiture.
ome of the carliest observers ¢f pre-
evolutionary American life; as Merle
urti shows in Growth of American
‘hought, noted the unique diffusion 6f
nowledge here.- America, it might -be
1id, flourished on a it of little know-
:dge, rather than on pinnacles of con-
entrated brampower It was an interest-
1g ‘experiment which shaped’ntellectual
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life in striking congruence with our

democratic impulses. One would havs 16™™

be bold to claim tha: our contemporary
pattern—highly trained experts, expen-
sive profeéssionals, diplomaed and cre-
dentialed managers, and government
subsidized research—ls an unequivocal

~advance.

Even more than Jefferson, the founder
who symbolizes nonformal education is
Benjamin Franklin.
cated. LL swvertheless fullh recognized
the neel for institutional supports for
learners. His informal group of 12 mem-
bers, the Junto, met commually for 30
years to discuss ideas and initiate social
improvements. From. their deliberations
came a number of other organizations of
nonformal education: a subscription Ii-
brary, - the Amerrcan Phllosophlcal

B 90

Himse) self-edu- -

“county,

Society, an academy for young boys.

~ As America entered the 1Sth century,
the burgeoning of splendid initiatives in
nonformal ed ucation exceeds summariza-
tion here. Two stunning inventions must
be mentioned: the Lyceum and
Chautauqua. ‘T'he first, launched by
Josiah. Holbrook in 1826, endeavored to
popularize scientific knowledge through
the sponsorship of study groups and

. lecturers, and also to agitate for the es-

tablishment of “ tax-supported” public .
schools. In less than ten years it had.$, 500
local organizations, with -an overlay of
State, and national organiza-
tions. The chapters created libraries and
mini-museums, held weckly meetings, as-
sembled " and prowded equipment for *
scientific experimentation, and hosted
outside experts. Thoreau wrote in
Walden that “The one hundred and-
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Lycceums stimulated not only the public
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twenty-five dollars annually subscribed
for a Lyceum in the winter is better spent
than any other cqual sum raised in the
town. L

Following Franklin’s fm(‘ pattern of
stressing both individual self-improve-
and social .reconstruction.

school movement but also. some
historians argue, the establishment of the
U.S. Weather Burcau. library extension,
museums and seientific laboratories. the
National Education Association and the
American Association for the Advance-
ment of Science. '

In the late the

-19th .Century

’Chautauqua movement revived many of
the impulses behind the Lyceums, though

with added features —including summer
schools offering plays, concerts. lectures,
recreational activities, and formaual
———
courses; and for those unable to break
away. correspoﬂdence study and guided
home reading. The motivating forces
were religion, money, and self-improve-
ment - perhaps the most quintessentially
American educafional mixture ever con-

“Soap and scho,;ﬂz'ng, " cautioned Mark- Tuwdin,

Q
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cocted. The ideal of its inventor, John
Vincent, could hardly be improved on
today as an ideal for educators: “that
education is the privilege of all, young
and old, rich and poor, that mental de-
velopment is only” begun in -school and

college, and should be continved all of

life.”” With the passage of rime its small
town base, its;religious thrust, and its in-
evitable exces 3 and lapses have turned
its name into¥ synonym for American

middle-brow cultural strivings. But when .

it was vital, Chautauqua was an import-
ant vehicle in spréading progressivé ideas
on social, po!'.ical., and economic
issues — “the kind of thinking that sup-
ported the careers of Presidents -like
Theodore Roosevelt, Woodrow Wilson,
and Franklin Roosevelt,” according to
historian C. Hartley Grattan.

The Lyceums and Chautauqua were
mere]y institutionalized distillations of an
oceanic educational ferment during the

19th century. We can only tick off the.

nonformal educational

other agencies

and modes which proliferated: public

libraries, institutes like Cooper Union in

-l

“are not.as sudden ds a massacre,
;

) . ) [y i

.sociations of myriad kinds

New York, Lowell_ in Boston,*
Franklin in Philadelphia? vo]unlary -as-

men’s and women’s service and profes-
sional associations,
worker’s education, the popular press,
the great national debates over” social
policy, movements such as abolition,
temperance, women's suffrage, the
founding of experimental utopian com-
munities. ‘

Even more important than these enter-
prises - 'were the social and’ economic
conditions of the tim.. These conditions
were still conducive to. learning and
growth: young people could see, experi-
ence, and part1c1pate in the work of the
world as it occurred around them in
small towns and cities. Apprenticeship of-
fered training in most occupations, and
there were few restrictions based"on the
need for formal education and diplomas.
Opportunities were plentiful for many
peop]e to find and fulfill thelr aspira-
tions. .

Until thé last 50 or 60 years this Nation
thrived on an on-the-whole healthy faith

and
inciuding’

university extension,.
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‘motivation research? .

“can education

in practical rather than academic learn-
ing. Learning outside of schools and col-
lege had been the mainstream. Distrust of
schools stretches from-Mark Twain, who
remarked that "Soap and schooling are
not as sudden as a massacre, butare maore
deadly in the long run.” to Margavet
Mead, . who said: - "My grandmother
wanted me-to get an education, so she
kept me out of schoal.”” At the start of the
20th century, only ten percent of college-
age youngsters went on to callege: the
country was run by what we now call (to-
damage) “dropouts.” and ‘who
would argue that it was run with dis-
cernibly less humanity and reasonable-
ness, if without computer technology and

The significance of the Lyceums and -
Chautauqua lies in the models they of-
fered of an alternate tradition in Ameri:
alternate to our main:
stream conviction that education equals
schooling. Horace Mann's crusade for
public schools in i mid-1800s is usually
presented as an +ralloyed blessing. But g
there was another side to the matter, and
from our historical vantage point it as
sumes  considerable  importance.  “ln
1839, after hearing Horace Mann deliver
one of his talks,” writes philosopher
Maxine Green, “Ralph Waldo Emerson
wrote in his Journal: "We are shut in
schools .. .for ten or fifteen years. amiff
come out at last with a bellyful of words’

“and do not know a thing.” To know, for

Emerson, meant to feel his poetic ima-
gination soar. It meant to open, his soul to

moner,

. “The Great Com
the "oversoul,” to See by the "Divine light
of reason’ with which évery human being
‘'was endowed. The Common School,
teaching conventional or ‘common’ hab-
its of lhr)ught'a'hd perception, seemed to
h.t u harrier against authenticity. The
stiol cofoncers, hé believed: would
make esessiinle the self-reliance’ which
alapc oeenited God to enter-through the
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‘private door.” If, as was likely, the school
inculcated vulgar and self-serving habits,
or the values associated with Trade, it
would merely serve to perpetuate an in-
adequate society, an Feablishment that
was basically inhumaie.”

Of ¢ourse, Maan won. The public
school movement swept all before it. But
the suppressed tradition of nonformal,
anti-statist, individual education con-

tinued flowing underground. It bursts
forth periodically, when. the oppressive-
ness and ineffectiveness-of the established
system becomes intolerable. The most
thoughtful spokesman in our time Was

Paul Goodman, who thought through

.cawrcfully but boldly the ways in which

nonformal . learning could provide
answers to the problcmg‘,lesclling us in
education today. His credo brings tuhc-
suppressed tradition up to our own time:
Ideally, the polis itself is the educd-
tional environment; a good com:
munity éonsists of worthwhile, attrac-

e b

~sional organizations

}?{‘a,\and Sfulfilling callings and things

to do, togrew up into. The policy I am
proposing  tewds _in  this direction
rather than awayfrom.it. By multiply-
ing options, it showuld be~possible to
find an interesting Tourse for cach
individual youth, as we now do for ..
only sonie of the emotionally disturbed
arnd the troublemakers. Voluntary
adolescent choices are often random
and foolish and usually transitory; but
they are the likeliest ways of growing
up reasonat’y. What is most essential
is for the youth to see that he is taken
sertously as a person, rather than fitted
into an institutional system.

We do not have to peer into the past to
see the potency of noninstitutionalized
learning. If we merely open our eyes we
will see it all around us today. '

Even with schools and colleges so dom-
inating our vision of education, the per-
vasiveness and importance of nonformal
learning is readily demonstrable.
Consider the vast educational enterprises
of business and industry --occupaiional
training. inservice training, occupational

upgrading, manpower development,

management and executive training.
‘Add 1o it education in'labor unions - ap-
prentice programs, training of foremen

 and shop stewards —and an enormous

armed forces network involving corres-
pondence study. televised courses, and

. classroom insiruction. Pile on top of this
the educationat work of churches and

synagogues, community centers, civic or-
ganizalions,volunléry groups, profes-
with their conr-
ferences and conventions, the ‘naticnal
health organizations, museums and gal-
leries, libraries’ government agencies,
service clubs, and public television. Most

~
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significant of all, add in the' individual
learning projects which, rescarch reveals,
most adults engage in but’don’t consider
“educdtion” because tho) have. been
schooled to equate. lc.lrmng with taking
courses. L

The result of curﬁulaung these diverse

learning activities is to reveal the linea- |

ments of a vast nonsystem®of individual
and group learning which dwarfs institu-
tionalized schooling. "This is the kind of
learning by which Americans as-persons,
and our communities and society, really
keep changing and exv)andlng to meet
chauging rhallenges of- m(hndudx and
collective life. l"he quality of learmng

N, - —
THOMAS EDISON
and of life for us .as individuals, .and for
our Nation, is best “measured by the
quality of these learmng opportunities. If
they are’ narrow in breadth and un’
maginative in charactcr. our lives will be
parochial and urtenterprising. If they are
and challenging.
will be our prospects forgrowth. -

This is true even for chlldren Regent

analyses of the extant rcScarch on the

growth of youngsters in and outside of
schools— by Earl Shaefer, James
Coleman, .and Christopher Jencks—re-
veal three truths which should deflate the
educators’ chutzpah. First, the most

- rapid and formative: pcnoci of 'a persofi's

development occurs beforc he or she en-
ters school, and of course the family is the

"most powerful agency in l‘hls -develop-

E
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~“ment. Second, the Coleman report and

others reveal that the impact of the
school on students’ learning is much less

than we have thought. Finally, the Jencks'

report showed that schoolmg as prepara-
tion for adult lift is much less effective
than most people believed. In short, cach
of us is- csscnll.lll) shaped before school,
outside of school,and after school.

“In other'countri(-s, by the way, what we
call "nonformal education™ is increas:
ingly recognized as a prime concern of
those committed to cnhan(ing the role of
reason and learning in national life. In
nations as”diverse as Frafice, Denmark,
Yugoslavia; China, and Tanzania,
first plmuplc of educational theory and

practice is that.what we leam, what we*

become, derives from *he press of our en-
tire social and cultural experience. A
proper concern for education, therefore,
must far 'lransct(,:n(l preoccupation with
schools and colléges. It must emb’rdu‘ not
only continding education of d formal or
informal kind, but even morv what the
British cultural historian’ Raymond
Williams calls "the whole environment,
its institutions and relationships. (which)

actively and profoundly teach.” "Educi-

tion permancmc' is the label UNESCO
has given to this broader set of concerns:
it mlghl also bc dLSCrlb(‘d snmply aslearn-

I

.clusively on increasing the scope,

the - tion.

" serve us in

N

ing and growth that arelifelong and lifes

wide, supported by a congenial environ.
ment of institutions and laws. .

There is much talk today of the need to
move toward a "Learning Society.” But it
is rarely recognized that there are two

. ways to reachfor this great goal” One is to

further extend and strengthen schools
and colleges. The other is to empower
individuals to learn and grow byjgiving
them the resources, support, encourage-
ment, and motivation to move forwa¥rd
on their own. We can concentraté ex-
the
power, and the quality of férmal educa-
Or we cani choose to enlarge’ and
multiply the opportanities to learn
lhroughoul the lifespan and throughout
the'society.

The fact that we grcw "the second way-
suggests that this may be a style that can
the future. Having . once
learned together through our work and
professions, through our communal life
in city and country, through an inner
commitment to individual fulfill-
ment --perhaps we can create lhc‘k d of
climate where that native impulse can
catch fire anew. Perhaps we can go be-
yond expanding and improving formal
education, and become once agaln a
nation of learners. : :
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_uplift, and it was also clowning and |

_nafional movement. Though religious)

_ hungry could spend their entire summ

. scientific lectures and demonstrations,

resident Theodore

- .
Roosevelt once
called it “the most
American thing in
America.” Just -
about everybody. as

terest to women,.relatively few colleges
of the time having demonstrated any
enthusiasm for coeducationdl arrange-.
ments.

The subsequently developed circuit
Chautauqua. which was said by one ob-

‘9, .an cditorial writer of server to reach some 40 million pe ople
Vad

the time observed.
rcgardcd its arrival
as launching “lhc most important seven
days of the year.” It was called
G hdulauqua

And what was Chaul.luqun like, in
the closeup view of the turn-of-the-cem,
tury citizens who flocked by the family

to enjoy its wonders> It wias culture an(l
1

farce presented during the summer
under a tent pitched on'a vacanttot:- |t
was what pc-()ple did in‘those days in-
stead of going to'the nickelodeon of a'

subscqucnl era or of watching the tele-
vision that came later still. Only Chau-

tauqua was more precious, because it -
was available only one week during. lhc
entire vear. .
At least that was true of one variety
of the_species - the traveling company of
lecturers: orators. singers. classical |
mnusicians, not-so-classical musicians. |
Shakespearean actors, jugglers. and ' -
other performers whe roamed the !
Nation during the summer. The othcr
\arlct) was fixed. having become csta‘b
lished in southwestern New York Stat¢
in 1874. Orlgmall) intendéd as a surr
mer training program for Sunday schéol
teachers, it had set up shop on the |
shores of Lake Chautauqua, which §uve
its name to what was to become a :

instruction was the focus of the first
galhcrings within a few years the ses-|-~
sions had so expanded ‘that the culturé-

being exposed to language courses,

music, and ultimalcly such embellish-
ments as university extension work. In
time a School of Theology was estab:

lished to train candidates for the minis-

. try.and a four-year home study course

was organized. The latter was to havc)n
an important impact-on the cohcchof
sclf cducauon and was of parllcular n-

ety f

. - \

in more than 9,000 communities in the
United States and Canada Huring any
given season. also was essentially educa-

to be less sedate than that offered by its
settled namesake. In any case it might

+ tional in nature. though the fare tended

very well ifean Fraulein'Marie Mayer of -

-Oberaimmergau. Germany. lecturiag on
her appearance. in the Passion Play as
Mary Magdalene; Phil Clark and His
Marching Men of Song: Madame,:

,553'
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Ernestine Schumann-Heink of the
Metropolitan Opera. ‘Daddy
Groebeeker's Swiss Yodelers: The Royal:
Hand Bell Ringers: the Ladies Harp
Ensemble: or the star of Chautauqua
stars, William Jennings Bryan. It was
the Community Band of any town at_
all, perspiring in the late afternoon sun
as they led a parade of townspe opld
down Main Street  blaring out such
tunes as “"Put on Your Old Cmy Bon- -
net” and T Want a Girl jusl Like the
Girl That Married Dear Old Dad” to
the Chdulauqua grounds.

Despite its pep-rally spirit, the itiner-
ant Chautauqua was a well- organncd
‘Business proposition run by individual

- /entreprencurs rather“than by a natipnal
i : ’

1 Ed

Q

E

MC <, o T
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organnauon They usually met once a
year or so to exchange lies antl try to

steal ideas, but they operated on their '
own_ and their chief stock in trade was |

.. an cxceptionally slick tongue. Ong such
‘was a _personable fellow named J./Roy
Ellison, whose schedule took hiid one

: a&ernoon in 1912 to Bozeman,
,Montana.

- ‘?““ efore the train had pullcd away
[y Ay

and begun, as he said, to “case the
{main drag.” By_the nameplatcs on thé

/ shops he picked out what he figured was

the town's leading citizen, a lawyer, and
paid him a calt. The conversation soon

.....'..."..:;........,J....L_...J.

~'Ellison_had 7reglstercd at the-hotel

\ ' ’ 3
b

3

-

- ‘Bozeman was a hick burg inhabited by
hayseeds or whether on the contrary it
ujs__wad»\for Chautauqua.” Mr.
Ellison managed to recollect for the
‘lawyer's benefit whal Chautauqua had
meant to him as a small boy in Ne-
braska when he “first caught a ghmpsc
of the culture of the big cities,” and he

The original Cha uta uqua -

[

then and now.
g

3

guaranteed toicover all the costs. Such 2
guarantee ‘was in fact standard v
Chautauqua procedure, along with an-. «
othér agreement that the townspeople*
would accept whatever attractions were
offered, on an all-or-none basis.

~ Mr. Ellison’s nimble-maneyvers were
reminiscent of those of an carlier

reflected’on what_it could mean now as ‘manager, Harry P. Harrison, who in his
/bnok Culture Under Canvas recalled his

3 demortlstration of Bmcman s high-

mindedness.

The ldwycr quickly summoncd some |,
of the other leading citizens, ar/d within
an hour they succeeded not only in con-
vinfing Ellison that Bozeman was mad»
for/ Chiautauqua but in forcing on him

! ‘torays into various towns in South
Dakota )usl after thc (urn of the cen-
accmnmpdauon traim (onc wnhout a’
regular schedule) he. would arrange for;
the crew.to le: Ihlm know uhon they
were ncarmg a’‘town. Thcn h(- d quukly

boiled doyvn to the question ‘of whether . an ironclad agreement by which they .
»" d /. . : o 9 6 5 :
) : : - . Lo :
Y ‘ . 105
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mones. the dea being that evervone
should be wealthy because wealth opens
up opportusiey to do good works (and
though the Rev Conwell didn’t specif-

wallv sav so have a bang up tme in the

barwaimy 7T sav vou ought 1o be rich.”
he prodaimed. “You have no rght wo

he jroor

hecause money has power
Fhough the speaker didn't get around
to providing the redipe for acting on his
rapune tion. his audiences never failed 1o
agree that the Res
cracker jack ddeq
Lhe central attraction of Chan

Conwell had a

tangua, however lay not so much in
the begmilements of individual per
tormers bt the break s arnival pro
sided i Lite's toutine. Weeks ahead of

nmes buggies and dravs and tacer

Madel T would be festooned with ban
aers proclaiming “"Chauarauqua s
Comitg!” Teading citizens wore over
sized buttonhole tags ~owing 'l Be
Phere 7 The library had aorun on such
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books as Feur Girls at Chawtauqua, At
the town's social center, the soda foun-
tain, the people could talk of nothing
else.

Then carlv one morning. usually
Momdav, a group of men wouold starn
clearing the big 1ot behind the hard-

ware store, chopping down the weeds
1

and moving away the junk. The con
chusive signal that the magic moment
wds at hand came with the appearance
of wagons loaded with mountainous
piles of brovn canvas. Some of the
older hovs were selected o help put up
the tent. an honor not far removedl
trom winning the town horseshoe pitch-
ing championship. By the next morning
A would be in readiness, the seats in
neat rows, the American flag draped in
place . a piano at one side of the plat
form and the speakers” table at the
ather The small frv would meanwhile
hove gathered along the railioad line,
cach tving o be the fist wo spot the
putf of the engine.




he train usually arrived ar about

noon, While the citizenry gaped
and applauded. the tilent would
grandly disembark and set out for the
hotel. led by a welcoming committee
composed of leading citizens. Then a
few hours later as evering approached.
the town band would start to play, the
people would gather. and with the
mavor and other cty officials and the
performers in the van, everyeae would
parade to the big brown tent

The superintendent of schools was us-
ually the master of ceremonies. and he
would get things started by introducing
every last dvie leader who had anything
whatever 1o do with making it all pos-
sible Finally the show iself would get
under way,

The first act might well be a troupe
called the Flovds of Boston, with a pro
gram of mind reading, magic, and
musical interludes. Perhaps there would
follow the Indian princess Watahwaso.
Latde Ahce
the child elocunons

singing fnthal sons

Schiode and

whistler . Professor Pamahasika and his

trained dogs, and monkevs: a
singrny wroup called Dunbars Original
White Hussars, or David Roth, the
Man Who Remembers Foervihing
There was alwavs at least one lecturer.
and thoegh the talks might get o
such controveraal areas os hee school
hooks and women’s suflrtage, there were
no catcalls and no members of the aud

Caty

1ence rose 1o take issue with the speaker,

whatever their private thoughts,

It the town was particularly fHruunate
there would appear during the eck g
Large featured, sweetspinted man with
a commanding platforin manner and a
speaking verce such as the Nadon had
never knowis William Jennings Bryan,
known varionsly as The Silver Tongued
Orator, The Great Commoner, The
Flower of the Flock, and the Grearest of
Them Al might favor the tolks with
“The Value of an Ideal,” "The Price of
a Soul,” or his all.dme favorite, "The
Prince of Peace.” My, Brvan held them
enthralled. Later they might confess

that they couldn’t exactly remembes
what he said, but they agreed they
would never forget the experience.

nevitably the final night would

arrive, the concluding lecturer
make his last dramatic gestu-e. Next
morning the tent would come down, the
wagons would puil their load to the
railroad siding. and the signs and
pennants would droop listlessly. Where
the tent had been the kids would kick
the hot dust. looking for lost coins.

Then in the 19205 as radio became

universal, the audiences began to dwin.
dle. Rural depression made the guaran:
tee harder to sustain, Finally, a livde
more than half a century after that firse
assenbly in southwestern New York, the
tents were rolled up and packed off for
ever. Only the summer colony
Chautiuqua Institution  remained as a
reminder of a movement thar once was
an educational powerhou 1 sthall-
—L.ESLIE RICH
Mr. Rich is a Freedance writer in the New
York arez,

town America,

Q
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O

he decades following
the Civil War were
marked by g spurt
Cof innoviation in the
United States, and
Y noteworthily in de
velopmients having

to do with educa
tion.

Phe American kindergatten came
into being. normal schools blossomed.
the high school began to become uni
versal and standardized. such new insti
tutions as the Land-Grant colleges made
postsecondary training available to 1ich
and poor ahike. cocducation became the
norm.

And there was the emergence of that
mteresting contribution to informal
education. the cartoon,

Like our education swtem jeselt . the
cartoon had ies 1oots abroad bur soon
acquited g distinctively American hat

RIC
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acter And as e did so. it developed in
three somewhat different directions,

There was first of all, beginning in the
1800s. the cartoon as an editorial com -
ment on newsworthy events, Increas-
inglv. as the years went by, those events
had to do with education. In 1925, for
example, the newspapers were filled
with articles about the trial of a high
school teacher named Scopes who wos
comacted of breaking o Fennessee Law
that 1o effect prohibited dasstoom dis
cussion of Darwin's theory ot evolution
hat theory, mam prople declared. ad
vanced the clearhy insulting p1roposition
that man was descended from monkeys
In the view of the editorial cartoonist
for the Philadelphia Inquerer at was
the monkeys that were insulted

99

Another major news event of 1945
was . US Supreme Court decision
overturning an Oregon L passed thiee
vears earlien that in effect abolished
nonpublic schools (which was to sav.
those operated by the Catholic chuich)
in that State. The court found this law
ta be clearly unconstitutional, and the
Newark News felt tha the State de
served aspanking for suggesting it in
the first place.



Forty vears later the big news in edu:
cation was the impact of the postwar
“"baby boom.” resulting in overcrowded
classrooms and harrassed teachers, a
situation neatly summed up by Her:
block in the Washington Post.

About a decade after cartoons had
hecome established on the editorial
rages of newspapers they began to be
featured in the carly humor magazines.
Though often topical, the basic objec-
tive of the magazine cartoon was to be

cntertaining. Thus Puck, the pioncer of
such American periodicals, in 1883
satirically commented on the dime
novel  considered at the time to rank
with slang and pool halls in corruptive:
ness - and in 1890 suggested how a new
teacher might advisedly approach the
problem of maintaining disciplinc.

The magazine cartoon in perhaps its
most elementary form - essentially a
drawing more or less illustrating a
printed joke-- was customarily found in

the college humor magazines of the
1920s. At the other end of the scale
were (and still are) the sophisticated
cartoons developed by the New Yorker
and typified by a droll 1954 insight into
the advantages of exposure to a course
in art appreciation. And somewhere in
between were the down-home cartoons
in such mass-circulation publications as
Liberty, a favorite of the 1930s being
one dealing with the adventures of a tad
named “Hardtack.”

ERIC
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From the third line along which car
toons developed, starting in about 1895,
came the so-called “comic strip.” While
this form of the cartoon has seemed
more often devoted to mavhem than o
merriment, many examples of the genre

ERIC
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justify the name. Thus in “Miss Peach™

an inclsive and witty comment on the
difference between studying and learn.
ing. and in “Peanuts” a wonderfully
cvnical definition that Charlie Brown
and evervone else might well ponder.

1 (,)’ ]

In any case, this is more or less how
education and cartoons have grown up
together during the past century or so,

—FLORENCE H. SELDEN

Mrs. Selden is a Washington-based free-

lance writer.
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’ml o contept govern:
20 w ing man's relations
P with man is more
heady and beguil.
ing than the onc as-

Bl Declaration of In.
A

pendence as self-
RNkl cvident:  that  all
men are created equal. On this glittering
generalivs successive  generations have
striven to build a svstem that will give
evervone an cequal chance. But there are
questions:  If evervone is born  equal,
should not the governance svstem remain
aloof? Or. on the proposition that life itself
produces inequalities, should it not devise
rules and procedures for maintaining the
balanee?

The author of that provocative phrase in
the Declar »tion was throughout his life an
cducation zealot. He said: “Enlighten the
people generally. and tvranny and
oppression of body and mind will vanish
like evil spirits at the dawn of dav.” He
said: “Any nation that expects to be
ignorant and free, in a state of civilization,
expects what never was and never will be.”
And only three years after writing the
Declaration  of Independence. ‘Thomas
Jefferson and his friend George Wythe
prepared for the consideration of the
Virginia legislature A Bill for the More
General Diffusion of Knowledge.” It was
intended to make universal education
possible at public expense. Each free child
(i.e.. each white child) would attend

Mr. Flam is the editar of PRt Delta Kappan

Q
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BY STANLEY ELAM

school for at least three years without
charge. There was also to be a secondary
and higher education system operated at
State expense, with free tuition for the best
scholars ( boys only) of poor parents,
though the less gifted offspring of the poor
would be rigorously winnowed out,

It is a mcasure of the evolution of our
democratic values that Jefferson's plan for
education in Virginia is now considered
supremely elitist. whereas in his own time
it was judged so excessively philanthropic
and hopelessly naive that the legislature

refused even to debate it. Note that
Jefferson  could call for “general
enlightenment”™ but exclude girls,
Indians, and slaves and see no

inconsistency. Small wonder that we are
still groping for an acceptable definition o
universal education despite having
debated  the concept in philosophical,
political, social, and economic terms ever
since Jefferson wrote to a friend in 1786
“Preach, my dear sir. a crusade against
ignorance, establish and improve the law
for educating the common people.”
Toward that end many writers and
intellectuals at the turn of the 18th
century offered ideas for a national system
of education in the new Republic. A
winning essavist in a  competition
sponsored by the American Philosophical
Society (of which Jefferson chief
officer) suggested schooling for all male

was o




children from age five 1o 18, with every
parent o see to it that his child either
attend a0 dasstoom o1 teceive g

amount  of instrucuonal
time ot home. A number of writers called
tor o svstem supported. ar least in part,

raised by o tax on

(()III]K‘II\.I[IH".'

from a tund to he
lnnlw'll\‘

No natiomal swstem was ever adopted, of
course . for o variety of complex Tedsis.
Firat. by the end of the Colanial period the
idea of local control was already firmly
fn additon, rraditions varied

New  England 1o the

entrend hed
so greatly
Carolinas, and communications were o
difficult thar while national uniformuy
rolled readity from the pens of the essayists,
it was in hard reality virtually impossible of
Maoreover, there was no little

from

achicvement
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opposition  to the idea  of universal
cduciation and  the  egalitarianism it
implicd. John  Randolph  proudly
proclaimed. P Jove  liberty: 1 hate

equality.” and 4 subseriber o the Raleigh
Regester wrote, "I hope that vou do not
conceive it at all necessary that evervbody
should be able o read, write, and cipher.”
While it s probably accurate to say ihat
most people in the ecarly national period
took a somewhat more liberal stance, the
idea of providing  education  at public
expense was something else again. Well
mto the 18005 in such bellwether cities as
New York and  Philadelphia, education
was available 1o children of the poor only
as a matter of private phitanthropy, not
public policy.

People reared on the

103

pro-education

aphorisiis ot Jefferson. James Madison,
George Washingoon, and  Benjamin
Franklinm. may m tace tind it hadd re
appreciate how seanty tormal education
was in the early Republic. Notmare than
one school age child in ten was enrolled in
A State or community supported  school,
because sotew of them existed . and so tar
as higher education is concerned, in 1776
there only - about 3,000 living
graduates of the nine American colleges,
or one college graduate among cach 1,000
people. Tt until 1870 that
than 50 percent of the adult population
had graduated from any kind of secondary
school, public or private. Despite tlie hopes
and entreaties of George Washington and
Thomas  Jefterson and  other Founding
Fathers. cducation  remained
little more than an ideal over the tirst half
of the Nation’s history,
Amaong  the tirst 1o
concept of a4 “common’ school for all, s
an nsttment for removing barriers
between ditfering socioeconomic classes,

were

Was not maoiure

universal

enunciate  the

was a Virginia Federalist named Charles
Fenton Mercer. The equality on which
our (democratic)  institutions  are
founded.” he wrote 1n 1826,
too intimately imterwoven in the habits of
thinking among  ow
obvious that it would be greatly promoted
by their continuance together, tor the
longest possible period. in the same schools
of juvenile instructdon: to sit upon the
forms:  engage  in the  same
competitions: pattake of the same
recreations and amusements, and pursue
the same studies, in connection with each
other: under the same discipline, and in
obedience to the same authority.” In short,
he saw 4 public school system as providing
a means of perpetuating the American
structure by preventing
from

“cannot be

vouth  and s

same

democratic

ceonomic  status

differences  in
undermining .
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the
cotnmon

Mio Mereer’s notion ot positive,
|('\(']i|!g the

})('I)I;'f'.l(('(l the thinking of retormers tin

1ote ot s hool

several o decades b retlected  an
contemporay talk abouat developimg
“new education T Tt was used  as an

Arguinent agamnst the expansion ot P ate

schools Soon 1t was to become
tfundamencal the
gradually swethng tde of immigrants trom
Lackmg tradhicions

subject. s

“Anmencamzsmg”

democraue
mans
toalien philosophies s

countries

aiud observers

thus
pointed  out
Haorace Mann said in one ot his TepPOTS as
Sevretary o Fducation m Massachusetts,
“Evervhody acknowledges the justness o
the declaration that a toreign people. born
and bred and dwarted under the despotism
ot the Ol World, cannot be

into the full statnre of Amenican ditizens

tanstorned

mereby by o vovage across the Atlantic or
the  oath o
more basically,
all at
heing

toy
And
cducation tor
inereasingly

by subscribing
naturalization
unnversal education

public expense  was

seen as tundamental o the achievement of

such new national purposes as ingreased

and Highting poverty and

productivity
crime.

Thus  emerged  the  great Common
School Movement, sometimes called
“Horace  Mann's  Crusade,” the grand

design of which was apparent in most
States by the time of the Civil War. ‘There
were stringent laws against child  fabor.
Compulsory school attendance laws were
being passed. The school was longer  now

a full ten months in many cities, not the
three winter months of Colonial  davs.
‘There were untform textbooks. like the
Noah Webster spellers. and there were

mote and more public secondary schools
(althongh it ook the Michigan Supreme
Court’s 1871 Kalaimazoo  decision  to

establish secondary edacation as a recng:

nizesd paart of the tax su})}ml'u'(l svstem),

Q

RIC

Aruitoxt provided by Eic:

THOMAS JEFFERSON

By 1860 America was committed to four
fundamental principles: There would be
comimon schools available without cost 1o
the voung of the whole community. Such
schools would provide students of varving
backgrounds with a minunum conunon
educational  experience.  including  the
intellectual and moral learning necessary
to the exercise of responsible citizenship,
while avoiding  areas  that  might  be
destructive commitment  to
universality. 'The common school would be
a community ceffort supported by taxes,
And finally. the commaon schools would be
controlled by the overall community
through eclected  representatives  rather
than by sectarian, political, or cconomic
groups.

What came after the Civil War can be
called. in the jargon of our own time,
implementation, or at least major progress
toward that end There were to be many
reinterpretations of the basic principles
The effort to make education avaitable on
an cquitable basis to all young people often
faltered. and continues to do so, notablv in

of &

ceonmnic
Chicanos,

On the
however,  the

cases  of  ethnie and
blacks,  Indians,
and ot females
numbers,

the
minorities
and  the

basis  of

I\()l)l
sheer
movement towaard universal education has
been  thumphane and by naditionat
standards revolntionary,

As earty as 1910 some 79 percent of the
Nation's school age chikdien
and gitls between the ages of five and 17
were in tact in school. By 1930 the figure
had risen o better than 90 percent, and it
stands today at 96 pereent. This upsurge
was in part stimulated by various court
decisions (e.g. Kalamazoo) and in part by
mereasingly State and local
financial The clincher,
however, cane from the ompulsory school
adopted over  the  six

that is. bovs

LENerons
provisions.,

attendance  laws

decades following the enactment of the
first such law in Massachusetts in 1852,

The traditional view of creating an
enlightened citizenry aside, two primary
motives spurred the compulsory education
movement, There was most obviously the
humanitarian desire to keep children out
of the mines and factories. often
mentioned but present nonetheless was the
feeling that the wilder impulses of the
voung had to be brought under control,
and this custodial function was turned over
to the schools.

The immediate result, in any case, was
that the concept of universal education
became at least in numerical terms a
reality. For the long term, moreover. the
compulsory attendance laws had an effect
on cquahzing educational opportunities
that its proponents doubtless did not
forese~. For the principle of these laws
came .o be seen as applying not just to
youngsters  who might otherwise be
working in a sweat shop or a mill, but also
to thousands upon thousands of boys and
girls the handicapped. for example
who in former times would have been
rejected by the schools. As has heen set
forth in a number of Federal education

I.ess

104

1147




ERI

laws and either stated or mplied in some
of the most far-reaching court decisions of
our time, compulsory attendance s now
seenas beng a two way street imposing an
obligauon not only on all voungsters 1o
attend dhe schaols bhut on the schools o
educate  all tashion
suitable o then

voungstens, meoa
tdividual needs
America isoom short, on the verge ot
becoming traly a “learing society,” Poday

atany ane time nearly 29 million people

more than one tourth ot the  entire
population  are entolled in tormal
cducation programs, and of course the

number of leamers would be far greater
than that ot 0 inchided those putsaing
programs  offered through  educational
teiesision More than 61 the
adult populadon ¢ those 99 vears of age or
oldery are high
compared with 49 percent ten vears ago
and T percentm 19100 Nearly 60 percent
school

percent of

school  graduates,

ot the current high raduates

continue thew education at a college or
university. many of them under “open
enrollment™ plans that smooth the path
toward higher learning  for individuals
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“eollege
Lhrough  such  Federal
programs as the Busic Educational
Opportumty Gomts. the Nation has in faet
making .
colley

never  betore  considered

material

gone a0 long wav toward
conumitient  to provide 0
cducation o1 it cquisatent o

qualitied vouny person willing to muke the

every

necessary effort.

Mareoser, wraduation from a4 high
school o1 college s no longer seen as the
cnd ot schooling . Adult education in many
torms - public and private, formal and
intormal, for pleasure and  tor profi

nowadavs touches the lives of nearly halt
the adult population
another. Ac the other end of the woale,

tormai schooling is fast becoming standard

one  utme ot

in carly childhood. Kindergartens have of

cowse long since been comumon and are
now available at public expense in more
than half the States. But there s also a
significant movement oward
schooling . with 13 States making children
down to the age of three eligible tor State
or  federally supported  education
programs. The annual cost of the array of

nursery
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educational  opportunities  available 1o
Americans today is some STOR billion
neatly cight percent of the Gross Nutienal
Product. the highest percentage among
the developed nations, ;

It must be acknowledged that education
sull falls short ot tue universality, more
partteularly - in than in
numbers. For asignificant propottion of
especially those from
disadvantaged  backgrounds, much  of
current educadonal practice just doesn't
“take” The treatment of minority
children, and of the handicapped, leaves
nch 1o desired  Lack of money
continues  todeprive  many promising
voung peaple of a chance to reach their
full potendal.

Sull, universal education is far closer of
achievement  than it has  ever  heen,
anvwhere in the world. And as Horace

effectiveness

children .

by

Mann and Charles Fenton Mercer had
foreseen, it has  made  a major
contribution  perhaps the major

contribution 1w keeping our democratic
principles  and  institutions strong  and
vibrant, {
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- HenryBarnard’s Crusade

s boy hiving
Connecticut in the
[R20s Hena
Barnard hated
sehool, Perluaps
that's whey he grew

up to become

alony with bis

tricnd and contemponny from
Moassachusetts, Horoce Mann

1ath .
educational tetorm and in tact one of the

one ot the
oS deading champions of
most distimguished bigures in the hiustory ot

Amencan education
Hemy Barnard sorote the flist svstematic

treatise on school architecture, compiled
the first comprehensive body of hiterature
i Amenica on the artof teachimg o and
helped 1o tound the first colteges spea
ficaltv established to train teachers, He
successtully pressed for the first nationwide
census on the condition of schooling. He
argned so persuasively for the creation of a
nationad education agency that whenin
1867 Congress authorized what is now the
United States Oftice of Fducation, he was
the only candidate seriously considered to
head it The volume of his editorial work
nltimately reached encvelopedic propor
tons. covering what wonld seom o have
been every conceivable aspees of education
not only in the United States but abroad as
well, and as a vigorous and eloquent
speaker. no group was too simall to com
mand his presence.

T he “common’ school he attended as o
vouth in Harttord was probably no worwe
than others in the fledgling Republic. Sup
port tor prublic education was ac hest
mcagre, primarily because most people telt
that whatever tax money thev were e
luctantly persnaded to part with could be
put to better use. Those determined to
cducate their Children. and able to afford
to doso, nsuallvirned to private academ
jes And so the common school limped
along  regarded with littte more esteem
than the town jail. ‘T he few textbooks
made available to the scholiars were old
and tattered Slates and chatk were re
garded as barelv tolerable frills, The
nckery, tamshackte schoothouses were
freczingly cold in winter, sauna bathsin
summer. But the biggest problem was the
teachers. Generally only a trifle more
advanced than their students, they were
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Henry Barnard in his later years

judged chieflv by their ability to “keep
school.” which was taken to mean terror
izing high spirited youngsters into ehe-
dient doctlity. Young Barnard found his
Jasses “miserable” and the discipline
“cruel.” By the time he turned 12 he was so
desperate that he and a classmate devised a
plan o run away to sea.

Fortunately his well w do father, who
had thought the public school would pro
vide aleveling experience, overheard the
plotters Appalled by his son's nhappiness
he shipped the boy off o a private aca
demy, and from there voung Barnard went
on to Yale University, where he became a
killed debater and an avid student of
iiterature . After graduating he took a job

as teacher in a small school districtin
Pennsvivania and later recommended that
every voung man insearch of a career try
teaching, for a vear, as “the best way to
settle in his mrind what he has learned™
Young Barnard kept precisely o that
sehedule, leaving the classroom to spend
the next several vears  supported by his
tather and armed with letters of intro-
duction from prominent New

Englanders  traveling in the United States
and Furope. In Washington he went to
dinner at the White House and sat in the
galleries of Congress as Daniel Webster
and Henry Clay locked horns in their
famous tariff debates, In England he spent
adavin the country with Wordsworth. In
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i 80708 the new United States Department of E
oo SLOOU per vear i this twao-story butldmy

ducation ( Commussioner Barnard and his three
at the corner of I4th Street and New York

assistants) rented rooms af
Avenuwe o Washington, D ¢

Switzerland he visited the school where
Johann Pestalazza was liberating children
ttom aore learmng . and tevolutionizing
cducation i the proces After a swing
through Germany and Italy he hued in
Parescunod s farher s final ilness hrought

him home

sk Hartdord and now 26 veass

old he settled down tostudy Taw

and Liter to enter politics Hart
fard vorers having elecied him in 1857 1o
the Connecoous General Awemnblv Ita
single event canld be said to have launched
M Bartard's Career as an edue attonal re
acareer that ulmrm[e'l\'s[mlmml
1w hiy sponsorshup of g bill

tonmer
O vears
calling tor 4 State Commission 1o Hspedt
public schaal tacilities and insgre tional
programs. and o reconmnmend nnprove-
ments Wihnle the commission would hagve
no cnfoncemen power. My Bamard fore-
saw that it could tocas public attention on
anissue he considered fundamental to g
democracy that had tought wo long and
hard for polittcal treedom. Inosuch a na
nonshe felt, consistency and wood
onsarence required that education of the
connger generation should not be reserved
st to those whose families could aiford

he private academies bt rather should be

oftered freelv to all, in schools that main-
tained good standards and were casily ac.
cessible. “The Commaon school )" he told
histelow legislators, “should ne longer be
tegarded as common becaase it is cheap,
inferion and attended on'v by the poar.
but common as the light and air are « am-
mon because its blessings are open o all
and emoved by all

[he Dhill was passed. the Connecticut
Board of Commissioners for Common
Schools was established , and My Barnard
accepted the pleas of his associates wo leave
hivlegislative post and become the com
HISNON'S secretar v effect. the State's
chiet school officer. He served fou Vearrs,
Ihen g shittin the peditical winds led o
new legislarure to abolish the board . ]
farted "My Barnard said. but in fact he
had done muach wo help Launch o public
exammation of schooling that in tme was
timpel American edication into a nesw
erd

opersonad visit and extensive cores
pondence he had made an mventory of the
State s schoal resaurces that was to become
amaodel for similar assessinents elvewhere
Among aother things he found thag the
nerage entolliment inthe State's 1,700
school dhistrices was onlv 52 children, wo few

thatonlva severelv limited curric utum was
feasible. Such anty enrollment also
demonstrated that the lack of compulsory
attendance Laws meant tha many children
never saw aschool. Those that did tound
themselves in classes in which CVETVOINe wis
lumped wogether, there being no grades
arvanged according o age or ability, T he
school “vear " lasted for only a few weeks in
surnmer and o few more in winter, the
schedule depending not on the lessons to
be covered but on how long funds held out
to pav the teachers and by wood for the
stove There being no statewide standard
for textbooks the s hools settled for what
ever thevcould get their haneds on, the
gaiding principle being minimum cout.
Notasingle distriet had professionally
trained teachery, and in fact no ¢ ollegesin
the State offered sach taining.

ppalled by what he was dis

covering, Mr. Barnard went pub-

licospeaking before scores of civic,
parent, and edueation groups. addressing
the State legistatire, and turning out hliz-
sards of articles, pamphlets, and treatises.
Virtually alone he succeeded in darousing in
Connecticut the beginnings of a drive 1o
improve the schools comparable to that
under wavin Massachusetts under the
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Jeardershuprof his foend Horace Mann . an.
other legislator turned cdacational e

R tormer Notwas this the lmit of Ins Libors
e had alsomanaged to convinee est
dent Moartin Van Buren that the Federal
Government should nndenake asimilin
imventon thioughout the Nation s pait of
the Census of 1840, and he bad Launched
the Contnecticut Common Sehool Jowrnal,
the Hrst sach publication abmed at giving
read hers usetul imtormation on the e of
teaching and the precurser of aneven
mere ambitious petiodical he was to
undeaake later.

I hen came the Connecricnt legishane’s
decisionno rerminare the Commmon School
Commision, a poliricab move that had
meanwhile had a counterpart i Massa
¢husetts, Phere Horace Mann, the State’s
superintendent of schools, taced o proposil
by the Massachusetts legislature to abolish
hoth the superintendency and the State's
onby 1eacher training school. Aroused by
this threat to Mann's program ol estab
lishing o svstent of public schools, staffed
by trained teachers, Mr. Barnard appear
ed betore the Stare legislattre and delivered
aringing endonement of lis friend’s ef -
forts The proposal was won dropped. Not
sosuceesstul in his own behalf, Mr.
Barnard spent the vear after his dismissal
inspecting schools inother parts of the
Nation hetore e entering the fray, as State
superintendent of se hools first in Rhode Is-
Lind and then in Connecticut.,

Bv now he was abo promoting. during
repeated visits to Washington. D.C.oa
couple of other ideas. One was the estab
lishment of a Federal agencey for the ad-
vancement of education, and the other,
linked with it a national journal to keep
cducators informed about useful practice
in this country and abroad. Failing to gen-
crate sufficient interest in these § roposals,
he resigned his Connecticut superinten-
dency in 1855 10 devote his time to carry-
ing out at least one of them. The result was
the American Journal of Education, a
periodical that was 1o become a landmark
in educational literature,

Using his own funds, ultimately mort-
gaging his property when other resources
ran out. Mr. Barnard published the
journal for nearly 30 vears, initially as 2
quarterly. later as often as funds and
material became available. Inall he
produced 31 volumes, ecach averaging
about 800 pages and containing articles he
himiself wrote plus contributions from
eminent educators both in the United
States and Europe. A typical volume
included entries covering such subjects as
the teaching of history. geography, natural
science, and geometry: the lyceum con-
cept: Ceducation of the factory popula-

ton’ . school disciphine - the education
philosophies ot Erasmus, Pestaloezi. and
Hovace Mann: and cuvrent trends i edu
canon i Faglad, Getmany, Belgiam

and Norwav. Yem . vear out, M
Bainard Labored under hisselt imposed
cditorial and tinandial burden, He also
tound thne for certain other important en
terprises. He wiote books on such subjects
as Pestalozzt and school architecture and
the kindergarten movement. for example.
and served as chancellor of the University
of Wisconsin from 1838 to 1860 and
president of St. Johns College in Aunapolis
from 1866 1o 1867, leaving the tatter post
when an old dream finally came true. That
dreamn was the creation of a Federal ageney
assigned to work for the improvement ot
education not just in one section of the
country but in all.

Henry Barnard as Commuissioner

he name of this ageney was the

United States Department of Edu-

cation, and it came about as a
consequence of legistation introduced in
Congress by a former college president who
would one day become President of the
United States. Representative James AL
Garfield of Ohio. Such a bill had in fact
been introduced on several previous occa-
stons. onlv to be resoundingly turned
down. Some had argued that such a
Federal entity was at odds with Constitu-
tional provisions limiting responsibility for
cduc ation to the States. Qthers had ob-
jectest to whatever costs might be involved.
But perhaps a more pervasive impediment
had been a persistent indifference toward

education itell. With the end of the Civil
W however, the Nation secmed detes
mined to tahe 4 tug inits belt and set ontin
new directions, and one of the beneticr-
aries was Congressian Gartield's proposal.
Handilv passing both Houses, the measure
was signed into buw by President Andrew

Johnson on March 20 1867, One week Liter

President Johnson sent to the Senawe for
contittnation as the first VLS, Conmmis
sioner ot Education the name of Henry
Barnard.

Ihe Department’s funeton was to con-
st ot “collecting such statistics and facts as
shall show the condition and progress of
cducation in the United States and Tern-
tories” ( the inventory idea that My,
Barnard had initiated in Connecticut) and
of “ditfusing such information respecting
the organization ar®l management of
«hools and school systems and methods of
teaching as shatl atd the people of the
United States in the establishment and
maintenance of efficient school systems,
and otherwise promote the cause of educa-
tion throughout the country.” For these
purposes the new ageney had an ann ual
budget of $13.000 and a staff consisting of
Commissioner Barnard and three clerks.
Today renamed. its missions greatly
broadened, and long since placed in the
Department of Health, Education, and
Welare  the Office of Education has an
annual budget of some $6 bitlion and its
2.800-person staff administers more than
100 programs offering support to virtually
every level and aspect of education.,

Mr. Barnard served as Commissioner for
three vears, I and at odds with the Con-
gress, he resigned in 1870 to return to
Hartford to edit his beloved journal and
serve as eminence grise to the now vigorous
school reform movement.

Upon his death 30 years later at age 89,
a colleague observed:

No one can ever write about Ameri-
can or European educational affairs
Jrom 1830 to 1875 without drawing
mast of his information and nspira-
tion from the writing of Henry
Barnard He had all the mstincts of
the sctentist, the patience of a his-
torian, the porse of a statesman, and
the zeal of a reformer.

Mr. Barnard himself had summed up his
life work in a dozen words. "Schools,” he
had said. "should be good cnough for the
best and cheap enough for the poorest.™
Along with Horace Mann, he had made a
notable contribution to the achicvement of
that goal

~—STORY MOOREFIELD

OE's Office of Public Affairs Scaff
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Kalamazoo and

-y "’&i{’..':;'.‘{-. t would be difficult
a K to think of a more
characteristic local
] institution in the
United States  a
greater source of
community
wdentification and
=& pride than our
public high schools. So characterisiic in fact.
that the 19 million voung people currently
attending them doubtless assume that the
concernt of providing secondary education
at public expense is as firmlv fixed in
American tradition as Bunker Hill
Vallev Forge.

Notso. It was many decades after the
Revolution before public high schoals
began to be established. and as recently as
1873 opposition to themn was vigorous. It
was in that vear that three property owners
in the village of Kalamazoo, Michigan,
challenged the notion of the publicly sup.

— e

and

ported high schoolin a Jawsuit whose out-
come was to play an important role in the
vmergence of the 25,000 or so such schools
in existence today. If parents wanted their
children to pre: are for college and learn
foreign languages. these property awners
held. they should foot the bill themselves
rather than dip into the public treasury to
pay for what was essentially a frill anyway.
As they pointed out, a “common school”

( which is to say elementary) education
had been good cnough o get one of their
number clected to the United States
Senate.,

Thehigh schoo! they were belated!ly
complaining about had been set up 15
vears earlier on the third floor of 2 new
building erected to serve the three-district
“common” school of Kaiamazoo. In estab-
lishing it the townspeople had jumped the
gun a bit, acting on the assumption that a
law being considered by the State legisla-
ture would be passed, which in fact it was

the following vear. Under this law a school
district having more than 200 school-age
children was authorized to elect a school
board, which in turn was cmpowered to
establish grade levels to be covered., em-
plovteachers, make rules, and  if the
voters of the district wished  esgablish a
high school to be supported by local taxes.

There was some grumbling over the in-
creased tax burden that resulted, but that
was as far as protests went until January of
1873. Then the three prominent citizens of
Kalamazoo filed a suit to restrain the
school board from using tax funds to sup-
port the high school or pay its principal,
and to stop the township treasurer from
collecting that portion of the school tax al-
located for these purposes. In establishing
the school. they argued. the board had
technically violated the 1859 State law by
failing to put the question to the voters in
an clection.

Many observers seein to have assumed

KALAMAZOO HIGH SCHOOL
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High School Too

that this was a “friendly” suit, brought to
clarify an  biguous legal situation. and
in dismissi..., .; 13 months later Circuit
Judge Charles E. Brown remarked that “as
the real purpose of the suit is to establish
the legal status of our public schools, costs
will be awarded to neither party.” It was
nevertheless to become clear that the chief
complainant  taking a view against free
secondary education that was by nno means
uncommon in the Uniied States at the
time  had something considerably more
(or considerably less) than friendliness in
mind.
s+ hat would be Charles F.. Stuart.
who was to give his name to a case

~=  officially recorded as Charles E
Stuart and othersv. School District No |
of the Uillage of Kalamazoo and others.
The complaining “others” were Theodore
P. Sheldon and Henry Brees, who. like
Stuart. were holders of substantial
amounts of property in Kalamazoo and
thus substantial taxpayers. The defending
“others” were the members of the school
board and the township treasurer. Mr.
Stuarr. a rural New Yorker who had
moved to Michigan soon after being
admitted to the bar of the Empire State,
had set:led in Kalamazooin 1835, Five
vears later he was sent to the State
legislature on the Democratic ticket. and
in 1846 he was eivcted to Congress. In 1852
the Michigan legislature elevated him to
the United States Senate (the
constitutional method of choosing Senators
until the Seventeenth Amendment was
ratified in 1913) . He quickly established
himself as an intimate of the most
prominent statesmen of the day and was
chairman of the Democratic convention
that nominated his friend Stephen AL
Douglas to run against Lincoln. The next
Michigan legislature had a Republican
majority and Democrat Stuart was not
returned. Retired from the national
political scene. he continued to be a local
figure of prestige and power.

As such his views on just about any sub-
ject were much sought after, but he seems
to have made no public references to
education prior to the filing of his suit.
There was thus nothing to suggest to Judge
Brown ( or to the Michigan Supreme Court
when it reviewed the decision) that any-
thing other than a legal clarification was

CHARLES E.STUGART

involved. In 1880 however six years after
the issue was theoretically settled  Senator
Stuart told a Kalamazoo school board
meeting ( called to consider enlarging the
high school) that he had been brooding on
the question of public support of high
schools for the past I5 years, that his views
had not changed. and that no community
could “continue to exist” under such a
burden of taxes as had been levied on the
citizens of Kalamazoo. He was in favor of
“giving cvery child a good school educa-
tion.” he said. but he wanted to "stop right
there.”” A common school education is all
the-State has a right to support with tax
moneys. and that was all that was needed
“to make a Congressman or President of
the United States.” ( Stuart’s own formal
educatioi had ended with common
school; after working on his father's New
York farm he had been apprenticed to a
lawyer and “read his law™ that way. So had
L.incoln.)
enator Stuart's viewpoints were
by no means uncomimon at the
-+ time. and he was not alone in tak-
ing his case to court. Similar suits were
filed in a number of other States, with
similarly unsuccessful results, and in fact
one such case had been heard in Pennsyl-
vania as early as 1851. As with Kalamazon,
these cases were appealed to the Supreme
Courts of the States involved. but it was
Kalamazoo that became the controlling

landmark perhaps because of the pre-
eminence of the jurist who wrote the
unanimous decision of the Michigan State
Supreme Court in upholding the Kalama -
0 board's right to maintain its public
high school.

T'he reputation of Associate Justice
Thomas M. Cooley transcended his posi-
tion on the high court bench of a new Mid
western State. His writings in various fields
of the law had given him international
prominence. A monumental work on Con-
stitutional Limitations had appeared five
years before Kalamazoo, and is still cited
in judicial decisions at all levels of Ameri-
can jurisprudence. It is therefore possible
that the opinion under the attribution
“Cooley. ]." carried more weight with Hli-
nois and Ohio judges than perhaps equally
well reasoned opinions hearing the names
of less celebrated jurists i Pennsylvania or
New Jersey.

The Kalamazoo complainants were
arguing, Justice Cooley wrote, “that there
is no authority in this State to make the
high schools free by taxation levied on the
people at large. The argument is that
while there may be no constitutional pro-
vision expressly prohibiting such taxation,
[ we are asked] to regard the instruction in
the classics and in living modern language
in these schools as in the nature not of
practical and therefore necessary instruc-
tion for the benefit of the people at large.
but rather as accomplishn:ents of the few,

THOMAS M. COOLEY
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to be sought after in the main by thase best
ableto pav for them, and (o be paict for iy
tho s who seek them, and not by general
tax.” -

Justice Conley suid he had 1o “confess 1o
no lictle surprise™ at the proposal of such a
doctrine. as “against the right of the Stawe
to furnish a liberal educadon to the vouth
of the State in schools brought within
reach of all classes.” Education. "not
merely i the rudiments, but in an ene
larged sense’ was, he thought, an
mmportant practical advantage 1o be
supplied to all, not merelyv o "those whose
accumulated wealth enabled them o pay
for .

The analysis that followed caretully re-
viewed the legal precedents for chis post-
tion. beginning with the Northwest Ordin.
ance of 1787 which required that “sehools
and the means of education shalf forever
he encouraged.™ Justice Cooley drew parti.-
cular attention 1o the principle involved in
an 1827 Michigan law calling for “the es-
tablishment of commeon schools™” after the
tashion of “laws which trom a very carly
period had been in existence in Massachu-
setts. . The complainants, he said, had
no grounds for asserting that “common
schools™ could offer only clementary in.
struction and lLacked authority to support a
“Eigher grade of learning Summing up,
Justice Cooley held that the record “clearly
and conclusively™ demaonstrated that it had
been a “general Staee policy since 1817 o
bring within reach of all children, free
education including the clements of ¢lassi.
cal education.”

frer 1874, courts of other States

confronting challenges o publie

high schools mvariably turned 1o
Kalumazoo Itis mcidentally worth noting
thatin the 15 vears following the Cooley
decision, the number of high schools in
Michigan increased from 107 1o 278, with
a similar growth in the Stites nearby,

Intime. Stuart v, Kalumazoo came 1o
atfect more than high schools, heartening
and reinforcing proponents of such other
unorthodox variations on public education
as kindergattens, vocationai training,
cotmmunity colleges, technical institutes,
and special education for the handic apped
and the gified. These efforts 1o make
learning more widely avatlable ( Cooley on
Kulumazoo may he understond o have
said) are. hke high schools. indispensable
parts of a system of education envisioned
by the Founding Fathers and entrenched
n cach of the 50 State constitutions.,

—HARRY L. SELDEN

Program Manager,
OFE’ Division of State Assistance
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- EDUCATIOX

S

EVOLVING ROL

ince Colonial days.
three evolving
forces in American
life have been in-

fluenced, shaped,
«nd in some in-
stances dJetermined

by that process of
transmitting knowl-
values  known as

skills,
education.
The first of these has been political.,
expressed primarily in the creation and
preservation of new forms of governance.

edge. and

The second has been economic,
reflected in the Nation's steady growth and
its transformation from a primarily
agrarian to a predominantly industrial-
technological economy.

The third force has been social, initially
the blending of disparate elements into a
more unified whole and more recently a
striving to provide equal opportunities for
all.

Woven throughout these three forces. an
integral part of each, has been an idealistic
and inspirational human quality
epitomized by a passion for change,
improvement. reform, and renewal.

The indispensable condition, the sine
qua non of the American experience, has
been the first of these forces — the political.
Although important economic factors also
were involved, it was basically certain deep
philosophical and pragmatic differences
between England and the American
Colonies over the form and function of
government that led to the upheaval of the
American Revolution and the subsequent
creation of an entirely new and unusually

dynamic politicai structure. Similarly,
Dr Pierce 1 Executive Director of the Educanon
Commission of the States
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BY WENDELL PIERCE

from the beginning of American histcry,
government has been the central force in
developing an educational system, and
education and politics have been
inextricably linked. In the Middle and
Southern Colonies, the establishment of
education came about when the governing
bodies gave permission to various religious
groups to establish schools or granted
educational charters to businr~ssmen or
landowners. In the New England Colonies,
the governing bodies used the authority
they had received from the crown and
parliament themselves to establish,
support, and administer schools and
colleges. Thus colonists setting out to
found a new town in Massachusetts were
required to reserve one building lot for the
support of education.

It is interesting to note that the
legislature of the Massachusetts Bay
Colony chartered the first college in

Colonial America in 1636 ( Harvard) . that
three years later the first public school
supported by direct taxation was
established, and that three years after that
the first locally elected school board was
formed. Thus, more than 100 years before
the American Revolution, were created the
basic models for the governance of
American education. Two principles had
emerged: educational institutions derive
their authurity to operate from
government sanction, and local schools
should have some degree of local control.
The broad application of those principles,
however, was to come about only with the
gradual evolution of the Nation itself.
While the Declaration of Independence
in 1776 provided a stirring intellectual
rationale for what was yet to be, it was the
Constitutional Convention 11 years later
that produced the cornerstone upon which
a nation could be built. When the

112

Founding Fathers met in Philadelphia
during that hot summer of 1787 to design a
new form of government, schools and
colleges were but two of many educational
institutions. The family, the farm, the
shop. and the churches were of equal if not
greater importance.

Few conceived that the aim of formal
education should be to give all children an
opportunity to develop to their full
potential. Common schools for youngsters
of differing religions and backgrounds
were rare, and the children of the poor
usually received no schooling at all. When
the Constitution went into effect in 1789,
American education served for the most
part to maintain the kind of class
distinctions characteristic of Europe at
that time. Formal educational endeavors
were not considered of sufficient national
bearing to warrant inclusion among the
basic laws establishing the new Federal
republic. Instead, education was one of the
responsibilities reserved, under the Bill of
Rights, to the individual former Colonies
that collectively had become the United
States of America. Events were in fact to
render education the single most
important prerogative of the Colonial
legislatures that evolved into the governing
bodies of the quasi-independent States of
the new Federal union.

Very soon after ratification of the
Constitution it became apparent that the
new form of government required a new
view of education. A government of the
people, deriving its powers from the
consent of the governed, required an
educated populace. President George
Washington recognized this proposition in
his Farewell Address. "It is essential that
public opinion should be enlightened.” he
said on that occasion, and he went on to
urge the people to promote “institutions
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and learning generally diffused through a

tor the general diffusion of knowledgr."
community  being  essential to  the

Similarly, Themas Jefferson. the author of

the Declaration ()flndc;x'ndt'm'c. said that preservation of a free governmenc.. . ¢
“any nation that expects o be ignorant shall be the duty of the general assem.
and free. | -expects what never was andd blv. . o provide by law for 4 svstemn” of

education, ascending in regular gradation
from township schools to a State university,
wherem tuition shall be gratis, and equally
open to all.”

Thus was developed during the carly
and middle vears of the 19th century the
structure and substance of a completely
new kind of school system, created and
sustained by State governments. Given the
lawer circumstance, it was natural that the
impetus. both philosophical and practical,
should come not from professional
educators but from persons active in the
political arena. It was the politicians who
tooi the lead in ins(ilu(ionalizing the
educational comporent easential to the
success of the new Constitution. The
philosophical foundations had been
provided ecarlier by such national
statesmen as Thomas  Jefferson, James
Madison, and Berjamin Franklin. The
practical process of implementation was
led by State legislators. notably Henry
Barnard of Connecticut and Horace Mann
of Massachusetts.

Jefferson and Madison, although
agreeing on the need for some kind of basic
education for all, were from a classical

never will be™: and James Madison. a
prime mover in the development of the
Constitution and  the  Bill of Rights,
declared  tha “knowledge  will forever
govern ignorance ; and a people who mean
to be their own BUVErnors must arm
themselves  with  (he power which
knowledge gives.”

In‘anv case. under the newly developed.
Federal svstem of “shared power,"
responsibility for providing the means by
which the people could arm themselves for
popular government was retained by the
several States. The States thereby found
themselves held accountable for the success
or failure of popular government itself,
both  within their  own borders and
throughout  the voung republic. Their
deliberate but successful response to this
challenge was 1o become the signal feature
of American federalism.

Bv 1827 3% vears after the tounding of
the new Republic all of the original 13
States and all but two of the 11 that had
since joined the union had made some
provision for public or popular education,
either through their State constitutions or
by legislation The Indiana constitution of -2l ) :
1816, for example. stated: "Knowledge  Newcomers - to America and the schools. tradition that considered Latin and Greek

b g
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Before child labor laws were enacted, youngsters were as apt to be spending as much time in the factories as in the schools.
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as the' cornerstones of Western civilization.
It  was Franklin  who provided the
motivating principles for a more utilitarian
approach. In his “"Proposals Relating 1o
the Education of Youth i Pennsvivania.”
he recommended three innovations: Firse,

Fnghsh  and modern
second.  emphasis on
and and  third,

experimentation  and
practical appheation. ¢ "While they are

emphasis on
languayges.

mathematics sclence:
emphuasts on
reading natural history,” Franklin wrote,
“might not a linle gardening. gratung,
movulaning. ete be taught and practiced:
and now and then excursions made to the

neighboring  plantations  of  the  best
farmers.  their methods observed  and
teasoned  wpon tor the information  of

vouth:™

Whatever their differences of approach,
however Jetferson, Madison. and Franklin
were agreed on the critical importance of
an educated populace. And so. spurred by
the principles enunciated by such revered
these, the State legislarures
tultil - their education
responsibilities. Che Virginia Legislature,
for example. finally enacted in 1796 a bil)
the  More General  Diffusion of
Knowledge' that Jetferson had introduced
m 1779 ahthough
uredat powet to local commniunities served to
block etfective implementation until the
passage of new legislation in 1829 In 1812,
the New York Legislature created the first
statewide public school organization in the
vouny  Nation. providing a State
Department of Public Instruction headed
by i State Superintendem of Schools. In

leaders  as

Nett oLt 10

“tor

amendiments giving

the 18308 and 40s. two  New  Fngland
legislators  Henry Barnard and Horace
Muann  plaved  promincui aoles im0 &

sweeping reform movement that was to
spread. State by-State. across the Nation.
Out of that movement came a concept of
education that was not only to serve the
overall needs of the society but to respond
to such special circumstances as the onset
of muassive waves of immigrants and a shift
from an  agrarian to an industrial
CeOnOMmyY . .

Tn 1837, Mann gave up the presidency of
the Massachusetts Senaate to become the
first State board of
education Asa 26-vear old member of the

Connecticut Assembly, Barnard

secretary of a new

mtroduced  “An Act for the  Better
Supervision of Common  Schools,” and
upon its passage in 1838 he followed

Mann's example and became the State's
first Commissioner of Education. These
two  politicians turned-educators
personified the drive toward a uniquely
American form  of education  the
character, financing. and control of which
was (0 prove as revolutionary in its wav as
the Constitution it was created to preserve,

Q
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To support that Constitution by
ensuring an educated electorate, the State
legislatures were confronted by issues that
remain familiar today: religion, finance.
and  governance.  The adroit  though
usually  slow and  sometimes  painful
manner in which these issues were reselved
during the first half of the 19th century
largely determined education’s role in the
Republic’s subsequent development.

“Although silent as regards education the
Federal Constitution did provide guidance

on the religion issue. One of many
cxperimental clements in that

experimental document linked freedom of
religion te the principle of separation of
church and state. Neither the Federal nor
State  governments  could interfere in
religious affairs or provide public funds to
support churches or church-related
activities. Proponents of a universal system
of public elementary schools took this
thesis a step further by arguing that non-
sectarianism  would promote a greater
sense of national unity, an important
consideration in educadon for citizenship
in a republic. While disputes over various
forms of public aid to church-related
education and over the role of religion in
the  school program  and  curriculum
continue today. the original principle
remains: Schools controlled by churches
may not be supported by public funds.

114
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This proposition has not been taken as
relieving the schools of all responsibility for
imparting to their pupils some sense of
ethics and morality. Rather, such
instruction has increasingly become more
generalized. oriented toward standards
and aspirations of the society as a whole
rather than to the tenets of a particular
sect.

If schools were to be nonsectarian, how
were they to be supported? Obviously,
schools created by religious groups and
financially dependent upon donations and
the payment of tuition as most were in
Colonial America and during the early
vears of the Republic were inherently
exclusive and specifically unfair to the
children of the poor. One step toward
ameliorating this situation was the
development of “free schools” where the
children of what we now term low-income
parents were supported by public funds
and all others paid tuition. Advocates of
equality argued that such an arrangement
continued and in fact fostered class
distinctions, and that these distinctions
could be reduced only by financing the
cducation of «ll children, egardless of
parental means, through public funds
raisced through public taxation. Free
public education limited to the children of
poverty, they insisted. was simply an elitist
extension of charity and in any event a

anv



divisive force in what was supposed to be a
free and equitable society. If Jefferson and
Franklin and Madison had been correct in
holding education to be essential in
maintaining the Republic, they reasoned,
schooling should be free to all and
supported through public taxation. Even
those taxpayers who had no children in the
schools would benefit from the existence of
an cducated eclectorate. Some of the
warinest and in any case most decisive
advocates of these principles were to be
found among the clected officials of the
States. and oy one State legislature after

another the concept of free public
education was spelled out in the State
constitutions.

As for how the necessary money was to
‘be raised. the early public schools were
variously supported by liquor and
amusement taxes. land grants, special
taxes on parents of students, lotteries,
and stemming from a Massachusetts law
of 1647 what became the characteristic
method of support, the property tax. The
latter was particularly pushed by school
districts established in some of the bigger
cities under State legislation enacted even
before the States themselves began to
support education. Moreover, when the
States did begin to share the cost, local
property taxes continued to be the chief
source of school funds, as indeced they are
today, amidst much controversy. Among
the major elements of this controversy are
first. the fecling that local tax rates have
been pushed just about to the limit, and
second, that wide variances in the wealth
of local jurisdictions seriously undermine
the principle of equal education
opportunity. The school finance issue is, in
short, thorny and complex. and as with so
many other basic questions in education,
political decision-making would appear to
be central to its resolution.

Q
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In any case, the pattern having been set
that the schools would be nonsectarian and
publicly supported, the question remained
of how they were to be governed.
Obviously, if public education were left
entirely  to the pleasures of local
communities, its scope and quality would
vary enormously, as in fact was the case in
the early years. Thus there evolved the
concept of lo-al control under State
mandate. with the States, through their
constitutions and by legislation,
establishing minimum standards and
requirements for public schooling. State
school superintendents and State boards of
education, elected by the people or
appointed by the governor, were held
responsible for monitoring those standards
and requirements. Meanwhile, the day-to-
day operation and management of local
schools was left to locally appointed
teachers, locally selected superintendents,
and locally elected school boards. Usually
the latter were made independent of other
local officials or agencies -- kept immune,
as agents of the State, from the routine of
local politics.

This uniquely American method of
shared power in local-State school
governance made it possible for American
education to be responsive both to specific
local needs and, through the broad State
mandate, to the greater needs of the larger
society. To make sure those needs were
met, the States ultimately enacted laws
requiring all communities to establish and
maintain public schools. And then, led by
Massachusetts in 1852, they enacted
compulsory school attendance laws. And
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so by the middle of the 19th century the
States had by and large fulfilled the mneed
to provide enough education for eaough
people to be reasonably certain that there
existed a reasonably well-educated
electorate — though to be sure, members of
racial minorities, females, and the
handicapped continued to receive short
shrift.
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Young textile workers in Philadelphia in 1890 enlisted in a strike for free schooling.
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Throughout, the primary motivating
force and rationale for education had been
education for citizenship. As Horace Mann

wrote on his rtenth annual report as
secretary of the Massachuseuts Board of
Fdsication  “Since the achievement of

American independence. the universal and
ever-repeated argument in favor of free
schools has  been  that the general
intelligence which they are capable of
diffusing. and which can be imparted by
no other human instrumentality. s
indispensable to the continuance of a
republican government

Then in the middle of the 19th century.
certain social and economic forces came to
the fore to compel the educational system
to expand its base and broaden s
horizons, first in secondary schools and
later in the colleges and universities. One
of the most dramatic of these forces was an
industrial revolution that shifted the
American economy from an agricultural to
an industrial base and displayed an almost
insatiable  appetite  for the Nation's
human, physical, and financial resources.
Of the three. the human proved the most
essential A small.  experimental
democracy with a limited population

composed primarily of farmer and traders
had needed to provide the majority of its
citizens with only e¢nough education to
enable them to read the Scriptures. Now
the demand was for trained people ready
to run the factories. build the railroads,

Aruitoxt provided by Eic:

Separation of church and state was a theme

staff the businesses, start up the new
industries, and handle the financial affairs
of an expanding and increasingly complex
economy. Meanwhile the Nation itself was

expanding. both in geographic size and in |

population. Schooling nc longer was
simply a democratic ideal but a practical
necessity.

And so. during the latter half of the 19°h
century, public education increasingl:
included the availability of free. public
high schools in addition to the "common”
schools mandated earlier by State law. In
the 1870s a number of court cases,
particularly the Kalamazoo decision of the
Michigan Supreme Court. established the
principie that the use of tax funds for
educational purposes need not be limited
to the elementary level. Thus the concept
of secondary and postsecondary education
as a tuition-paying proposition necessarily
reserved to only a few gave way to the goal
of providing and even requiring as much
education as possible for all. State after
State adopted compulsory school
attendance laws covering youngsters to at
least age 14 or 16.

The enrollment statistics tell the story of
what happened thereafter. In 1900, some
70 percent of all children aged six to 13
were in ¢lementary schools, while about
ten percent of those 14-17 years of age were
attending secondary schools. By 1930,
nearly 85 percent of elementary school-age
children were enrolled. and the figure for
high school-age youngsters had climbed to
50 percent. The current figures are almost
100 percent of all children aged six-13 and

114

of cartoonist Thomas Nast in the 1870s

more than 90 percent of those aged 14-17.

Fven rmore remarkable has been the
growth of ecnrollment  rates in
postseconda’y ecducation. In 190G, less

than five percent of all youth aged 18-21
were attending colleges or universities. By
1930. this proportion had grown to 20
percent. Teday it exceeds 50 percent.
This record contribution to the Nation's
welfare is no better illustrated than by its
ccoromic impact. both on the individual
and in the aggregate. Most easily measured
is the financial benefit of education to the
individual. As analyses bv the U.§. Census
Bureau show. the more education people
have the higher their lifetime carnings are
likely to be. For example, the lifetime
worth of a 22-year-old male shows the
following average variance according to
different educational backgrounds: Less
than eight vears of schooling $159,000:
clementary school graduate $192.000:
one to three years of high school
$216.000: high school graduate
$264.000: one to three years of college
$301.000:. college graduate $388.000;
five years or more of college $443,000.
Obviously, one of education’s primary
contributions has been to provide a greater
number of individuals with greater
personal income and employment security.
Nor is such private return the only
justification for public support of
education cndeavors that now directly
involve ncarly 30 percent of the population
and consume more than $100 billion
annually almost eight percent of the
Gross National Product. As the individual
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Detadd from the mural “Spirit of the Land Grant College™ celebrating the landmark
IN6Z dawe for postsecondary vducation

benefits . so does the Nation as a whole,
Higher personal incomes provide a direct
benefit o local. State, and Federal
governments in the form of larger tax
returns. Communities in which the median
income is high enjoy higher average per
capita retail sales. And, harking back 1o
that  early  American  ideal,  statistics
indicate that the more education a person
has, the greater that person’s interest in
political affairs. The percent of those
casting ballots in Presidential elections, for
example. increases in direct proportion to
the level of educaton awained.

Bevond these matters: o number of
Ceonomists in recent vears have concluded
that education is a far more vital factor in
stimulating growth than
previously recognized

cconomic

had  been

Q
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Traditionally it had been held that while
education produces and reproduces a body
of skilled manpower. it had little 1o do with
increased  productivity as such. Physical
capital and natural resources  these. it
was maintained, are the kevs to economic
development  Feonomists today respond
that such u position ignores the force of
human capital  that education not only
provides trained workers but carries with it
the potential for creating and developing
new goods. new technologies. new services.
No kind of capital.  they say,
combines  all  these  features.  Thus  a
number of economists now believe that the
growth in real per capita income in the
United States since 1930 has been due far
knowledge  and
capital

other

more o advances  in

education_ than o

L1y

private

investments. Morcover. their projections
for the future indicate that this effest will
be even more powerful in the tuture.

Inany case. icis self-evident that n:ui()_ns'
with high education atainment levels tend
to  have higher per capita
regardless of the level of their
resources. than nations with ingh levels of
natural  reseurces  and  jow  education
attainment levels. Switzerland  and
Denmark, with few nuatural resources, are
cases in point. So are Colombia and Brazil,
which have high levels of natural resources
but low education attainment levels and
low per capita incomes. The United States,
with high levels of both natural resources
and education attainment. has the highest
per capita income in the world. The
Amertican  labor  foree POSSCSSes  more
educational Capital per person than that of
any other country, and the result is to be
seen in tle Nation's extraordinary
cconomic development.

But the Nution's schools and colleges
have been expected o muke  further
contributions  to provide  more  than
education for citizenship and education for
cconomic growth. From the beginning
they have also been called up to fulfill a
varicty of social as well as political and
functions. It was the schools,
more  than  any  other institution  in
American  society.  that the
cohesion necessary for the creation of a
sense of national unity. It was the schools
that bore the prime responsibility  for
“Americanizing” the millions upon
millions of immigramts that poured into
the Nadon from the middle of the 19th
century through the second decade of the
20th. And it has been the schools and
colleges of the coumt ry that have been in
the forefront of more contemporary cfforts
to provide c¢qual opportunities for those
had been systematicalty
excluded women. blacks and other
minorities, the mentally or physically
handicapped.

Americans have deliberately used their
schools and colleges as agents of social
change. They have asked more of their
education institutions than any people in
history. In so doing they have exhibited
what has been termed a “consistent. often
intense. and sometimes touching faith in
the  efficacy  of education.”
Paradoxically, education is considered so
essential a part of the nadonal experience
that it frequendy  leads  the  list of
sCapegoats the Nation suffers a
reversal, When the Soviet Union was the
first to orbit a man-made satellite. it was
American education that was held 10 have
{ailed. The more furious the debate over
desegregation, the more visibly the schools
have occupied the center of the storm.
Criticism of education is something of a”
national sport.

Mcomes,
natural

economic

provided

who once

popular

when
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Article 1X, Sec. 2 of the 1816 Indiana Constitution put the Hoosier State among the first to provide « system of free education.

Some of this criticism is justified. though
it should be noted that there has always
been a gap between expectation and
performance. In any case. it is apparent
that eclaborate administrative burcaucra-
cies. deemed essential to the management
of mass education enterprises, frequently
have proven to be barriers to social and
cconomic maobility. More crucially.
significant numbers of young people are
not benefiting appropriately from their
school experience, for reasons unrelated to
native intelligence. According to the
National Assessment of F.ducational
Progress. the achievement of young
Americans who are poor or black. who live
in the inner city or in rural communities or
in the Southeast, lags behind national
levels in a number of subjects.

And yet, as historian Henry Stecle
Commager has noted. “No other people
ever demanded so much  of educa-
tion. . . .None other was ever served so well
by its schools and educators.”

There is a story that when an aging
Benjamin Franklin was leaving one of the
final sessions ot the Constitutional
Convention. a woman asked what kind of
government the fledgling nation was to
have. Franklin replied. "A republic.
madam. Jf you can keep it.” Thanks in no
small part to the role of education, we've
kept it. Q
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ur national pan.
theon is peopled by
a few visionaries
and manv nien and
women of action,
but itis the rare
occupant who has
been both a dream-
erand adoer.
Along with Thomas Jefferson, Benjamin
Franklin. and a few others, Horace Mann
belongs to this most exclusive group. His
was the vision of 4 democracy created and
constantly regenerated by an educated
populace. and more than any other per.
son. he worked to make this possible by
laying the foundations of the American
public school svstem.

To be sure. he had both predecessors
and contemporaries in the new Republic
who labored to bring learning 1o greater
numbers of children. Mann, however,
went far beyond them |, his achievements
outshining anything they had accom.
plished and casting a ray of light across the
decades. even into our own times. Where
others had hoped. planned. and even
made modest beginnings, Mann brought
dream and action together in a way that
¢ventually enabled the children of an en-
tire nation to go to school.

With the onset of the American Revoly-
tion Bicentennial, it is fitting to reconsider
two clements of his work which remain
particularly current today. One was his
unflinching commitment to the ideal of
cquality of educational opportunity. The
other was his belief in the power of the

sense of personal and public virtue in suc-
¢~ding generations of American citizens,
3orn in 1796, the son of a Massachusetts
veomnan farmer, the young Horace Mann
gained what he could from (he sparse for-
mal training available to him in a nearby
primitive schoolhouse. To this he added
the wealth of less formal lessons to be
learned by growing up in a New England
town and on a family homestead first
farmed by his grandfather in 1709. Moti-
vated and intelligent, he graduated from
Brown University and Judge Tapping
Reeves’ Litchfield Law School before em-
barking on a successful legal and political
career. Upon his election to the Massachu-

public school to nurture and shape a sound

e~y

setts General Court, he worked tirelessly to
advance a variety of humanitarian causes
including psychiatric treatment for the
insane, the abolition of imprisonment for
debtors, better prison conditions, and
temperance laws to help curb what seemed
to be a tide of alcoholism in the Common-
wealth. Conceived with the highest of
hopes and the best intentions, each of these
efforts provided little in lasting social re-
form. Approaching the age of 40, Mann
reluctantly acknowledged the limitations
of these efforts and concluded that adult
human autitudes and behaviors were stub-
bornly intransigent o change. The tragic
death of his young wife further compound-
¢d his sense of futility. A grief-siricken
widower in 1837, he turned his back on a
highly successful political career ( he had
become president of the State Senate and
seemed headed for the governorship) and
embarked on an educational crusace for
children. Thus Mann set a pattern for
other educational reformers. As citizen,
politician, and lawyer he came to his great
work from outside the ranks of educators,
generally cognizant of the relation between
the greater social needs of (he Nation and
the tasks of its classroom Believing he
could mount a reform that would effec-
tively end the need for further reforms, he
set aside his law books and recorded in his
private journal at the time, “Let the next
generation, then, be my client.”

eginning with Jefferson's historic

declaration that “all men are created

¢qual,” Mann translated this credo
into a powerful kind of egalitarian social
action. Through the spoken and written
word ( sometimes he Penned as many as 30
letters a day, all handwritten with a quill)
he managed to convince legislators, town
officials. taxpayers, and parents --men
and women in everysocial, economic, reli-
gious, and ethnic group - that a free and
comprehensive education was the birth-
right of every American child. For us who
now hold this proposition as a self-evident
truth, itisdifficult 1o comprehend the
magnitude of such a revolutionary concept
in his own day. For centuries, those an-
cient, medicval, and renaissance men and
women who had thought about education
held the circumscribed view of schooling as
a privilege largely belonging to the well.

n’s

born, Even in Colonial New England,
where towns were required to support a
schoolmaster, the youth were not required
to attend the school, Instead, parents
merely were held responsible to see that
their children were given a rudimentary
literary and religious training by whatever
means they chose. Asa result, the extent
and character of young people’s education
essentially depended upon the advantages
their parents were able and saw fit to pro.
vide,

ERIC
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By comparison, Mann's conception was

more radical and comprehensive. He envi-

sioned a system of education in which the
door of the American schoolhouse would
be wide open and freely accessible to all,
regardless of their creed, economic condi-
tion, or ethnic origin. In his words, such a
system would countenance:

«  np distinction of rich and poor,
of bond and free, or between those,
who, in the imperfect light of this

world, are seeking, through different
avenues, to reach the gate of heaven.
Without money and without price, it
throws open its doors, and spreads
the table of its bounty, for all the
children of the State.”

Until there was truly an equality of edu-
cational opportunity here in the United
Srates. Mann believed that the promise of
political equality implicit in the American
Revolution would remain unfulfilled. If it

were to be achieved, it would come not by
storming a counterpart to the Bastille or
some other symbol of oppression, but by
helping millions of children move through
the portals of the schoolhouse.

any of his contemporaries, how:

ever. still held that middle class

parents could and should pay for
the education of theirewn children and
that if free public schooling was to be of-
fered at all. itshould only be provided for
the children of the poor. Holding this dis-
tinction to be discriminatory, Mann pro-
posed a new public responsibility for pro-
viding schools in which all children, rich
and poor. native born and immigrant,
shared a common educational experience,
For him. both the individual and the pub:
lic interest could be served only when three
clements were forged togetherin the crea-
tion of a new institution: Although there
was little enthusiasm for the idea at the
time. Mann believed that public support
for education should be joined to public
control of it. And in addition to public
control and support, he believed in public
or compulsory attendance. Only by bring-
ing these three together could the people
fashion institutions accountable (0 the
common interest which would provide an
equality of opportunity. As if he were an-
ticipating and paraphrasing Lincoln,
Mann advocated and worked to achieve a
system of education which was of, by, and
for the American people.

Less revolutionary but no less powerful
was Mann's belief in what these schools
should accomplish. Obviously he expected
them to provide all children with a fund of
knowledge and a sufficiency of literary and
mathematical skills. Foreseeing that chil-
dren might grow up technically literate
while remaining uneducated in any decper
sense, however, he also saw a role for the
schools in developing young people’s moral
character, rather than leaving this process
to the vagaries of lessons learned at home
and in the street. With the emergence of
Jacksonian democracy. countless “ordi-
nary" citizens now had access to positions
previously monopolized by the rich and
well-born. As a result, never before had
there been such an imperative for training
in citizenship and religious values. Mann
also saw the necessity, however, of

Q
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responding to this imperative with some
caution.

By the 18305 Massachusetzs had ended
its official sanction of an established relj.
gronand thus its forinal support of Con.
gregationalism Fearing thar this decision
would produce a divisive denominational
indoctrination which would make each
classroom the scene of a vest pocket war
between crmpeting sects, Mann urged that
the schools assume a more ecumenical
role, providing moral training hased upon
those tenets of religion shared by 4l reli.
gious bodies,

hese included the Ten Command.

ments, the teachings of the Sermon

on the Mount, and (he virtue of
brotherhood. Moreover. he believed that
in the hands of skillful teachers. notonly
could these brecepts be taught in such 4
wav that children could understand right
from wrong. but tha the children would in
turn translate them into habics of action
which were Motivated by a sense of
stewardship, honesty. self -reliance, and a
commitment to hard work and sacrifice.
As David Riesman later described the
phenomenon. facing a changing and Jess
tradition-bound future, they were to be-
come “inner-direcred” men and women,
guided by a moral gYroscope set in motion
by their teachers, If some might object thag
the end resuly sounded too much like 3
middle.class Protestantism, it was the best
the time had 10 offer and was in any case
admirable in intention. It was open-ended,
embraced human freedom and digniy,
and carried with it 5 high sense of public
calling.

At an unguarded moment. Mann relyc.
tantly would concede thar until recently,
history had not been kind to democracies.
From the Golden Age of Greece on, ar.
1€mpts at a more open society had failed as
the newly liberated masses eventually re.
jected the demanding responsibilities of
fepresentative government and took refuge
in demogogues and the totalitarian se.
curity they offered. Mann. however, did
ot accept this apparent weakness as either
inevitable or mortal. Drawing upon the
teachings of faculry psychology and
phrenology. both proto-behavioral
sciences of his day, he reasoned thae an in-
dividual's evil propensities would wither if
not reinforced by society, while the more
Positive faculties of the mind could be nyr.
tured through education. Not that the
Process would be easy or automatic. With.
out positive moral instruction in the
schools, patriotism could degener ato
self-serving politics, religion into
destructive sectarianism. and the )’
cratic commonwealth into a rigic. 50-

ciety of haves and have nots. With a re-
markable prophetic sense he wrote:

Subsequent events may have tempered-
such an expansive optimism . Although
noble and dazzling in its conception, is
birth, and its development, the public
school has not become 2 social panacea.
Painfully we have come to understand how

If the spontaneous productions of
the earth were sufficient for all, men
might be honest in practice .. But qs

the population tncreases, and deepl dand e y .
o eeply root r
especially  q; artificial  wanes Ply lo € ba'n esns(asnt to amcdx(;’rauon
. - . - B r 1 r . N
multiply, temptations increase and pursocial problems are cgregated hous

ing patterns, broken families, poventy
spanning several generations, the persis.
tence of racial discrimination. and the
pemicious decay of some of our national
ideals all have worked against the achieve.
ment of Mann's egalitarian goals. In fac,
S0 powerful and pervasive have these coun.
terforces become that they have even jn.
fected the schools themselves. Clearly the
gulf between the real and ideal remains
very much with us.

To their credit, the American people
have refused 1o abandon Mann's ideals and
succumb to a self-destructive cynicism. Al-
though they have anguished over school
busing. achievement tests. and heterogen.
€ous grouping. they have been unwilling 1o
let the schools be an instrument for rein, .
forcing a class society. In the face of djs.
couraging and critjcal reports on class.
room achievements and mounting taxes to
support the schools, they have shown little
inclination to back away from thejr
abiding faith in education. Expanding
Mann’s vision of equality even further,
they have worked 1o open the doors of the
schoolhouse to the Physically impaired. the

the guards and securities must .
crease also, or socie’y will detery.
orate "
If. then, democracy was ‘o become a viable
and enduring way of life (a Prospect
doubted by the perceptive French observer
of the American scene, Alexis de Tocque-

mentally retarded, and other handicapped
children who seek to realize their Ameri.
can educational birthright.
qual educational OpPportunity and a
belief in the Power of education (o
" nurture children in moral and spiri-
tual values are two great legacies we have
derived from the work of Horace Mann.
Were he alive today, he most likely would
be gratified at our subsequent accomplish.
ments while not being overwhelmed with
the tasks yet to be done. His advice to us
might be similar to thar which he urged
upon his co-workers. Great educational
objectives, he felt, could be achieved only
through sacrifice and heroic effort. Speak-
ing at the commencement at Antioch Col.
lege in 1859, Horace Mann admonished
the new graduates 1o “Be ashamed (o die
untilyou have won some victory for
humanity.” Two months later he died. His
greaceducational reforms had only begun,
but he could be confident that hjs legatees
would win other victories in the next cen.
tury and beyond. _
—FRANCIS KEPPEL
and JONATHAN MESSERLI
Respectively, Director, Aspen Instituce Education

Program ; and Dean, School of Education a¢
Lincoln Center, Fordham University,

HORACE MANN

ville) then it was the task of the schoo]
teacher, supported by an enlightened
public. to train children to be equal 1o
their new rights and responsibilities.

Here. within a single institution, two
historic ideas would come together, Where
Previous gencrations had been condemned
to degrees of illiteracy, vice, and Poverty
according to the accident of birth, now all
could look toward the day when every
child could become literate, productive,
and self-respecting. They would at the
same time learn to be upright and respect-
ful of their fellow citizens. with the major
social burden of making them so shifted
from the church and the family to the rela.
tively untried vehicle of the Public school,
Horace Mann understood the dimensions
of this burden and the risk invelved but he
was consummately confident that (he
school would be equal to its new challenge.
As he described it, ... the common
(public) school is the greatest discovery
ever made by man.”
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pedagogue Joseph
| Lancaster emi
! grated to the
United Statesin
1818, his arrival
was heralded in
school circles with a
} degree of fanfare
normally reserved for visiting ministers of
education. Preceding him were dazzling
reports about the effectiveness  and even
more impressive. the remarkably low
of his unique svstem of education

It raust be noted. though. that Mr. Lan-

caster's decision 1o come to America was
not motivated solely by a benevolent deter:
mination to share his theories with others.
Although England had warmly embraced
his approach to schooling. Mr. Lancaster
himself had falleninto considerable dis-
favor with his converts there because of his
cometimes abrasive manner and his casual
and often bizarre way of handling their
funds. So in addition to spreading his par
ticular gospel. he was seeking amere tran
quil environment.

cost

As for the educational theory he was
promating. some years earlier a Scottish
clergyvman and educator named Andrew
Bell had devised a scheme of having older
pupils -~ monitors - take responsibility for
teaching what they had learned to younger
pupils. Mr. Lancaster so admired this
technique that he paid it the sincerest form
of flattery by simply taking it over, adding
various embellishments of his own Thus
began the “monitorial” approach to
education — soon to become known as the
Lancasterian svstem (to the under:
standable dismay of Mr. Bell)

The concept of older students teaching
vounger students has a modern ring to it
of Course. UIMeErHus Contemporary cduca
tors having pointed to its effectiveness in
stimulating the learning of tutors and
tutees alike Mr. Lancaster saw it not so
mus b as a useful pedagogical device. how
ever. but as a way of cutting costs. 1 he
momitors enabled his schools to get by with
just one salaried person. the principal
This saving was a major consideration. for
the pupils involved were the children of the
poor Since there were no free public
schools at the time. whatever education
wuch voungsters received was an exercise in
charity.

The boys atending a Lancasterian
school — typically numbering 300 or so bul
sometimes achieving up to 500 —were
divided into groups of ten. cach presided
over by a monitor who was responsible for
his charges’ general “cleanliness, order.
and improvement.” Other monitors -
there were tots of them — had more specific
assignments. There was an Absentee
Maonitor, whose job was to “superintend
the Enquirees after the absentees,” and an
luspection Monitor who cheeked “theim
provement of the classes in reading.
writing. and arithmetic.” There were
‘Teaching Monitors and Monitors in
Charge of Distributing and Collecting
Necessary Books and over them all a Moni-
tor of Monitors. A stern and arrogant rman
himself, Mr. Lancaster at least implicitly
encouraged those same qualities in ¢
monitors. and the atmosphere was* . of
a Marine Corps bootcamp. Wha. ‘he
scholars did they did on the barke =~ -5
of whichever monitor was in charg: -1
them at the time. Especially since th
monitors were more or less on their own.
the opportunities for applied dictatorship
were almost limitless.

The business of the school was con:
ducted in a single room the size of a gym-
nasium. with rows of backless wooden
benches stretching from front to rear.
During lectures the boys sat at assigned
spots on these benches. Each spot bore a
number ( enabling the Absentee Monitor
to do his job simply by checking those not
obscured by boys) and this number became
the student’s identification. Names were
never used. Mr. Lancaster having decided
that referring to each scholar by number
would save time. Small group instruction
in the various elements of the curricu-
lum  limited essentially to reading. spell-
ing. the catechism, and arithmetic
carried out by monitors who had pro-
gressed a step or two above the Ievel of the
boys they were teaching. The latter were
grouped according to “displayed profici-
eney.” In spelling. for example, there were
groups for boys ready for only three-letter
words. others for those who could handle
four letters. and so on. Since the school
contained only one room, the groups
separated themselves as best they could.
gathering into what looked like anumber
ot football huddles.

wads

The monitors provided an important
contribution to Mr. Lancaster's relentless
search for “efficiency.” one of his favorite
words. Money nevertheless remained a
problem. particularly during the system’s
carly vears, when he had to get by with an
income that came to only about seven shil
lings per student per year. Such a budget
clearly did not permit such luxuries as
textbooks for each child. Hence another
Lancasterian innovation: He bought one
textbook for a particular subject and had it
transcribed on large pieces of pasteboard
and hung on a wall. The boys progressed
group at a time and card at a time, repeat-
ing the lessons in unison, and Mr. Lancas-
ter insisted that they did better than if each
had worked from his own book.

He also found a substitute for pens,
paper, and ink for sessions on writing and
printing. The students wrote in sand
spread on wooden planks that had been

painted black ( to show through the sand) .
Mr. Lancaster noted in his [mprovements
in Education that “any white sand will do.
but it must be dry. The boys print in the
sand with their fingers: they all print at
the command given by the monitor. A boy
who knows how to print and distinguish
some of his letters is placed by one who
knows few or none. with a view to assist
him.”

The writing period dispensed with, the
boys might then be regrouped at the drill-
sergeant orders of the monitors to turn (o
arithmetic. Those whose “displayed pro-
ficiency” with numbers exceeded their
grasp of letters might get permission to
shift to a more advanced group. Mr. Lan-
caster said this kept the students from be-
coming “listless from plodding over the
same ground.”

n a school with so many students and

onlyone adult to supervise them, and

since even poor boys will be boys. there
were bound to be problems of discipline.
Mr. Lancaster said he didn’t buy the tradi-
tional 19th-century notion that the only
recourse for students who misbehaved was
a beating. So he worked out an claborate
correctional system designed, he said. to
make the punishment fit the crime. A boy
who was repeatedly idle had a heavy
wooden log hung around his neck, or had
his legs shackled together until he became

Q
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sotired of walking thae wav that he pro-
mised 1o reform. One who insisted on
speaking or singing when he was supposed
to be silent was placed in a basker suspend-
ed from the eiling. and the other students
were encouraged to laugh at “the bird in
the cage.” Traanes were manacled to their
desks, and “incorrigible boys might be
tied up and lefr 1 spend the night alone in
the school, I s possible that some of (he
boys would have settled for a beating. buy
Mr. Lancaster's code offered no options.
Such was the systern that the United
States had started importing from England
in 1806. New York City was the site of the
first  Lancasterian schools, and others
were soon established in Philadelphia and
in Burlington, New Jersev. By the time
their inventor arrived on the scene the
movement seemed ready o sweep the Na-

tion, having spread south o such cities as

Baltimore and w ashington, D.C., and as
far west as Cincinnati and Detroit In this
heady atmosphere Mr. Lancaster accepted
the post as head of the schoolin Phila.
delphia, designed as 4 model of the species
and then ¢nrolling 700 voungsters.
Before long, however, he began to gen-
erate criticism similar to thay which had
beset him in England. His problem is illus-
trated by one of his favorice pronounce-
ments  that the poor were poor because
they stupidly squandered whatever money
they laid their hands on. This statement
notonly irritated the hard-up parencs of
his students but drew ridicule from his
benefactors, for Mr. Lancaster was busy
proving himself 10 be one of the cham pion
squanderers extan, By now able (o raise
considerable amounts of money, through

e —————— —

donations and from his lectures and
writings, his extravagance and ostentation
were said by one of his eritics to s rpass be
lief.

He maintained four carriages, and it
was his practice when he went out for g
drive in one to have another tag along be-
hind so he could switch if the fancy struck
him. Often these excursions would lust (wo
or thiee days, broken by stops at some of
the more elegant restaurants along the
route. where he would grandiosely pick up
the tab toreveryone present. His discom.
fiting generosity also extended 10 his stu-
dents, He would order vatered, expensive
meals for aschool’s entire student body,
and one outraged donor to his cause re.
borted thatit was not unusual for him to
buy as many as 5,000 tys a month 1o pass
outto students who won his approval. T'he
results were firse, bankruptey. and then a
debtor’s prison. He spent the last penniless
vears of his life in New York City, where
one night in 1838 he was run over by a
horse and buggy and killed.

is szstem of education expired at

roughly the same time. Ope by one

the Lancasterian schools had been
closing. both in England and in the United
States. not because of the founder's peeu-
liarities but because of the inherent weak
nesses of the systent itself. s “efficiency”
translated into a kind of mindless mech.
anization, as if human beings were not in.
volved. Whatever motivatien occurred was
focused not on learning bhut on escaping
punishmen and winning rewards. Cheap
though the instruction was, it was still no
bargain, The monitors were able to lead
other hoys through rote memorization
drills, but it was too much to expect them
to teach: a child of six was not prepared (o
guide the ley ming processes of g baby of
four. And despite Mr. Lancaster's largesse
with tovs. the studens feltno commitmen
to the system and in fact found it terri.
fying.

Sull, Mr. Lancaster made some not in-
considerable contributions, While the or.
ganization of his schools was unreasonably
Spartan and impersonal, he nevertheless
demonstrated thay organization was in and
ofitself a good idea. and his practice of
grouping studengs by a combination of age
and ability was to become standard. Aboye
all, he offered schooling to the poor at a
time when they were otherwise denied it,
and in doing so he planted the seed of the
concept of education as a tundamental
tight. It seems more than coincidence thyg
the Lancasterian System was succeeded by
4 system of public education for all.

—JUDITH SELDEN

Ms. Seldenis a junior high school
English teacher in Weston, Massachusers.,

ERIC

PAruntext provided by eric




he history of black
education in
America has at
every stage reflected
the condition of
blacks in the Na-
tion's society. At the
same time it has
influenced that con-
dition - serving as a bellwether, a precursor
of change.

Education of blacks is not a recent
phenomenon, having in fact been rela-
tively common in the New England and
Middle Colonies. where slavery was com-
paratively mild. Indeed. the Puritan con-
science as typified by the Colonial preacher
Cotton Mather impelled that slaves be “in-
structed” so as to lead useful even though
limited lives, and taught to read in order to
absorb the Bible's lessons and save their
“immortal souls.” Humanitarian concepts,
epitomized in the Quakers, stressed human
rights and capacities long before a coordi-
nated abolitionist movement emerged to
require the educating of blacks as an
obligation.

Mr Farmer. a founder and former national director
of CORE and a former Assistu:  Secretary for Ad
ministration in HEW is now President of the Council
on Minority Planning and Strategy in Washingion,
D.C
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So i the perod preceding the Revoly:
tion there were schools in the Northern
Colonies providing rudimentary education
for blacks. geared chieflv: toward Bibi.
reading Often such school’s were estab
lished with the aid of whire phil;mthmp\',
but just as frequundy the initative came
from free blacks and black churches and
fraternal societies. Ultimately, many  of
those schools became part of the
school  svstemi. Fven  in the South in
davs there were some schools,
largely religious. for blacks. thanks 1o 4
more tolerant attitude than was 1o prevail
in the periad Just prior to the Civil War
period when abolitionist sentiment satu-
rated the Nation and slave revolts rocked

public

Colonial

Frederick Douglass (above). W.E. DuBois
(below), and Booker T, Washington (right).

1e South. In both North and South, 1o be
are. these schools were inferior o those at-
:nded by white enildren. and so they were
yremain when the new Nation was born.
Thomas Jefferson and his colleagues saw
e contradiction, of course, between the
nging words of their Declaration and the
ndition of the blacks in © ~ land - “ALL
en are created equal and cndowed by
cir Creator, meant  all white
en - not blacks and not women. Bui they
rarly decided that the beter part of valor
15 to defer that inrnnsisu-m;y for later
nerations to confront racher than risk a
Hbirth o the Nation.
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Yeto as the Revolution decelerated the
demand blacks  and  humanitaian
whites for crmancipation. so it also stired
the hunger for education by blacks. slave
and free, who viewed leg rming as the 1oad
to freedom and evenyal equality,

by

It simi
Larly siivred resistance o black cducation
by apologises for slavery wha agreed with
the blacks” estimate of education's role but
disagreed with jes desirability. Thus educa
tion of slaves in the post-Revolutionary
War South was Lirgelv: by stealth 4
surreptitious act of civil disobedience. The
teaching of blacks. especially of slaves,
came to be forbidden by Law: penalties
were harsh and punishment extreme. Be.
ing found with a book was as damning as
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being L‘.mj;h( with a gun. Yet ((-;u'l;'ln]
went on i barns, in black churches, i
woods. Schools were broken up only to b
started again and to survive their martyrs.

The passion for education on the part of
blacks was & consuming fire in pre-Civil
War davs, and it burned with even greater
intensity after freedom. Whoever could
drive a nail took part in the building of
schools, and all who could read felt a com-
pulston to teach others their priceless skills.
But black education during Reconstruc-
tion was not, of course, only a self-help
operation.  Northern reachers poured
South with missionary zeal and in their
ranks blacks.  Black
churches and fraternal organizations went

also  were some

Y
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<south. too. in the mushrooming drive to
ciducate the folk recently set free

Ihe task was so great. however and the
requited funds so enormous that hardlv g
dent could have been made in the problem
withour the active participation of the
Federal  Government The  Freedmen's
Buieau under the War Departinent jomed
torces with missionary greups and various
aid societies in organizing and administes
Out of
that partnership berween the military and
1.000

P-lrl'!ll\

my edoncation for tformer slaves

mMissionary ovel WChools were
Small  children
parents.  and
floc ke to the lasstomn
like tood and dothing gave wav to leaining
as the tirst order of need  The Bureau estah
lished Howard University in the Naton's
the

Assodnation

the
built. grand

cven gredt grandparents

Fryen necessities

capital and in collaboration with

American Micsionary

developed such other institutions  for
higher education as Atlanta University,
Fisk. Falladega. Tougaloo, and Hamp
ton all destined to become distinguished
names in black higher education.

But despite the treedmen’s unparalleled
hunger tor dearning and the drive ot
government tieanced missionany teachers
1o prosvide gt education tor blacks re
mrained inferion to that available to whites,
espraally i the South Bevond the fact
that they were segregated, pablic sehoals
established tor blacks during Reconstrae
tion were of much lower quality than those
attended by whites. And even the better
Southern land grane colleges, established
near the close of the T9th century were dike
the private schonls, esentially available
onlv to those few blacks whose families had

managed to achieve a degree of affluence.
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Further. “idustrial education™ eclipsed
liberal arts as the focus of Southern black

education. This development was
duced by g host of intertwined histosal
torces. For one thing, the sodocconanms
structure of the region. shattered by the
ending of slaverv, was reorganizing itselt.
As the scattered pieces fell into place,
black skilled tradesmen were thriving and
there was
industrial

})l‘ll

rising into a new middle class
indeed truth in the that
education could equip blacks to respond to
(Those opportunities

view

new  opportunities
proved t be shart lived . white artisans be:
gan torcing biacks out of the skilled trades
even as the idea of industrial education was
bheginning to develop )

canwhile manv Southern

had come to regard such training

as a wav of building a social caste
swstem o take the place of slavery, with
blaoks working with their hands rather

whites

than pursuing intellectual or professtonal
careers, Philanthropists also supported the
idea. though for different reasons. seeing it
as a wav of al ling black advancement
while avoiding conflict in the tense post.
Reconstruction era.

At the same nuncerous  blick
leaders advocated industrial education and

time,

built an advancement ideology around it as
the only politic and feasible course to fesi-
low in view of the existing situation. Bigots
would not oppose it. for it avoided the
threatening spectres of equalitv and power.
People North and South who wanted to see
blacks advance into tewarding wavys of life,
but really did not believe in equality of the
Philanthio-
pists. whose funds were essential, would
back it. In short, the feeling was that

126

races, would support it too.

blacks could make genuine progress wit
out threatenmng the power structure at
inviting reprisals. Considering the fore
lined up to block racial equality, tl
reasoning went, it would not be possible fi
many more generations or even centurice
Thus nothing would be lost by postponit
the demand for it

Chiet among the black advocates of th
position was Booker T Washington, whao
cducational views were a counterpart of b
philosophy on black progress in genera
He sought to navigate the treacherous pos
Reconstruction waters with diplomacy ar
skill. His were methods of accommodatic

and ('mnprmnis('_ not the protest an
ceaseless strugele for  which Frederic
Douglass had  earlier called  when }

declared:
“Those who profess to fuver freedor

but  deprecate  agitation want  th
crops  wrthowt  plowing  up  th
ground Power concedes nothm,

demand It never did and 1

neverailll

without

Washington thought that the power co;
fronted by his people was so awesome th
in his day would produ
annihifation. When he  counsele
blacks to "ecast down vour buckets whe

to “demand”
onlv

vou are” what he had in mind was not th,

_they revolt but that they take up educ

ton He believed that preparing a peop
for special roles in soctety  as artisi
skilled and  competer
make that society d
pendent upon them. The result would b
dignity and respect. though not, to be surd
cquality.  But after alll equality  we
deemed to be an impossible dream not t
he attained for generations. Upward mc
bility would exist, but within the confine
of a stratification, Ir
distant  future
bliacks an
whites being as separate as “the fingers
but as united in common purposes as th
hand. And the vision was not unproduc
tive. He founded Tuskegee Institute i
Alabama, specializing in industrial, mech
anical, and agricultural studies, and raise
millions of dollars for his far-flung educa
tional and developmental programs.

and  other

workers  would

clear socioractal
the
was of

tegration  lav in

Washington's  vision

Though wide support from a broa
spectrum - of  American  society  mad
Booker T Washington’s views dominani
his approach did not go unchallenged
Voices of protest were never stilled. Th
keen mind and acid pen of W.E. DuBois
for instance. continued to “assail the ear
of white America”™ and to voice sharp criti
cism of Washingtons compramises an
“indiscriminate flattery™ of whites. Dr
DuBois, a brillant Harvard Ph.D., neve
deprecated industrial education, but he in
sisted that there was an equally importan
need  for  education including  highe|



education ot an academic nature. A born
aristocrat. DuBois saw the hope of the fu

ture as Iving in the “talened tenth™  the
tew  blacks with a liberal arts educa
tion  who could elevate the masses. Prog

ress would thus be from a “pull” more than
a "push.”

hile the DuBois Booker 1.

Washington debate centered

around  educational  direction,
the nub of the argument was over methods
and objectives in black Americans effores
to make their wav in the Nation's society.
DuBois’s method was protest, by pen and
tongue. and his goals were voting rights
and the “abolition of all caste distinctions
based. . .on race and color.” To mount an

organized program of public agitation and
protest he founded the Niagara Movement
in 1905 Its momentum was blocked. how-
ever, by
Booker T, Washington. Four years later
DuBois and some of the other key members
of the movement. in collaboration with
prominent white liberals, established the
National Association for the Advancement
of Colored People. Voicing the social ob-
jectives of DuBois. and demanding aca-
demic training for the gifted, an instru-
ment to pursue educational equality in
America at last came full-blown.

While the vehicle for the black Ameri-
can’s carly 20th century trek toward equal
educational opportunity was at hand,

v

“he 1960 sawe an upsurge in community pariicipation and @ growing demand that schools be

ccountable for the product.
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the wide-ranging influence of

the ultimate direction of the odvssey was
not vet clear. There were contlicting road
signs. some leading nowhere, While “us-
sailing ears” in an attempt to persuade’a
veluctant Naton, wearied of race effort,
the struggle sought its muscle in the courts.
But before the turn of the century the
United States Supreme Court had in the
famous railroad case of Plessy vs. Ferguson
enunciated the “separate but equal” doc-
trine and held that such an arrangement
did not violate the 14th Amendment. In
1908. moreover one vear before the
NAACP was born  the Court upheld a
Kentucky statute requiring separate
instruction for blacks and whites, and it re
mained consistent in that view for more
than a generation,

i

3
i

Pre-Revolution education of most black
children in the Colonies depended pri-
marily on the efforts of white philanthro-
pists, who secured tutors and established
schools for them. Pictured here is Anthony
Benezet, a prominent Philadelphia Quaker
and opponent of slavery who was instru-
mental in seeing to it that many poor
blacks recerved an education.

With the legal basis of school segrega-
tion thus firmly ensconced, the struggle in
the first third of the century was for equal
facilities in the separate schools. This
quickly proved to be a dead end. Facilities
in Southern schools remained patently un-
equal, but in most cases the courts held
that such inequality had not been properly
demonstrated.

The NAACP and other black organiza-
tions rose to the challenge, gathering evi-
dence that the courts could not lightly dis-
miss and insisting that separate facilities
either be made intrinsically equal or abol-
ished altogether, This path was more re.
warding. Cases proliferated and devices
used by States to avoid abandoning segre-
gation became increasingly strained and
costly. Missouri, for instance, offered to
pay the tuition for a black student named




FII))'(T.(?.IilN'a to attend an out of-State Taw
school. The Supreme Court supported his
refusal to do so and ordered that the State
cither build a4 law school tor b ks equal to
that for whites or admit him @ Univer:
sitv of Missouri. Oklahoma. are
tion, set up a new black Taw school in less
than a month. Arkansas and Delaware ad-
mitted blacks to classes in courses not of-
fered in the black State college. Texas built
a law sehool for blacks which was promptly
rejected by the Supreme Court because it

vourt ac-

could not be equal i terms of alumni in-
fluence. school tradition.  prestige. and
faculty reputation. As 4 consequence of
such challenges as these, legal segregation
was dovmed. Inequalitv, in the view of the
Court. clearly was an inescapable corollary
to segregation.

What had occurred was more than an
evolution in the Suprente Court perception
ot the issue. The new dav also reflected a
change in the mood of the Nation, By the
1930s  the  post-Reconstruction  lethargy
had lifted. Many people North and South
who honestly had once believed that sepa-
rate facilities could be equal and that this
arrangement would be a viable solution to
the problem of race in America. now
sensed the farcical nature of that concept
and the absurdity of pursuing it turther.
Moreover, slavery and the Civil War had
faded into the dimmer past: now on stage
were the children and the grandchildren of
those bloodv davs. not the combatants
themselves, Fven Reconstruction no longer
was a  burning  recollection of - con-
temporaries.

urther, the New Deal spirit of power-

ful new alliances and of change had

swept the land. The formation of the
C10 had brought a feisty new element 1o
labor unionism. (l(-prvssi(m»l)r(-(l social
radicals were evervwhere, and blacks be-
came integral parts of the new coalitions,
Few were immune to this atmosphere. The
Supreme Court. it is true, interprets law,
not social climate, but the justices them:
selves do not live in a vacuum. It did not
take long for the climactic case to arrive:
the time had come for the idea of desegre:
ration for equal educativnal opportunity,

On Mav 17. 1951, the Supreme Court of
the United States in Brown vs. the Board of
Education explicitly stated what previously
had ouly been implied  that “separate
educational facilities are inherently une
qual. ™ A vear later it ordered that the de-
cision be implemented “with all deliberate
speed.”

That was the fountainhead from which
JEanhsequent activigy toward equal educa-

tional opportunity in America flowed. If

the Dedlaration of Independence planted
the seed of equalitv in the Nation, the
Brown case wis seen as prommsing the

harvest.
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Industrial education supplied sociely with skilled black workers during Reconstruction.

“What happens to a dream deferred?”
asked the celebrated black poet Langston
Hughes. "Does it dry up, like a raisin in the
sun Or fester like a sore and then runz
Mavhe it just sags like a heavy load. Or
does it explodes”

Martin Luther King's dream of equality
had become the common dream ot the
black experience in America. The essence
of that dream has long been articulated in
different wavs and with varyimg emphasis
and modification of interpretations by
figures ranging from slave revolt leader
Nat Turner and the “Underground Rail-
road”  conductor  Harriet  Tubman  to
Frederick Douglass and DuBois. and then
to Kiny.

In 1954 cuphoria spread among black
Americans and among their friends and
advorcates in white America. But in the last
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“South. children and youth rose to irrepre

two decades the harsh realities of today’s
educational problems have dawned. Those
realities have been much more than the
slowness of “all deliberate speed™ or the re-
segregation through the flight of the whites
which often followed desegregation: rather
they have hinged on the clusive means of
providing not just the form but also the
substance of quality education for millions
of chitldren burdened by centuries of ne-
glect. The realities have not eclipsed the
dream, but they have awakened a realiza-
tion that a long haul lies ahead.

The Brown decision motiorn
boundless energies, spawned by the pro
mise of Jeffersonian equalitarianism bu
pent up by delay in fulfilling that prom-
ise. From Little Rock 1o Alabama to Ox
Mississippi. and throughout th

setoIn

ford.




sible and heroic dimensions and the bar -
riers camne down. There were of course
ather foci in the equality drive of the 19505
and 1960s. There were boyeotts and Fiee
fom Rides and sit-ins at lunch counters ;.
qoter registration drives were  launched
ind. with Federal support, blacks
egistered  en masse,  Dr. King,

‘harismatic appeal succeeded in acuvating
i sizable minority, perhaps one-fourth, of
he black population, as well as millions of
shites, led marches for across-the-hoard
esegregation and dignity, and there way
he March on Washington in 1963 4l
damulated by the decision that educational

were
whose

wcilities by race were unconstitutional.
Resistance was orercome. and Southern
¢ qure school seg- gation  that s,
e schools mandated by local and State
WS IS now virtually a museum relic. But
v facto segregation. the Northern variety

5('[).!

winging from residential lines of racial
marcation, very much alive,
vd as the black population increases in

remains

¢ cities and whites increase in the suby
hs. it is growing. Since the black city
lite suburh pattern iy growing in the
uth as welll e facto segregation s
reading there, o, and tending 1o re
e s de jure twin.,
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The quality and kind of education in black circles is a concern of young and old alike.

Thus the busing of children to defeat the
residential - barriers o ntegra-
tion  ordered by many courts and re-
quired in some instances by the Depart.
ment of Health, Fducation, and Welfare
as the only feasible plan to comply with the
demand  for racially  integrated
schools  has become an issue of more heat
than light, It has aroused massive white re.
sistance and considerable black ambiva-
lenee. Other alternatives also have been
proposed and sometimes instituted either
alone or in conjunction with busing. There
1s the Princeton Plan. for example, under
which schools are paired; there is also the
concept of establishing clusters of schools
known as “educational parks™ without re-
gard to neighborhood boundaries. In all
these moves. a new motivation is mvolved.

The attack upon de jure segregation was
hased upon  the conviction that  such
schools were inherently unequal. It was
based, too, as testimony of scholars in the
Brown case showed, upon the psychologi-
cal damage done to blacks by their heing
told in effeer that they were not worthy of
associating with others in the soctety, The
assault upon de facto segregation, to the
extent that itis really de facto and not the
result of districts which had been gerry:
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school

law's

mdandered so ay o dappear to be ¢ ./TI('(U,
stems from a related but different ratjon-
ale. It certainly does not reflect a belieg
that blacks cannot learn unless
with whites. It reflects instead the thought
that white schools receive betrer personnel,

in classes

funding. and facilities beeause white par-
ents wield more economic and political
power. and that if black students are in
those schools they too will be beneficiaries
ol that power. Thus far this approach has
vielded only minimal results due to the
white tlight (o private schools and to the
suburbs, and consequent resegregation,
Meanwhile the past decade has seen the

development in black circles of inereasing
concern about the quality and kind of edu-
cation their children are receiving and s
“relevance” to their life condition. This en.
grossment does not necessarily contradict
the desegregation cifort; rather it adds a
new and more profound dimension to that
endeavor. Such a zeroing-in on the suh-
stance of equal educational opportunity as
well as it form, springs from two powerful
and interrelated forces which alternately
have confused and fascinated  the Na-
tion  first, black identity, and second, a
grass-roots awakening to the proposition of
maximum feasible participation,

hen blacks were told in Brown

vs. the Board of Education that

they were not beyond the pale,
and in the public domain were equal and
could not bhe demeaned, self-concept
flourished. And since the rejection had
heen on ethnic grounds, not individual,
this new self-esteem was similarly ethnic,
Black became not ugly but “beautiful.”
"Black studies™ were demanded to aug-
ment the rediscovery of self.

Ethnicity unleashed, however. tends to

court extremes. There was much national-
ism and an element of separatism; there
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wits black hate to match white hate: there

weres even black eries echoing carhier white
ones: Ctwo. four, six, eight we don’t want
to integrate.” But wich excesses. rommaon
to mankind, do not conceal the p()si(i\'v
and useful thrust of viewing educational
macerials and devices through the eves of a
minotity experience so generally neglected.
Ina plur;llisti(' culture. this kind of identi

fication can be part of the discovery of
truth, ‘Today, inany case, all signs indicaee
that black absorption with self has mel-
lowed to such an  extent that  Dblack
“monism” s giving wav to a kind of plura-
lisin which, while continuing to celebrate
self . can celebrate also others.

Oune of the sparks thrown off by the "Civ:
il Rights Revolution of the 1960s, and tur-
ther ignited in the antipoverty program.
was the concept of “maximum feasible par:
ticipation.” Ordinary folk. and poor, who
for ages had been quicscent if not invisible.
suddenly were bursting with existence. As
in prc-Ci\'il War days, the schools were
their primary target. They were mothers
and some fathers. and they knew their
children were not learning to read or com-
pute any better than they themselves had
learned.

Their new-found sense of importance
was outraged. What they demanded was
that the school which their children at-
tended be accountable to them for its
product, and that their community organi-
zations be granted a control cnabling them
to evaluate and react to the school’s
p(‘rfornmm‘v. Those in motion NoOw were
not DuBois's “talented tenth,” but King's
“involved fourth.”

‘The inner-city parents were not cduca-

tors o1 even necessarily educated. and
nmany
Jditn view of granting such control to non:
professionals. In addition some unions of
teachers objected 1o persons outside their
contractual relationship being in a position
1o affect the job security of their members.

cducators  understandably took

Perhaps for these reasons the coneept of
comiuuity control of schools was doonted
in most cases from its inception. But a
legacy  of community  participation e
mained. and the idea of accountability tor
the product is now accepted by a growing
aumber of school administrators. The fail-
ure of control” to  gain
ascendeney did not mean that the issues
joined by community folk were of no valid-
ity and spurkvd no v.\'plm';uinn. Moreover,
others with no less passion joined in taking

Ceommunity

up the cudgel.

Our schools, educators have ;minu'd
out. are not vet adept at educating chil-
dren of the poor, the nonwhite, and those
of rural cultures. In the new era of par-
ticipation, thit breakdown is not being ac:
cepred ;);1ssi\'('l)'. Chicanos and Puerto
Ricans, as well as blacks, have insisted
upon wider use of materials of an cthnic
nature to which their children can relate.
The Spanish-speaking have further de-
manded. and in many cases sccured, bi-
lingual education. Minority scholars. and
many from the majority too, have devised
"('ul(ur(-~pluralislic" and “culturesspecific”
tests of intelligence, aptitude, and achieve-
ment  alternatives to standardized tests
in general use that are seen as possessing a
cultural bias disadvantageous to minority
students. (Other scholars, it should be
noted. while acknowledging the existing

22|

cultural bias, see the solution as “accul-
turation” rather than changing the tests.)
Compensatory education programs uit-
der Tidde 1 of the Elementary and Second-
ary Fducation Act have pmlil't'r;m-(l. even
though with limited results. Governiment
.\pnn.\nrvd rescarch sets an unpn'rvdvnl
edly high priority on work to improve the
educating of minorities. Colleges and pro-
tfessional schools have launched affirmative
action recruitment so as not 1o be found
warnting in the pereentages of minority stu-
dents of  which they can boast. and
dvvvlnpnwnl;l] or remedial courses have
been instituted to help the ninority re-
And  what this spirited
systems,

eruits succeed.
activity by government. school
and universities retlects is the mood of the
dav  a sense of urgeney communicated by
minority communitics. The results may not
vet be meaningful, but a sense of move:
ment is undeniably there,

learly. then. “equal educational op-

pm'lunil)"' has undergone consider-

able redefinition since  Brown  vs.
the Board of Education. The aspirations of
the great-grandchildren of slaves have
risen. A litde advancement, like a little
food. has whetted the appetite: that is the
story of human progress. The goal is no
longer cqual access cqual right to enroll
in a school or sit in a classroom, It is now
equal results. 1t is to employ methods and
materials and programs capable of closing
gaps in educational achievement. And still
further. the objective is to raise the educa-
tional level of the whole Nation, for the at-
tainment of equality on any level below
that of excellence is now p(‘rccivvd to be an
empty triumph. C

! -pl ns u.i{um .
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oe Gonzales rested
his forearms on the
steering wheel of
his camper pickup
truck as he
watched his young-
est son thread his
way across the busy
junior high school
trumpet case banging away under
one arm. his gvm clothes and some books
tucked under the other. Joe could tell by
the haze that was gathering off in the dis.
tance near the hills that it wag going to
be a hot day, which meant it would
probably be like an inferno in the auto-
mobile assembly plant where he worked.

But right now his thoughts were with
his son Frank, just disappearing into the
schoolvard. Joe was thinking back to the
davs before World War II. in the friend.
Iv. crowded barrio of his boyhood. and
what school had been like then.

Things had sure been different. he
mused. There had been no junior high
school  just a grammar school where all
the kids were Mexican and then a four.
vear high school. It was tough in that
elementary school, he recalled. and the-
sure came down hard on anyone who
didn’t speak English. Joe winced as he re.
membered the many times he had had o
itay after school because he had been
‘aught talking Spanish to his friends. He
emembered also the tumbledown wood-
'n building and the old ~lassrooms, the
lust in the summer a-.d mud in the win.
er. and watching the shiny vellow buses
rive by the al' Mexican school to
Toonerville," the shantylike neighbor-
ood one block away. There the buses
icked up all the “American” kids that's
hat we called them sometimes, he re.
:cted with a smile, but most of the time

ey were “gringos’ or “gabachos.” es.

cially when we were mad and took
em o the all-white school on the other
le of town.

And there was his school's playground.
seemed to grow rocks. At least there

s always a whole slew of themn around,
matter how often he was made to stay
er school and gather a couple of

ket loads. That was one of the
ushments for being caught speaking
nish, even on the playground. He re-

lawn,

called one teacher who told him, “Joe.
you're in our country now. You're in
America. in the United States, and you
have to speak English. You're not in
Mexico."

Then there was high school, and the
shock of being with “los Americanos™ for
the first time. At the grammar school joe
had been a leader, a good student, with
straight A's on his report cards. In high
school it was so different, Those white
kids all seemed so smart. They were so
far ahead of him and the 26 other kids
from his eighth.grade graduating class.
Betore long he had seen his friends begin
to drop out of school and g0 to work
picking tomatoes or walnus or. if they
were lucky, to find other Jobs. If not,
they would just hang around the grocery
store down: by the corner, doing nothing.
He recalled finally being the only one

ERIC
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left- one out of 27 in a little over
And then there was his own growing frus.
tration with his inability to keep up, and
ultimately his decision when he was in
the tenth grade to quit and help his
truck-driver uncle load and unload car-
rots and lettuce at the packing shed.”

Then came the war. and beating the
draft by Joining up on his own. As he
[ooked back, that had been like entering
a new world. If it hadn't been fer the ser-
vice, he decided, he would've never found
out that he could make it, that he wasn't
“dumb,” that he wasn't inferior. And he
remembered the promise he had made to
himself that his kids would never have 1o
suffer through the indignities and prob.-
lems k.« had had in school. His kids were
going to be "Americans,” not Mexicans,
and they were going to make it.

As Joe sat there, the morning sun

a year.
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warming up the cab of his camper. he re-
flected on how things had worked out.
how hard it had been for him and his
wife. Angic. to make a go of things. and
how determined they had been to make
sure their sons went through the experi-
ence of what a teacher had called the
“melting pot.” He remembered their own
insistence on speaking English at home
and never Spanish. the hassle over wheth:
er they had enough money to buy an
encyclopedia, their attempts to conform
to what they thought was the way good
American parents should act, their some-
times painful expericnces with PTA and
Little League and the Boy Scouts.

John, their oldest boy. had seemed to
“be everything Joe had dreamed of when
he was in school - a good studenc, ac-
cepted, popular. a better than average
athlete. But then some questions had

arisen as a matter of fact, when John
became a tenth-grader. Joe remembered
the day well when his son asked, “Dad,
how come we don't speak Spanish. and
how come we don't seem to have Mexican
friends?" Joe recalled suddenly suspecting
that maybe the meiting pot wasn't all it
was cracked up to be. Maybe John still
felt “different,” and though the boy

seemed to be surviving the system, maybe:

school was just about as unhappy an ex:
perience for him as it had been for his
old man.

And then later there had been the situ
ation with the second boy, Paul  proud.
aggressive, tough, always questioning.
“The family rebel. In fact, he insisted his
name was “Pablo,” not “Paul.” Ouch!
“That little switch had touched off what
seemed like an endless series of negotia-
tions with the youngster’s teachers and ul-

timately the prineipals, first in the gram-
mar school and then the junior high.
That boyv. Joe mused. The aches he
brought us, but in the end how much he
made us think about who we really were
and about our beautiful culture, and rea-
lize how rich we were. Paul was now at
the university studying to be a lawyer,
but there remained the vivid memory of
his militancy. his organizing the Mexican
students. his leadership in demonstrations
demanding that the school recognize the
identity of “his". people.

The traffic near the school had died
down now. and as Joe looked out the
window. almost all of the students had
disappeared from the lawn. He thought
of their youngest boy. Frank. a kid who
somehow was a mixture of John and
Pablo. and of how he Joe and Angie
had changed and how their lives had
been changed by their boys. He thought
of how the schools were changing. too.
Who would have thought a few years '
back that they would even recognize el
cinco de Mayo, a Mexican national holi-
day. let alone a week-long observanee of
it! Or who would have imagined that a
whole section of the school would be in-
volved in bilingual programs!

Things were not perfect. Too many
Mexican kids still weren't really getting
anything out of school, and too many
were dropping out. Too many werce still
having trouble finding an identity,
caught in the crossfire of two cultures.
And yet, things were changing. Slowly,
but they were changing. At the very least
it was okay to speak Spanish. And the
playground at Frank’s school was as good
as any in the State, and the buildings

“were modern and attractive. Maybe one

day there wouldn't be all the fuss about
being “different,” and people would he
aceepted on their merits as individuals.

Suddenly the school bell clanged long
and loud, bringing Joe upright in his
seat. He looked in the rear-view mirror
and pulled the camper away from the
curb. Actually, it looked like it was going
to be a pretty nice day after all.

—BILL RIVERA

Special Assistant to the Superintendent,
L.os Angeles City Schools
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New Era for Special

n aspect of Indiar
culture that as.
tonished the
colonists, we are
told, was the con-
cept that the gods
had a special con-
cern for the men-
tally and physically
handicapped and that all creatures on
carth were obliged 1o share it

The more prevalent feeling, a legacy

from the Middle Ages, was essentially one
of rejection. It was thus perhaps inevi-
table that the initial moves to provide
education for the handicapped entailed
removing them from cveryday affairs.
Those offered any help at all were nor-
mally placed in an “asylum,” a word
which, along with “feeble-minded” and
"deaf and dumb,” quickly acquired
Pejorative connotations, The effort was
nevertheless a major step forward, and it
began in the New World with Americans
who traveled to Europe to study the
pionecring techniques beginning to
emerge there.

One such was Thomas Hopkins
Gallaudet. Not only a teacher but a
teacher of teachers, he became so inter-
ested in the communications problems
confronting people who could not hear
that he went to Paris to visit a school for
the deaf that had been started by a
young priest named the Abbé de I'Epeé.
When Mr. Gallaudet returned to the
United States he brought with him a deaf
man who had been trained at the school,
Laurent Clere, and in 1817 they estab-
lished the Nation's first formal cducation-
al institution for the handicapped  the
American Asylum for the Deaf, located
in West Hartford, Connecticut. Mr.
Gallaudet was in time to gain an interna-
tional reputation for his leadership in the
education of deaf and other handicapped
children, and he is memorialized today
by Gallaudet College in Washington,
D.C., the only liberal arts college for the
deaf in the world.

Another importer of European tech-
niques for educating the handicapped
was John D. Fisher, who had gone to
Paris to study medicine. There he be.

K 2 NSNS S came fascinated by the work being done
ertutor, Anne Sullivan; and Alexander Graham Bell. in a residential school for the blind that
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Stuents ——from 1893 and toa of Gallaudet College, since 1864 the world's only lzberal arts collegefor the deaf
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had been started by Valenun Hauy At
his tetnin to the Uited States m 18U,
Di. Fisher descubed that wotk so persua
sively that thiee veans Later the Massa
chusetts State Legislatune voted tunds to
establish i Boston the New England Asy
lum tor the Blind (soon thereateer 1e
maned the Perkins Schootb ton the Blind
and subsequently relocated 1 its presemnt
site in Waiertowny The il ditector ot
the sehool was o physician nwamed Samueld
Greeley Howeo and his contributions atud
those ot Dr Fisher also were to be
memortalized n then cases by the
accomplishiments ot two renu kable wo
men who had been born both blind and
deat.

The first was Laura Bridgman, who
began her instruction at Perkins in 1837
when she was seven veals old. Her success
not only in learning o read and write
but as an extraordinarily eftective teacher
brought new hope to the parents of hand.
icapped children around the world. One
such parent was the mother ot six-vear:
old Helen Reller, who read about Laura
Bridgman’s achicvements and sought help
from a graduate of Perkins Instituee
named Anne Sullivan. With Anne Sulli-
van’s help and her vwn indomitable de-
termination. Helen Reller became the
author of severa! books, a much sought-
after lectuver. and one of the most ad
mired public figures the Nadon has ever
known

Spurred by such examples ot what
could be done. other institutions for

VOUNENers sutfering various handicapping

conditiotis began to come o existence,
Most clunyg to the practice of separating
the handicapped from society in speeial
schools. but appearing here and there
were arrangements which, while segregat
ing handicapped youngsters from other
children, at least made it pmsil)l(- for
them to remain with their families, In
1871 a dav school was established in
Boston for deaf pupils, for example, a
class in Providence in 1886 for the re
tarded. another in Chicago in 1899 for
<'lippl<-(i ¢hildren.

One of the most effective spokesnman
for this ;lppm.uh was Alexander Graham
Bell. who prnp(m-(l'm the 18O8 conven:
tion of the National Education Assocla
tion that programs for the handicapped
be established in the public schiools. Such
children, he said, wonld “form an annesx
to the public schiool systen. receiving
.sp('«"ml instruction from special teachers
who shall be able 10 give instruction to
tittle children who are either deaf. blind.
or mentally deficient. withou sending
them away from their homes or from the
ordinary companions with wnom they are

.

associated.” Dr. Bell was addressing the
conference not as the celebrated inventor
of the telephone but as a speech expert
from a family of speech experts. He had
among other things successfully undertak:
en the instruction of a deaf boy named
George Sanders in Salem. Massachusetts,
and it was in the Sanders home that he
made his first telephone experiments.
When it became clear that his invention
would bring him wealth, Dr. Bell wrote
to his mother, “Now we shall have money
enough to teach speech to little deaf
children.”

r. Beli's comment was revealing

not only of his character hut of

the shaky financial base of the
various efforts to educate the handi-
capped. Tt is probably fair to say that in
general. education of the handicapped
("special education.” as it is now referred
to by cducarors) was thought of by the
public at large as essentially an exercise
in charity, Not long after the turn of the
century Elizabeth Farrell, a young
teacher at Public School Number 1 in
New York City, advocated and exempli-
ficd a new point of view. Considering
handicapped children not as a caste of
unfortunates. but instead viewing them as
individuals, she dedicated herself “to the

end that each and every child should be
given the opportunity to develop accord-
ing to his capabilities.” She worked first
with a group of boys regarded as misfits
becaunse of their chronic truancy. On the
theory that the school should adapt to
them rather than demand that they
adapt to the school, she organized an un-
graded class in which the childien learn-
od with materials not usually associated
with the classroomn - picture puzzles,
tools, paint and brushes, even tin cans.
From there she went on to organize basic
classes for younger children with intethi-
gence quotients of less than 50 and trade
courses for retarded older boys and girls.
Along the way. in 1922, she orgat.ized
and was first president of what is now
The Council for Exceptional Children.
“Exceptional children” is an inclusive
term covering not only the Helen Keiles
and Laura Bridgmans and Miss Farrell's
chronic truants, but also exceptionally
gifted youngsters whose very brightness
can produce problems for them; the
physieally, mentally, and emotionally
handicapped: children whose socioecon-
omic and cultural backgrounds set them
apart: students with motor, visual, audi-
tory, communication, behavioral, cogni-
tve, and specifie academic learning dis-

Aruitea

l
ERIC

ided by ERIC,

13¢

15




the word “mainstreaming” seems o nay
different eanings for different peoples
and programs, its essence is the idea of
providing special education o exceptior
al children while they attend regular
classes. It should be noted, however, th;
some educators feel immediate total im.
mersion in regular elasses to be imprac-
tical for a significant portion of handi-
capped children and suggest instead why
they call “progressive inclusion” that is,
starting off by including the handicappec
child in selected classroom actividies for
limited spans of time and then moving
forward from there.

Behind such moves as these is a chang.
ing philosophy thae is increasingly being
spelled out in the law. The education of
exceptional children is no longer per.
ceived as a matter of charity or simply as
wise practice initiated by an enlightened
society determined o capitalize to the
fullest on its human resources. The jssye
now is one of the handicapped child’s
rights as a citicen  the proposition that
the public schools are as fully obligated
to serve exceptional children as they are
anv others of school age. The counts have
agreed, perhaps mogt strikingly in the
landinzrk 1971 case of Pennsylvang
Association for the Retarded v the Com.
monwealth of Pennsylvania, which held

abilities  in shore. hovs and girls in need
of special educational programs, services,
facilities. or materials,

There are an estimated seven million
such school-age Youngsters in the United
States  some 10 or 19 percent of the
overall school-age population  plus
another million preschoolers. Particularly
because of effores undertaken during the
current decade, major progress has heen
made in affording them educational op-
portunities commensurate with their
needs. During the last five vears the num.
ber of handicapped children receiving ef -
fective special education services has
climbed from 2.1 million to nearly three
million. That nevertheless leaves another
three million or so who are receiving con-
siderably less than an adequate education
and one million who are denied
a free public education altogether.

access to

Moreover, the figures alone do nog in.
dicate the depths of the handicapped
children’s dilemma. They are still more
often than no categorized, almost as jf
they were something less than-individual
human beings: they bear a stigma. They
are often separated from other children
10t infrcquvml_\' at the instigation
f parents and educators who see the

that the public schools of that State could
not ignore the educational needs of the
mentally retarded (and by implication
the needs of other exceptional children ag
well). By now at least 36 lawsuits have
been filed in 95 States aimed at guaran.
teeing handi(‘appod children their right
to an education and bringing an end o
State and local policies and practices that
cither exclude these children or provide
them with an education that is clearly in-
appropriate. In alj major instances in
which decisions have been rendered, the
courts have found for the plaineiffs.

possibility of difficulties or disruptions 5
practice that is particularly corrosive for
children whose handicaps are relatively
minor. Civil rights actions have revealed
many cases in which black, Mexican-
American, and American Indian voung-
sters have been placed in classes for the
retarded when :heir "problem” would ap-
pear simply to have been 4 different cul-
tural background.

timulated in part by the progress

achieved during the past five vears, a

surge of activity is now under way
toward strengthening special education in
all its parts. More and more public
schools. for example, are seeking to reach
out to the severely or multipie handi.
capped child. There are programs to
help the parents of han(li('app(-d children
start the educative process during in-
fancy. A search is on for better testing
and evaiuation procedures (p;lr(i('ularl_\'
in relation 1o minority groups). There are
programs to involve handicapped boys
and girls more fullv in career or vocation-
al education. There are renewed effores
to serve the needs of the gifted and
talented. In general, there Is increasing
interest in bringing exceptional young-
sters into education's mainstream. While

Special education is thus entering a
new era, (lvmons(ra(ing as it does so thar
the principles commemorated in the Bj.
centennial observance remain vigorous. I
is of course true thar millions of hand;-
capped youngsters are stil] effectively de-
toured from “the pursuit of happiness,”
but their number js dwindling. More and
more are being offered truly equal educa-
tional “pportunity, the right to achieve
their potential and thereby make their in.
dividual contribution to the Nation’s
further progress.

—WILLIAM C. GEER

Exccutive Director
The Council for Exceptional Children
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t is more sad than
shocking that two
fundamental parts
of American civili-
zation developed al-
most independently

of each other: the
arts and general
education. Histori-

:ally, the arts have rarely come first in our
schools. which had sterner tasks than pur-
suing the Muses. “To America one school
master is worth a dozen poets,” said Ben-
jamin Franklin. “and the invention of a
machine... is of more importance than a
masterpiece of Raphael.”

John Adams made a more famous state-
ment and its hopeful promise may vet be
fulfilled. "I must study politics and war,”
he said, “that my sons may have liberty to
study mathematics and philosophy.
navigation. commerce and agriculture in

Miss Hanks is Chairwoman for the National Endow:
ment for the Arts
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BY NANCY HANKS

order to give their children a right to study
painting poetry, music, architecture, stat-
uary, tapestry and porcelain,” If his vision
was noble his timetable went instantly
awry: his son grew up to be President too.
Adams’s priorities may have been sound
for the infant Nation. Physical and polit-
ical sccurity came first: an expansive
economy came next: the arts came last. if
at all. But how much really changed until
very recently? For nearly two centuries na-
tional leaders voiced high-minded
thoughts about the arts - and then went on
attending to “matters of consequence,” to
borrow a phrase from Antoine de Saint.
Exuperyv's The Little Prince. They had
the appreval of the people who elected
them to lead. These constituents also
clected school boards. trustees, and super-
intendents of similar utilitarian stripes.
and so practicality prevailed in cducation.
As the Nation became fundamentally
more democratic (and as education grew
less elitist) schools became increasingly vo-
cational in the basic sense. Schooling was
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geared to help students bring home leaner
bacon than their fathers had, whether the
child was to be a “noble vyeoman” of
Thomas Jefferson’s vision or a doctoral
candidate in one of today's law, medical,
scientific, or education schools.

By popular if misguided definition, the
arts were traditionally deemed less neces-
sary, less American somehow, less mani-
festly predestined than mechanics, agricul-
ture, technology. and the so-called profes-
sions. Certainly the arts came to be taught
in the painting academies and music con-
servatories that grew in the 19th century.
But these too were trade schools that iso-
lated students in their own ivory towers and
excluded outsiders.

Nevertheless in the past 150 years draw-
ing and singing have managed to move
slowly, almost furtively into public schools.
That the arts entered the schools at all is
the near-miracle. Some highlights of how it
happened deserve a swift review.

Music in the schools had a brief heyday
on this continent. The first European



svaLia wad LIuvlacE rouiru e vante, a
Franciscan in Cortez's train. In 1523 he
offered Indian chiliiren a curriculum
modeled after the medieval cathedral
schools. He taught reading and writing, of
course, but stressed singing, the making
and playing of instruments. and music
manuscript copying. The Spanish mission
system reached far into the present day
United States as its patrons sought heathen
souls to save and native gold to ship home.
By 1540 Juan de Padilla. another Spanish
missionary. was teaching music in what is
now New Mexico, a cultural cul de sac far
from what would become the turnpike of
American development.

In New England a full century later,
religious motives were again the prime
mover of education - but without musical
accompaniment. The purpose of the writ-
ten Word was to point the way to salvation
along a route that became increasingly
narrow. In 1643 a Boston pamphleteer ex-
plained the colonists’ rationale:

After they had built houses and “conven-
tent places for Gods worship and settled the
Civill government; one of the next things
we longed for, and looked after. was to
advance Learning... dreading to leave an
illiterate Ministry to the Churches when
our present Ministers shall lie in the dust,”
Fortunately. "It pleased God to stir up in
the heart of one Mr. Harvard. . . to give
the onc halfe of his Estate . . . towards the
crecting of a College, and all of his
Library” which comprised 320 books.
After the Connecticut General Court en-
dorsed Yale's founding. it stated. "One
principal purpose in erecting this college
was to supply the church in this colony with
a learned, pious and orthodox ministry, ™

In 1647 Massachusetts authorized the
first publicly supported schools with a law
requiring cvery town of more than 50
houscholds to employ a reading and writ-
ing teacher. Many settlers balked at this
¢xtravagance and the schools were seasonal
to the point of being sporadic as
teacners -many of them ministerial candi-
dates awaiting a vacant pulpit - rode cir-

cuits. .
nderstandably, given the funda-

mentalist standards of the day.

artistic subjects were avoided like
Satanic infections. Creative curriculuins,
in the modern sense, were unheard of in
grammar schools with their hornbooks.
rote methods, and hickory-enforced
discipline. Portraiture was left to sign
Painters, who learned their art as appren.
tice iradesmen. Interest in music, accord-
ing to one scholar. “declined almost to the

(1063V), which set down David's song in
metrical verses that could be sung to tunes
the immigrants brought with them.

In 1721 one of Franklin's brothers print-
ed a book with musical notation. About
this time the “singing school” was be-
coming popular to improve church music.
It was a social and religious adjunct. hard-
ly an educational one. In 1833 the Bos.
ton Academy of Music was founded with
the revolutionary purpose, among others.
of encouraging music in the public schools,
A few vears later what we'd call a pilot
project received charmingly breathless ap-
proval in a report to Boston's mayor. It
read:

"One thing has been made evident, that
the musical car is more common than has
been generally supposed. There are but
few in the school who make palpable dis-
cords when all are singing.... They prefer
the play of a hard music lesson to anv out-
of-door sports.... A song introduced in the
middle of the session has been invariably
followed by excellent effort. It is relief to
the wearisomeness of constant study. 1t ex-
cites the listless and calms the turbulent
and uneasy. It seems to renerve the mind
and prepare all for more vigorous intellec-
tual action.”

In 1836 Calvin E. Stowe reported to
Ohio School authorities on European edu-
cation trends. He said he observed in Ger-
many “the universal success and very bene-
ficial results with which the arts of drawing
and designing and vocal and instrumental
music, moral instruction and the Bible
have been introduced into the schools.” He
met teachers who “had never seen a child
that was capable of learning to read and
write who could not be taught to sing well
and draw neatly, and that, 100, without
taking any time which could at all interfere
with, indeed which would not actaally pro-
mote his progress in other subjects.” (If
Mr. Stowe anticipated John Dewey. he also
proved that his wife, the former Harriet
Beecher, had all the writing talent in the
family.)

The spread of music was slow. In 1860
Philadelphia overscers resolved that there
should be a piano in every school. In 1865
New Haven's first music teacher was get-
g started in school hallways. He moan-
ed "it was very difficult indeed to convince
the authorities that ...musical instruction
should be governed by the same rules and
regulations that obtained in other sub-
jects.” (Then. as now. an innovator's first

* dbstacle was the deportment department.)

By 1886 the U.S. Commissioner of Educa-
tion estimated that music was being taught

vanishing point” in insular 17th centugy, lagaglarly in less than 250 schools.

America while Monteverdi. Scarlatti, and
Purcell composed for European contem-
poraries. What music survived here was
liturgical. The second book published in
the Colonics was The Bay Psalm Book

Q
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Art was academically accepted even
later. except in professional schools. Amos
Bronson Alcott included drawing from na-
ture for a half-hour a week in the 1830s.
But his Temple School was closed because
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discussion of religious principles was'par(
of the curriculum.

Creative arts were still considered icing
on the cake of aristocratic education at a
time when most young people got an un-
leavened diet of practical training in
schools. These subjects. as a critic ob-
served, were only “accepted as a means of
refining the taste and of giving, particular-
ly to young ladies in private schools, the
finishing touch of art to an education in-
complete without a few lessons on the harp
and a few others in sketching in pencil or
sepia.”

The first public school drawing classes
were promoted by Horace Mann, who
published a series of lessons imported from
Germany in his Common School Journal in
1844, Typically, the purpose was practical,
not expressive. “Drawing is a form of
writing.” he wrote, “and should be taught
with it.” This art  the rendering of formal
and tidy geometic forms  must have been
sterile stuff. It wasn't ars gratia artis but
carly mechanical drawing, which had a
high marketplace demand as New
England’s manufacturing capacity ex-
panded with her industrial ambitions.







T T - mesesansaviwviil, Plt'
cursor of the present Office of Edy-
cation. uitimately came around to

the following point of view: “The element
of beauty is found to have pecuniary as
well as aesthetic value. The training of the
hand and of the eye which is generated by
drawing is found to be of greatest ad-
vantage to the worker in nearly every
branch of industry. Whatever trade mav
be chosen. knowledge of drawing is an ad-
vantage and in many occupations is be-
coming indispensable.... The end sought 1s
not to ¢nable the scholar to draw a pretty
picture but to train the hand and eve that
he may be better fitted to become a bread-
winner.” That was written in 1874, o
and a half centuries after the first schools
opened in New England.

Soon afterward. the Western Drawing
and Manual Training Association (the Na-
tional Art Education Association’s antece-
dent) was organized. Is premise: “New
problems in education and child life con-
front us as the world grows more dramatic.
To art we must look for liberty from the
mountain-fastnesses of materialism and ex-
cessive commercialism.” Sound familiar>
That was in 1899,

In the same vyear John Dewev wrote
“School and Society,” the first of his
seminal works that stressed the experiential

development of the whole child. He spelled
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vulL wnat previous observers had only
hinted at. "The arts are not only intrin-
sically and directly enjoyable.” he wrote,
"but they serve a purpose beyond them.
selves. They are not luxuries of education,
but experiences of that which makes edu-
cation worthwhile.” '

How far have we come toward accepting
that idea? In 1906, seven years after Dewey
had set forth his idea the president of the
Western Drawing and Manual Training
Association told a convention of specialized
teachers. “"There is a general awakening to
the importance of the arts: their value is
being realized industrially, educationally,
commercially, artistically as never be.
fore.... With this awakening of interest it
becomes increasingly clear that the arts are
soon to be accorded the importance they
deserve as instruments of education and
that they have their definite values not as
ends in themselves so much as means in fic.
ting for life.” Similar feelings are still being
expressed - and in the same hopeful tones.

The New York State Commission on
Cultural Resources declared, “The arts not
only belong in the schools but the schools
and the curriculums are incomplete with-
out them.” Undeniable though that point
may be. there is little evidence that it re-
ceives any particular pushing on the part of
educators. Using National Education Asso-
ciation data. the U.S. Office of Education
in 1973 ranked public secondary school

.
priorities this way, according to the hreak-
down of teachers’ specialities*  English
(20.4 percent of the teachers), mathe-
matics, social studies. science. health and
physical education. industrial arts and
vocational  education, business, home
economics, foreign languages, music (3.8
percent), art (3.7 percent), then “special
education” and “other." According to the
s$ame source. in nonpublic secondary
schools last year. there were 3,900 music
teachers and 1,100 art teachers for 1.3 mil-
lion students. Only home economics. in-
dustrial arts, and the ubiquitous “othcr
numbered less.

onceivably one might infer that

these breakdowns conceal the

proposition that artistic awareness
permeates the teaching of social studies.
home economics. and the rest. But this
isn’t the general rule. The arts, where they
are taughe ac all. are often isolated in
rigidly designated time slots and cloistered
rooms. In many colleges, art history is in-
sulated from painting and sculpture by
walls mortared with interdepartmental
rivalry. Worse, occupational jealousies still
keep educators and professional creators
apart. Some teachers and theater people.
for instance, seem to get a lot of exercise
walking their boundaries in the belief that
"good fences make good neighbors™ still,
Such parochial attitudes are slowly break-
ing down in places.

a —mma
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The notion of professional painters,
writers, and musicians working directly’
with students is not new. Yet it remains too
rarely applied at the scholastic level. In
1934 Grant Wood took up his brush as an
associate professor at the University of
lowa. Two years later the first artist-in-
residence as such was appointed at the Uni-
versity of Wisconsin College of Agricul-
ture. In 1970 the National Endowment for
the Arts began its Artists-in-Schools pro-
gram in cooperation with the Office of
Education. Last year 1,750 musicians
poets, painters, actors, photographers,
architects, and other artists worked in
5,000 schools in all 50 States. Frequently
the results have been marvelous. Of course,

there have been problems too.
hile the numbers of Artists-in-

Schools are impressive. there are

many schools and millions of stu-
dents still going without any creative
opportunities, What an immeasurable
waste of human potential and humane re-
sources! How long will it be before teachers
and administrators in every school discover
or adopt ways te bring ¢ arts to every
child -- ways of proven u. tic and educa-
tional merit? This is one of the major chal-
lenges for today's schools.

At present, according to findings in New
York State, “students in public and private
schools can graduate without ever having
personally experienced live professional
arts programing. and without ever having
had the opportunity to decide for them-
selves whether or not they have the interest
or aptitude to participate in the arts as a
professional, amateur, or spectator.” That
situation might have been acceptable when
the Nation fought for life in a hostile en-
vironment, but it is disheartening now.
(And it bears mention that New York has
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haneing it.” Enhancing life, illuminating
and entiching it these are what the arts

aie gl about
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tial services. and help to make the arts
available to all their citizens.” The mayors
defined "a new national goal: that no
American shall be deprived of the oppor-
tunity to experience... the beauty of life”
because of “chrcumstance, income. back-
ground ., remoteness or race.”

Abo encouraging is the prospect of the
Bicentennial celebration, which should not
onlv be an occasion o leok longingly back-
ward, but an opportunity to really think
thont why the Nation began, how we got
tor good and il and
trom Para-
mount amony the Founding Fathers' goals

'.\'hl'lv'\\'l'.”:'U)(i.l\'
where we want 1o go here,
was the triad of Tife, hberte, and the pur-
st of happmess. We've gone far with the
friest swo goals i the past two centuries,
and g tchievemnent ot the Nation's

centuny mmght be the pursuir of
bappiness thiough the creanve conperation
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“It is the work of art,” said Archibald
MacLeish. “that creates the human per-
spective in which information turns to
truth.” As a certified. card-carryving poet,
Mr. MacLeish was of course talking not
of a painting the usual synonym for
“art”  but of the arts in general. And he
made a point that has particular rele-
vance in this era of the American Revolu-
tion Bicentennial.

A contemplation of our Nation's his-
tory need not mean confinement to what
has been recorded in the written word.
The story of America has been told
also - and in ways that impart special di-
mensions of appreciation and under-
standing - in music. on canvas. and in
stone, by poets and novelists, through
plavs and musicals and films. even in the
dance.

That proposition may initially come as
something of a surprise. The impulse is
to consider the arts simply as valuable as-
pects of our national experience rather
than as eloquent tellers of it. On second
thought, however. numerous examples
will come to mind in which a poem or a
painting or a play has specifically focused
on itluminating the Nation's unfolding,
and in doing so has given it “human
perspective.”

Some random examples of the arts as
history are included in these pages. More
striking candidates could doubtless be
suggested. It's an interesting exercise.

—LEROY V. GOODMAN

Editor, dmencan Education
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Those of mechanics, each one singing his as it sho,
blithe and strong,

The carpenter singing his as he measures his plank

The mason singing his as he makes ready for work
oft work,

The boatman singing what belongs to him in his b
deck-hand singing on the stecamboat deck,

The shoemaker singing as he sits on his bench, the
singing as he stands,

The wood-cutter’s song, the ploughboy’s on his wa
morning. or at noon intermission or at sundos

The delicious singing of the mother, or of the youn
work, or of the girl sewing or washing,

Eachsinging what belongs to him or her and to no:

The day what belongs to the day - at night the par
fellows. robust, friendly,

Singing with open mouths their strong melodious s

13 There are words like Freedom
Sweet and wonderful o sav.
On my heartstrings freedom sings
“All dav evervday.

There are words like Liberty
That almost make me cry.

If you had known what I know
You would know why.

TGRAND AND IMPOS
REVIVAL OF BRONSON HOWARDS

' = GREAT MILITARY DRA

e E= EXCELLING IN SCENIC MAGNIFICE

L ANY PREVIOUS PRESENTATION OF THE}
PRESENTING THE MOST THRILLING PIC
OF WAR EVER SEEN ON THE MIMIC

A TROOP OF ROUGH RIDER
A BATTERY OF ARTILLER
A COMPANY OF INFANTR

A CAST OF FXTRAORDINARY STRE]

THIS PRODUCTION COMPLETE IS FROM THE 3ROA
THEATRE . NEW YORK,AND MCVICKER'S THEATRE .CHIJ

AM . DINGWALL Gensra) Mansaer
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Flhune tallen in love with Amertcan nanies.
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Fhe sharp maomes that never get Hat,
: Fhe snakeskin-titles of minme-claims,
Fhe plumed war-bonner of Medicme Tat,

Foacsen and Deadwood and Tost Mule Flat,

I shall nor rest quict in Montparnasse,

Fhatl not lie casyat Windhelsea.

You iy bury my body in Sussex griss.,

You may bury my rongue ar Campmedy.,
: [ shall not bhe theres T shall vise and pass,

21 A 3 ‘ Bury sy heartat Wounded Knee.
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442 Times
in

New York

“"HERE 1S a war
play without piffle;
it has the ring of
truth—the only
war play that has
got away from the
truck of the stage.”
Alan Dale,

N.Y. American

WyMaxwell Qnderron
and Lawrence clial lings

NO American play has come
nearer to greatness!

Woman’s Home Compan

TREMENDOUS! Sardonic laugh
fills its every scene.

Alexander Woollcott, N,Y, §

SUPERB!
A triumph.

Stark Young,
N.Y. Times
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- The sneer is gone from Casey's lips, his teeth are clenched in hate
He pounds with cruel vengeance his bat upon the plate:

And now the pitcher holds the ball. and now he lets it go,

] And now the air i1s shattered by the force of Casey's blow.

Oh. somewhere in this favored land the sun is shining bright;
The band is playing somewhere. and somewhere hearts are light;
And somewhere men are laughing, and somewhere children shout;

But there is no joy in Mudville mighty Casey has struck out.

R
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ILLUSTRATION KEY: 1) Detail from the "Columbus Doors,” which serve as the main entrance to the Rotunda on the East Front of the
U.S. Capitol: 2) Grant Wood's Midnight Ride of Paul Revere; 3) chorus from “Yankee Doodle”: 4) detail from John Trumbull’s
painting. The Declaration of Independence; 5) playbill for Maxwell Anderson’s Valley Forge; 6) frontispiece from Moby Dick, by
Herman Melville: 7) totem pole carved by Tlingit Indians of southern Alaska: 8) scene from the play. A be Lincoln in Illinods: 9) Harriet
Beecher Stowe's Uncle Tom'’s Cabin; 10) Horace Pippin's painting, John Brown Going to His Hanging: 11) scene from the film, The
Corered Wagon; 12) "1 Hear America Singing,” by Walt Whitman; 13) “Words Like Freedom," by Langston Hughes; 14) playbill for
Shenandoah by Jacob Lite: 15) Ogalala Sioux rendering of the Battle of Little Big Horn: 16) Ethel Merman as Annie Oakley in A nnie
Get Your Gun, 17) Charlie Chaplin in a scene from the film. The Gold Rush; 18) scence from the ballet, Billy The Kid; 19) frontispicce
for Mark Twain's The ddventures of Huckleberry Finn: 20) from “American Names," by Stephen Vincent Benet: 219 Mt Rushmore,
South Dakota: 22) playbill for What Price Glory. by Maxwell Anderson and L, Stallings: 23) scene from Porgy and Bess: 24) from
“Cascy Atthe Bat.” by Phineas Thaver: 25) Vaudeuille, painted by Jacob Lawrence; 26) Harold Lloyd in The Freshman.
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uring the 200 vears
of our Nation’s exis-
tence  the  schools
have been  called
upon to respond to
the needs and ex-
pectations of a
socicty marked by
change so continu-
ous. so rapid. and so extensive as to inhibit
and in some wavs nullify the role of tradi-
tion.

They have done so with amazing success.
Other social institutions also have made
important contributions to the education
of our citizenry, of course, but it is the
schools that have had the basic responsi-
bility. In carrying out that responsibility
they have taken the lead in building and
maintaining a dynamic and yet stable poli-
tical and social order. They have been at
the heart of the development of a labor
force possessing those levels of flexibility,
intelligence. and skill necessary to under-
gird the remarkable advances that have
been made in agriculture, industry. and
commerce. They have helped to induct
into the common life of the Nation millions
of newcomers from diverse cultures. speak-
ing different languages and having differ-
*nt customs and folkways. They have been
primarily responsible for creating an en-
sironment in which, during the last gen

Dr. “Tyler is Director Emeritus of the Center for Ad-
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cration, about half of the population
moved up to higher levels of affluence and
responsibitity than those attained by their
parents. while only about a fourth moved
down. And while serving the needs of
society as a whole, they have also sought to
serve Americans as individuals, offering
them opportunities to develop their own
special talents. pursue their own particular
interests, and achieve their own personal

goals.
The common characteristic in these
enterprises  has  been responsiveness  to

society’s evolving demands and expecta-
tions. Tomorrow’s education can thus be
expected to be shaped by tomorrow's
society. and the new demands. new prob.
lems. and new aspirations it is heir to.
Along the way. of course. it will be neces-
sary to take care of some unfinished busi-
ness. prominently including the challenge
of educating a// the Nation's children. We
speak glibly of having universal elementary
education in America. and statistically the
statement is accurate. with 95 percent or
more of the Nation's children enrolled in
school. Results of the National Assessment
of Educational Progress indicate, however,
that about 20 percent of these children do
not in fact acquire the skills and knowledge
taught in the primary grades and are left
unprepared to progress cither in school or
toward responsible adulthood.
Characteristically coming from homes of
poverty where their parents have had little
education. they are confronted when they
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enter school by formidable barriers. They
encounter, for example. a curriculum (and
a way of presenting it) developed to serve
children from homes where the parents
have already built a ground-work for
schooling by having books in the home.
by reading aloud from them. by engaging
the children in conversations that express
orderly thought and draw on ideas. and by
instilling confidence in their sons and
daughters that they can handle school
work. Boys and girls who have not received
this kind of stimulation are likely to per-
ceive school learning not only as over-

" whelmingly difficult but irrelevant to their

lives. To enable them to absorb what the
school seeks to teach requires the construc-
tion of a new kind of curriculum, the use of
new kinds of teaching methods, and the
development of approaches that engage
these particular children at a level where
they actually are and help them move for-
ward in terms of their individual abilities
and nterests.

Another frustrating barrier standing in
the way of such children is the continued
use in many places of practices geared to
an earlier time when the school's function
was fully as much to sort students as to edu-
cate them. When the Nation was new,
nearly 80 percent of the labor force was en
gaged in unskilled labor. less than three
pereent in professional and managerial
occupations. Even so much as an elemen-
tary education was not necessary to be pro-
ductive in primitive agriculture, manufac-
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turing. and construction. and only a very
few men (and no women) needed prepara-
tion for the professions. [t seemed sensible,
then, to ration education so that the num-
bers of people receiving ditferent ainounts
of schooling would correspond roughly o
the available opportunities. This sarting
process was turned over to the sehools, and
it was accomplished by the
grades given out to the pupils. Marks of
“excellent” or “good™ served o encourage
farther  education.  while and
“failure” signaled the advisability of trving
something else. For the purpose at hand,
this weeding out process was effective In
1910, for example. about half of America's
children had stopped their schooling by the
age of 12 bue sdll managed o find jobs of
one kind or another. Only ten percent went
on through high school, and only three
percent graduated from college.
Soctetal demands todav are
vasthv difterent. Tn 1970 less than five per
cent of the men and women making up the
labor torce were engaged in nontarm un
skilled Tabor, while more than 40 pereent
were engaged in professional, techuical,
and other occupations requiring more than
a high school educadon. Toward meeting

classroom

“poor”

of course

the needs both of the individual and of

society at large. the schools are now ex-
v child achieve the full
a goal at odds

pected to help eve
limic of his or her potential
with the contnued use of a marking svstem
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that in effeet tells many children o give
up. Sinee 1965 national artendon has heen
focused on finding wave of educaung these
voungsters. and progress slowly is being
made. Stgnificant improvements are none-
theless reported in onlv about one third of
the classroums where there are concentra-
tions of childien from homes of poverty.
The schools of tomorrow will be more tully
responsive to this challenge, and we can ex
pect the number of American children who
are tralv gaining a primary education to
mcrease from the present 80 pereent o at
least Y9 pereent.

Going,
business.

cducation’s untinished
responsibility

bevond
a secand  major
facing romorrow’s education is the orderly
and effecdve transition of vouth  from
childhood o constructive participation in
adult life. As American society has become
specialized and urbanized. voung people
have increasingly become more isolated
from it There are fewer respansibilities as:
signed o children as their contribution o
maintaining the family. and fewer oppor
tunities for them to help with their parents’
occupations, to participate in adult social
affairs. to v out adult roles. even o ob-
tain pare-time jobs. For earlier generations
these were significant wavs in which voung
people were aided in their progress to
adulthood. Meanwhile, however, work left
the home and farm to be carried on in fac-
torv and shop. and as it did so. concern

arose for the safety and welfare of the
vouth drawn w0 it, Among other things.
that concern stimulated the enactment of
laws strictly regulating child labor, raising
the compulsory age of school atendence.
and establishing minimum wagee. Useful
and even necessary though these startes
and regulations have been they have eoin-
cidentally gready limited the opportunity
for voung people to learn what werk and
adult life are all about. The net resuit of
this forced isolation has been o alienate
voung people from che adult society. 1o de
lay personal and social maturation. some-
times to inhibit permanentiy the develop.
ment of respoisivility beeruse of over-pro.
tection from the consequence of personal
actions.

American society cavnnt long endure
wchout o means for o peacefui and effec
tive transition of vourh into adolthood. As
artangements of the past have dissolved,
new provisions must be canstrueted. I the
Communist countries. thin transition iy
largely the task of the Communist vouth
organizations that take over the activities
of voung people for several houwrs at the
et of cach school dav and on holidays. A
roughly similar function was performed in
the United States duting the Depression of
the 19308 by the National Youth Adminis
tration  and Civilian  Conservation
Corps, established as CIMETEeNey Measuses
to provide work for voung people ata tinu
of massive unermpiovment. Although these

“he

agencies aided grear aumbers of American

vourh shev were not well incegrated either
into e schools or the overall sociey,
serving only low-income families and pro.
viding only a limited range of work experi-

ence. The needs of the furure call for



more permanent, more carefully planned
approach that involves all vouth in a
vatiety of constructive adule activities in
which they take increasing initiative and
responsibility.

Many community institutions and or-
ganizations need o participate in en-
deavors of this sort, but the school is in the
best position to serve as coordinator. to
take the lead in drawing up appropriate
plans. to help voung people determine the
particular programs best suited to their
needs and aspirations. and to monitor
these programs toward assuring their edu:
cative effectiveness.

Tomorrow's schools also can be expected
to be deeply involved in the related issue of
occupational education. Until the present
century the number of different occupa-
tions was small. and the professions aside.
most required very little training. Particu-
1arly during the past few decades, however,
advances in science and technology have
created thousands of jobs unknown to pre-
vicus generations and requiring specialized
knowledge and  technical preparation.
Thus the traditional usefulness of appren-
ticeship. which depends heavily on ob-
serving the muster and emulating his
example, has been significantly narrowed.
One cannot casily observe what the master
is thinking. and in anv case new technology
is likelv to render his procedures obsolete.
For a number of reasons. then. apprentice-
ship and on-the-job training have become
inadequate to serve a large sector of young
prople.

The high schools face some critical diffi-
culties in providing occupationai educa-
tion. A recent public opinion survey, to
cite one example, showed that more than
90 percent of the parents wanted their chil-
dren to go to college and that more than 70
percent expecied them to do so. In most
high sciiools, however. enrollment in voca-
tional education programs means skippirg
the courses commonly reqjuired for college
adimission, and in this circumstance many
parents insist thar their children avoid vo-
cational rraining. Many other parents do
not raise that barrier. of course. but here
too the situation is unsatisfactory. since the
schools have difficulty in providing instruc-
ton and working laboratories that realis-
ticailv respond to the 1 ange of jobs that are
Likely to be oprning up. Communities that
have a large fraction of young pecple wan:-
ing vocational education are typically those
that can offer only limited employment
opportunities. In rura! arzas, for example,
morc than 80 percent of the youth must go
into the cities if they are to find jobs. but
few if any rural higi schools have person-
nel or facilities capable of providing educa-
tion for most urban occupations, much less
the iime and opportunity to keep pace with
the constantly changing character and.re:
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quirements of those occupations.

Within the cities and in rural areas alike
there remains a problem pointed out in the
1962 report of the Panel of Consultants on
Vocational Education  that the young-
sters most in need of vocational education
in order to gain a permanent place in the
labor force are those from low-income
homes the same youngsters that the
schools have not been reaching. And there
is the problem also of adults who need re-
training because their jobs have been
eliminated or sharply changed by tech:
nological innovations. a situation that few
schools are really prepared to deal with.

The strengthening  of occupational
education thus must rank high on educa:
tion’s agenda for the future, and moves
now under way in this direction can be ex:
pected to accelerate. One such move is the
concept of “carcer education,” advanced
by Sidnev P. Marland, Jr., when he was
U.S. Commissioner of Education and now
being pursued - with continuing stimulus
from the Office of Education—in a
number of States. Typically, the schools in
these States follow a pattern by which, as
part of the regular academic program,
children explore the world of work in the
elementary grades. systematically examine
various possible careers in the junior high
school years, and at the high school and
post-high school levels are afforded oppor-
tunities to prepare for initial employment.
Another move is the development in some
high schools of a core of educational offer-
ings for all students which assures that
those who devote some of their time to
vocational training are not thereby made
ineligible for college. Meanwhile there is
increasing interest in the expansion, both
at the secondary and postsecondary levels,
of “cooperative education.” by which the
student combines school and on-the-job
experience,

Useful though such developments may
be, however, it seems clear that for many
young people, the problems of occupation-
al education cannot be solved by the
schools and colleges alone. Indeed, until
industry. commerce, and public agencies
join with our educational institutions in
working out more etfective ways for young
people to gain initial employment and
move ahead as they demonstrate greater
competence and initiative, more than a
third of the Nation's youth will never have
a real career. As for the schools, they also
will have to make considerable adjust-
ments, no: only by changes in the curricu-
lum but by capitalizing on the resources
represented by people and facilities outside
the school. Toward that end, the schools
will among other things establish flexible
schedules so that young people may attend
school part time while working full time, or
perhaps drop out for a semester or two and
then return. and so that adults may enroll
at various periods in their lives to learn new
or broader skills.

n equally compelling challenge to

tomorrow's schools is that of char-

acter development. The schools
have always played a part in this complex
process, of coursc, but the more traditional
sources of influence have been the home,
religious institutions, and the neighbor-
hood. In earlier periods of American life,
newspapers and other publications gave
wide circulation to prevailing concepts of
integrity and moral conduct, and persons
seen as being exemplars of strong character
were pointed to as models for young people
to emulate. In combination, these various
forces helped young people expand their
behavioral horizons beyond an impulsive,
childlike concentration on the gratification
of immediate needs. Together they pro-
moted conduct guided by a more mature
concern for what is good and proper, a
perception of long range goals and ac-
complishments, a devotion to certain be-
liefs and ideals, and the courage to follow
them in the face of conflicting pressures.
As a reflection of the larger society, the
role of the schools was to reinforce these

concepts.

As America has become a more open,
multicultural society, however, the values
and influences of yesteryear have tended to
lose their potence. Many parents no longer
insist on a particular code of conduct. Both
within the community and more especially
through the mass media, young people are
confronted by varied and sometimes con-
flicting views of acceptable behavior and
standards of right and wrong. The reli-
gious institutions no longer exert great in-
fluence on the mass of children and youth.
Recognition and respect are given to per-
sons for kinds of achievements that have no
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ome young. ave difficulty with

connection with moral values, and Jdevo.
tion to ethical standards and the couragc
to adhere to them scem no longer to be
newsworthy. The result is a gap in young
people’s development that commands
priority attention if our society is to remain
stable.

Tomorrow’s schools will of necessity play
a vital role in filling that gap. More than
any other contemporary social institution,
the school lends itself to providing young
people firsthand contact with a community
in which each person is respected as an
individual without regard to color or
family income or religious or ethnic back-
ground, in which people sincerely care for
one another, in which everyone is encour-
aged to participate and to share in the
rewards of accomplishing, and in which
Justice and fair play are the norm. The
schools of today are much more like this
than were the schools of the past, and more
of those of tomorrow are likely to thus
exemplify the nature of a truly democratic
society. In doing so they will also be called
upon to encourage young people to iden-
tify the values involved in the situations
they encounter and the actions they take,
helping them learn how to anticipate the
consequences of those actions zad becorne
sensitive to their effects on others. In these
and other ways, the schools will be ex-
pected to make important contributions to
character development.

Not just in this connection but as regards
the learning process in general, tomorrow's
education will begin early in the child's
life. Self-motivation, attitudes toward
others, the length of time that immediate
gratification is postponed for more distant
rewards. perceptions of complex phenom-
ena, the ability to focus attention—all
these are markedly influenced by the
child’s experiences in the period from birth
to age five. Preliminary responses to this
important fact have come in the establish-
ment of Head Start programs and in the
adoption by several States of legislation
authorizing public funds for this purpose.
The future wili see a broadening of the ef-
fort and a refinement of it, so as to accom-
modate the variables involved. Some of the
more obvious of these variables are the
availability or unavailability of the mother
in the home, family income. the amount of
the mother's education, and the numberof
young children in the family.

It is unlikely that the schools of tomor-
row will take over the early education of
children whose mothers are able to be with
them for most or all of the day. who inter-
act with them in a coherent and logical
fashion, and who give them encourage-
ment and support while at the same time
setting educational tasks that require con-
centration and effort. Where mothers are
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away at work, however, and no substitute is
able to provide such experiences. the
schools can be expected to assuine a main
responsibility. Some will develop programs
within school buildings. staffed by certified
teachers. Some will involve mothers and
show them how to provide constructive
educational experiences in the home. Some
will use adolescents and senior citizens and
others as volunteer aides. All in all. early
childhood education wiil become much
more comprehensive and varied.

Also high on the agenda will be moves to
find ways of forging stronger links among
the schools and the other major institutions
and organizations of the community. In
part these moves will be dictated by the
fact that as society’s increasing complexity
places an increasing premium on knowl-
edge and skill, the demand for education
will exceed the ability of the schools and
colleges to handle the job alone. Even more
important will be a growing recognition
that the school can contribute substantially
to the development of the community it-
self. and that the community canserve as a
major learning resource --as an object of
study, as a setting for instruction. and as a
source of people in addition to teachers
who have important skills to impart.
Models of this kind of relationship already
are available. In New York State. for ex:
ample. Syracuse University is cooperating
with neighborhood school systems in
operating learning resource centers at
which an impressive list of community
organizations and individuals participate
in offering instruction. Empire State Uni-
versity, a unit of the New York State Uni-
versity, capitalizes on a wide range of re-
sources within the State to enable students
to obtain a college education away from
conventional campuses. The University
Without Walls and other “open” institu-
tions of higher education not only make
similar use of resources outside the college
campus but enable students to set sche-
dules appropriate to their particular cir-
cumstances and changing interests, per-
haps interrupting their study from time to
time, establishing combinations of part-
time and full-time study. and in general
making themselves at home both in the
community and in the pursuit of further
education. Many more of these commun-
ity-school developments will characterize
tomorrow’s education.

Concomitantly there will be an intensi-
ficd movement to address rhe rigidity that
has come to afflict the Nation’s education-
al system as it has expanded and become
more complex. The symptoms of this
affliction are to be seen in an increased
insulation of teachers and administrators
from the community. the standardization
of teaching approaches and proce-
dures, a concern with material and status
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rewards at the expense of such intrinsic re-
wards as the satisfactions that come from
seeing children learn and become morye
mature. Such developments are common
features of large bureaucracies, and they
result in inflexible institutions that are in-
seusitive to the needs of the clients and un-
able to respond effectively to changing de-
mands. Democracies achieve flexibility
largely through maintaining an uncasy
stability among the tensions that arise from
the varying needs and goals of varying sec-
tors of the society. The process is analogous
to the existence of living organisms protect-
ed by semipermeable membranes that
pernit water, oxygen, and food to come in
and wastes to go out. Thus they avoid the
destruction that would result from com-
plete openness and the suffocation that
would ensue from an airtight enclosure. To
achieve the equivalent of the semiperme:-
able membrane the education systemn must
be an alert participant in the larger
society, sensitive to the interests of those it
sceeks to serve and ready to sift out those
clements that are trivial or misguided and
bring into focus for study and response
those that are relevant and important.

entatively, at least. several ap-

proaches are now being  tried

toward counteracting the rigidity of
our educatinnal system, with results that to
date have concededly been more promising
than effective. The most common is the in-
clusion of parents and community action
groups in the planning and evaluation of
school programs. Anotherliesin decentra-
lizing the administrative structure. Detroit,
for example. is divided into eight regions,
each of which has an elected school board
with a considerable degree of autonomy. A
third is to establish alternative schools that
provide students and their parents with op-
tions: the Los Angeles City School District
has 30 or more of these institutions.
Another possibility is the proposal that
parents be given vouchers that could be ap-
plied to the tuition at any accredited
school. All of these approaches have at
least as many weaknesses as attractions.
For the alternative school, for example, it
is no small task to attract sufficient stu-
dents to operate within the public school
district’s average per-pupil costs and to re-
cruit a full staff of teachers who are at the
same time competent and congenial to the
basic ideas involved. Such departures from
tradition nevertheless serve to alert
teachers and administrators that the
schools of tomorrow will succeed only if
they become more flexible, more sensitive,
in effect more human.

There will also be a more extensive
application of advances made in science
and technology. continuing a trend that is
now well established in the schools. The
behavioral sciences in particular have had
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a significaut influence. “Practice makes
perfect.” the 18thcentury teacher believed,
insisting that the child repeatedly recite the
alphabet, meticulously memorize  the
Scriptures, endlessly intone his sums - his
enthusiasm stimulated where necessary by
use of the hickory stick. These were the
principles of teaching in schools where
more than half the pupils dropped out
after no more than three years of instruc-
tion. Psychological studies have long since
documented the importance of motivation,
of helping students perceive the signifi-
cance of what they are trying to learn. of
encouragement, and of relating classroom
work to the realities of life outside the
school. Such findings of social psychology
will increasingly help to shape classroom
procedures during the years ahead, par-
ticularly toward capitalizing on the
demonstrated importance of the child’s
fricnds in determining school progress and
in broadening the introduction of such
practices as youth-tutoring-youth pro-
grams, cross-age teaching, group learning
projects. and other enterprises that bring
the dyvnamics of human interaction to
bear.

Though the word “technology” under-
standably has sometimes raised the hackles
of teachers. particularly when it has seem-
ed to imply that education would somehow
become completely mechanized. techno-
logical instruments and procedures prop-
erly applied will similarly assuine greater
importance in the classroom of the future,
and their role today is not inconsiderable.
Technology is part and parcel of the
modern textbook and its accompanying
cxercise materials., and most teachers
would agree that contemporary texts offer
ways of stimulating and guiding learning
far beyond anything available in the past.
Similarly valuable are such varying prod-
ucts of technology as the increasingly
sophisticated achievement and psychologi-
cal test. the overhead projector (now used
by teachers nearly as much as the black-
board), the tape recorder, and videotape
equipment. The future can be expected to
bring not simply a wider use of such
products of technology but a broader un-
derstanding of their limitations as well as
their potential. and of their appropriate
role. Educational television, programed
materials. and computer-assisted instruc-
tion have not replaced the teacher, nor will
they. To learn to read, to acquire an un-
derstanding of the basic principles under-
lying a scientific phenomenon, to gain
meaning and satisfaction from listening to
a musical performance—such achieve-
ments have as their primary requirement a
determined. sustained effort on the part of
the learner.

Moreover, students need to gain recogni-
tion for successful performance, to be
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given encouragement o try again wher
they are not successful, and (o approach
their work with a sense of their personal
value as human beings. Perhaps there are
students who are so strongly motivated and
self-confident that they can fare reasonably
«well on their own. For the great majority,
however, learning without human interac-
tion can be tolerated only for short periods
of time. For such students the teacher is ir-
replaceable, and technological deviees can
be helpful onlv insofar as they serve
particular purposes within the teacher’s
overall strategy, Thus used they are with-
out question very valuable. Certain kinds
of information can be conveved by instruc.
tional television, for example, far more
vividly, more precisely, more clearly, and
more convincingly than by a teacher’s
description. Programed materials are ex-
tremely helpful for certain kinds of step-
by-step learning. Computer-assisted in-
struction can not only address an indjyi-
dual student’s specific needs and deficien-
cies but analyze and synthesize his or her
responises in numerous useful wavs. Such
products of technology can be expected to
Play an increasingly important role in the
classroom - to the extent that they give
greater play to the stimulation, encourage-
ment, and guidance of human beings by
taking advantage of the persistence, pre-
cision, and laborsaving characteristics of
] , . the machine.
.‘{.-»-; " . ' In summoary, the agenda of tomorrow's
Y : ; ' education will include the development of
¢ducational programs capable of reaching
those thousands of children who today do
not gain so much as a primary education,
the establishment of approaches aimed at
helping youth make a constructive transi-
tion to adulthood, and provisions for
collaboration among the schools and busi-
ness and industry toward enabling young
people to find meaningful careers. It will
include placing greater emphasis on char-
acter development, establishing programs
for children who do not obtain adequate
educational experiences in their homes,
and enlisting other major social institutions
to join in the educative process as part of
the community school concept. There will
be a conscious effort to rediice the bureau-
cratic rigidity of the schools, and the
capability of the schools and colleges 1o
respond to new circumstances will he en.
hanced by more widespread applications of
science and technology.

In all these various ways education will
build on today and yesterday to meet the
challenges of tomorrow. As in the past, it
will know its failures as well as its successes.,
Slowly on some occasions.,. rapidlv.. ¢n.
others, it will change - reflecting in either
case the emerging requirements and goals
of the larger society of which it is so inte-

gral a part, 1 59 ]
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America’s First
Public High School

v 1821, men of
commerce in this
country and

" abroad recognized
, the superior dock-
ing facilities of the
port of Boston,
and to manv of the
— town’s 50,000 in-
habitants the names of its wharfs
“Rowe's.” for example. and “Lewis™ and
“T" and “l.ong” were svnonvimous with
earning a livelihood. For with them came
a demand tor skills of a more sophis-
ticated character than the simple require-
ments of Colonial life. Competent chand-
lers. map makers. bookkeepers. and the
like were hard to come by, however, for
several gencrations of the town’s vouth
had been left inadequately prepared to
enter the vibrant life of the community in
which they lived.

The system of public instruction at the
time consisted of several primary schools
providing rudimentary instruction for
children from four to seven vears of age
and a few English grammar schools offer-
ing elemental studies for pupils up to age
14. And there was. of course, the re-
nowned Public Latin School. founded in
1635. But the Latin School (long regard-
ed as the preparatory school for Harvard)
was essentially conducted for the "haves”
of the town the sons of the clergy and
the bankers and the physicians. For the
children of the artisans, the sinall mer-
chants, the seamen, there remained only
the school of life. .

These were the circumstances that in
1820 led the Boston School Committee to
form a subccanmittee to consider the
town's educational needs. Said its subse-
quent report:

The mode of instruction now adopted
and the hranches of knowledge that are
taught at our English grammar schools
are not sufficiently extensive, nor other-
wise calculated to bring powers of the
mind into operation. nor to qualify youth
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to fill usefully and respectably many of
those stations, both public and private, in
which he may be placed. A parent who
wivhes to grve his child an education that
shall fit ham for active bfe. and shall
serve as a foundation for eminence in his
profession, whether mercantie or
mechamical, s under the necessity of
guing him a different education from
any which our public schools can now
furnish

The committee therefore recommended
“the founding of a seminary to be called
the English Classical School.” and at a
town meeting held in Faneuil Hall on
January 15, 1821, the citizens of Boston
voted for its establishment. Thus was
created the Nation’s first public high
school in the sense that we now use that
term. (Its name. incidentally. was soon
changed. the word “high” being substi-
tuted for “classical” and it was as English
High School that it attracted national
emulation.)

Now it happened at that time that a
23 .vear-old mathematics instructor from
Harvard had reached a major decision in
his career. George Barrell Emerson had
suffered from failing eyesight for some
time and his nature had taken a more
contemplative turn than that of his more
didactic fellows at the University, His

- _

English High School as it appears today.

favorite pastime consisted of engaging in
conversations and reflections on the art of
teaching with gentlemen of like tempera-
ment. As a consequence young Emerson
formed the opinion that most of those
practicing this art were at best ham-
handed.

I came to the conclusion.” he wrote
later, “that my former course as a
teacher had been more savage and
heathenish than Cliristian, and that if 1
should ever have another opportunity of
teaching and governing boys, I would try
whether they could not be managed by
appealing to the highest motives by which
human beings can be moved and to them
alone.”

It was with that determination in mind
that he replied to an advertisement in the
Boston Sentinel and was elected the
English Classical School's first head-
master. Emerson regarded the oppor-
tunity as an experiment, and on the
opening day of classes shared his educa-
tional credo with a sub-master. two
ushers (assistant teachers), and an oni-
ginal student body numbering 102, all
boys:

[ intend to have perfect order.
I never intend to strike a blow.

1 shall never doubt a hoy's word until he
proves himself a liar.

I shall never listen to one hoy’s word
against another.

I shall not urge boys to surpass each
other but every one of them to surpass
himself; to be a better scholar and a
truer gentleman today than he had been
yesterday.

Fifty years later a member of that first
class, the Honorable J. Wiley Edmands,
compared his experiences in other Boston
schools with his days at English High:

"In the former, the boys studied by
compulsion; in the other. they were
actuated by ambition to learn. In the
one. the perfect recitation, word for word
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from the book. was the task: in the
other. a full understanding of the subjeet
wis the principal object. The one cult.
viated the memory: the other, the think.
ing and reasoning faculties. In the one,
fear was the compelling motive of obedi-
ence to austere rule, in the other was e
mutual good will and murual respect
between teacher and pupil. In the one
was the discipline of the ferule: in the
other, that of reproof and advice,”

The site of this enlightened approach
to learning was 4 three story hrick school-
house located on Derne Street in g spot
now oceupied by the Massachusetes Stare
House. The third floor was fitted with
crude desks and henches of hare pine for
the bovs. while the master's desk of the
same material was strategically located
near the only source of warmih i the
school, an open tireplace. The second
story was occeupied by grammar and
reading schools. And on the ground floor
tmanvelous 1o behold) were stationed the
Town Wateh and Hero Fire Engine No.
6. It is recorded that occasionally the stu.
dents found the Jure of 4 fire consider-
ablv stronger than their thirst for knowl.
edyge. The kindly headmaster however,
neser dealt harshiy with such departures
from perfect order,

The "ratio studiorum®™ meluded
ancient and modern geography, history,

'
. X e . .
algebra. elements of aits und sciences, YN e, B T S r w M

sacred geography, rhetoric and composi

tion. geometry, natural philosaphy. Boston's English High School (circa 1821) from sketehes by former pupils.

literatare and forensies. natural theology
and moral philosophy. and “evidences of banking, commerce, and the trades were

Christianity.” In addition, reflecting g filled from the ranks of English High
Yankee concern with practicality, there School men.
were heasy concentrations of navigation, Starting in about the 18605, the
hookkeeping, SUTVEVING. Mensuration and population of the city (and. the student
astronomical caleulations, and construg body of English High Schoolj began o
ton and use of mathematical instry take on a more cosmopolitan complexion,
ments. And so for over a hundred vedrs Names like O'Connor, Duclos. Weiscopf,
the curricutum remained (with the addi and Bornstein appeared with increasing
ion of modern languages), o the im. frequency among the formerly Anglo-
nense satisfaction of the communiy it Saxon class rosters and graduation lists,
erved. People ar all levels in all sections in-
Town pride in the school was given g creasingly looked upon English High as
pecial push by a strange thing that hap- their own special school. the key to social
ened almost with the first graduating and cconomice ascendancy for their chil-
Tasses. Although the sehool had been dren in the new land.,
onceived of as 3 terminal educa In one respect the Boston of a century
ot with the boys studving for three later differed tittle from other urban cen-
cars (or less) and then raking jobs  so ters across the country. The growing
ell did the faculty perform its task, so atfluence of the middle class, the
Hused with the “spirit of English High proliferation of private and parochial
Shool”™ were the youngsters who studied  secondary schools, the flight to suburbia
iwres that the universites and colleges had left behind a secondary school popu-
und its graduates as well prepared for lation with entirely different needs than
gher studies as any who had atended those which English High had by that
¢ public and private preparatory time been meeting for 140 years, Thus in
hools. Nor did it fail in its original ob- a circular twist of history, the Boston
tive. Within a few vears. positions of system faced the same basic problem in
weran the areas of public service, the 1960s that the town fathers had

addressed in 1821 Talented but trapped,
a child of black. Spanish-speaking. and
blue-collar white families had fitdle in the
way of a "mode of instruction to qualify
youth to fill usefully and respectably
many of those stations both public and
private, in which he may be placed.”
Supported not only by minority groups,

but also by generations of the school’s
alumni. a’movement developed which re-

sulted in the construction in 1973 of a
new “home” for English High - a ten
story high-rise in the heart of Boston's
richest complex of educational and cul-
tural institutions, Its program design
centers around the development of 4 fine
arts carcer education curriculum. The
goal is to provide a valid response to the
needs of the community’s youth, for there
is among Boston's young people a broad
range of creative talent in the areas of
painting and sculpture, music, and
drama. Thus as it has been since 1821,
Boston’s English High School is secking
to provide “'the towne with graduates of
honor and achievement. "

—ROB CARROLL

Assistant Director of Staff Development,
Boston Public Schools
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n the beginning
they were some-

than a three by
five file card. As
they grew in size
and number, they
told us who we
were as a people
and as a Nation. They defined us. They
provided reassurance, inspired fear, and
were relentless in their determination to
lead us to virtue and succoss in this life
and (in their early versions, at least) sal-
vation in the next.

S
"
a0y

tines hardly larger

In the beginning, their function was
not so nuch to educate as o indoctri-

nate, and iu fact indoctrination remained

a chiet i not the chief  purpose until
modern times. For the first setder, the
purpose in living was to save one’s soul.
The Bible was the instrument of salva-
tion. Obviously, to know the Bible it was
necessary to be able to read it Logically
and inevitably then, concern for literacy
became secondary only to satisfaction of
the basic needs of food and shelter.

N. ’ AN
AMERICAN SELECTION

names of the writers vesponsible for the
array of textbooks they use, but even so
they have probably heard of Webster and
McGuffey, They would not be so at case,
however, with the casual organization of
the carly spelling texts, One author might
deeide to expand his speller by including
the Declaration of Independence or the
Constitution, or both. Another, not to be
outdone, would introduce some moral
tales and perhaps even a little arithmetic.
In any case, the textbook determined
what the teacher taught and what the
students were expeeted to learn. The ap-
proach was memorization. Prodded by
the teacher, the scholars painfully worked

Perhaps inspired by the lessons learned
fromn them. thousands of Americans will
“mark the Bicentennial by visits to the Na-

their way from one lesson to the next, re-
peating the words aloud so endlessly that

Leffons ip Reading and Spcakil;g.

CALCULATED

tion’s historical shrines and monuments.
The Boston Commons and Bunker Hill,
Independence Hall and the Liberty Bell,
Mount Vernon and the Lincoln Memo-
rial. Even the first visit will be like a re-
turn. Still, many will doubtless fail to re-
call where they first heard about the
great places of America and about the

heroes and patriotism that inspired them.

Come to think of © - ere did we first
learn about Paul Re.ero George Waslh-
ington. Thomas Jeffc . and Benjamin
Franklin? Where did we find them,
sketched in larger than life proportions,
and when did we form such lasting im-
pressions of them? Over a span of nearly
300 years, where did we find this com-
mon bond of understanding and rev-
erence’ How does it happen that the Pil-

grims. New Amsterdam. and the Virginia

settlers seem about as real to us as they
must have secemed to school children in
the Republic’s carliest vears?

The answer is of course the American

schoolbook, the textbook, Not the broad-

cast media or even the daily newspaper

(although they have certainly helped) but

those “Guardians of Tradition,” as
the writer Ruth Miller Elson called
them classroom texts, dating from the

Horm Book and the New England Primer

and extending in an unbroken flow of
type to the handsomely bound, colorfully
illustrated serics of our own day. With
major assists from the adoption of free
public schools, and later compulsory
school attendance laws, they shaped the

learning process in the United States, and

to a significant degree the character of
the Nation itself.
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The first textbooks to become widely

used were not readers - they came a little

later - but “spellers.” almost as if the
Colonists had taken literally the opening
statement of the Gospel according to

St. John: "In the beginning was the
Word. . .” St. John was hardly talking
about spelling. but in Colonial days and
well into the 19th century, words as such
were seen as the beginning of learning.
Long lists of words, multisyllabic and
often esoteric, with little if any attention
paid to their meaning and nene of the
modern publisher’s concern for levels of
ability and interest.

Each speller (and the subsequent read-
ers and geographies and penmanship
texts and others) was the product of an
individual author. Today's school chil-
dren doubtless have no notion of the

by the end of the term they had theore-
tically absorbed every page. Well, actual-
ly, not every page. Some they were bless:
edly allowed to skip. These were the
pages given over to advertisements of
other works available from the publisher,
well larded with glowing recommenda-
tions of their value - testimonials, we
would call them from presumably dis-
tinguished experts. A work by John Jen-
kins entitled Art of Writing, published in
1813, included 329 such endorsements!
Nor were any readers left in doubt as
to what they were likely to encounter be-
tween the (usually leather) covers of a
text. The title of Noah Webster's blue-
backed spelling book. for example. was
An Admerican Selection of Lessons In
Reading and ~pesiing Calculated to Im-
prove the Minds and Refine the Taste of
Youth. And Ado to Instruct Them In
the Geography, History, and Politics of
the U.S. To Which Are Prefixed Rules In

g
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the Principal Passions of the Mind. Bemg

the Third Part of the Grammatical Instr-
tute of the English Language. Such re
sounding titles seemed to give books an
extraordinary stability. Webster was able
to describe the 1809 edition of his text as
the “Thirticth Pevised Impression,” three
miilion copies of which had already been
sold by that time.

It is noteworthy that Webster empha-
sized that his reader contained an
“American” selection of lessons. The car:
lier textbooks had of course been im-
ported from England or reprinted from
English editions, and thus reflected Bri-
tish standards and verities. The outbreak
of the Revolution rendered them instantly
obrolete. They were 'un-American,” at
least to the extent that they failed to prop-
erly portray the British in general and
the king in particular as rogues and vil-
lains. So in the function of the texthook
as indoctrinator, a layer of politics was
for a time placed on top of the more fun-
damental purpose of seeking “to improve

the Minds and Refine the Taste” of
young people.

Toward this latter end the 19th cen-
tury schoolbooks showed a world in
which hard work and virtuous living al-
ways led to success and happiness. The
scale of values in such a world held that
virtue was of greater worth than intellect.
While literacy was acknowledged to be
essential, scholarship was suspect. By
1850 the rigid dogma of particular re-
ligious sects had given way to more
generahized concepts of morals and
ethics, with the emphasis being shifted to
mdividual virtue and goodness. The idea
nevertheless persisted that the essence of
lea-ning was not the acquisition of knowl-
edge as such but preyaration for a noble
life. Admirable though our forefathers
were, however, it is difficult to believe
that they acquired their virtue solely from
their schoolbooks. The contributions of
McGuffey's texts were without question
great, but their contents would in fact
seen1 1o have been far over the héads of

their youthful ceaders. A modern analysis
of the volume in his series addressed to
second-graders, for example, showed the
vocabulary to be at the eighth-grade level
of difficulty, suggesting that youngsters
140 years ago either were a collection of
whiz kids or that they found McGuffey's
works gibberish, That the latter was the
case would not really have mattered
much, however, since the essence of
schooling was not so much to impart
knowledge and understanding as to win-
now out those youngsters unable to sur-
vive the discipline of endless memoriza-
tion. Nevertheless the texts did serve as
warchouses for contemporary “truths”
and as a source of authority for both
teachers and parents. They thus per-
formed a powerful and useful function,
for whatever the faults of rote memoriza-
tion, the intermingled facts and fancies
contained in the early textbooks became
fixed in the national consciousness.

Perhaps the most basic of the truths
they sought to convey centered around
the proposition that rural people were in-
herently “better” than urban people. In
the country, a person’s character was
formed by nature, with the result that he
wasn't likely to get smart-alecky, like
those city slickers. Becoming wealthy was
fine. in fact admirable, so long as it
didn't involve becoming citified. In
general, the ideal American was a male
white Protestant who made his living by
farming.

Such indoctrination has largely faded
with the passage of time, and for that
matter the word “textbook™ itself has be-
come less than satisfactory in identifying
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the array of separate instructional pro-
ducts  something over 300,000, accord-
ing to reliable estimates  from which the
teacher can now select. New dimensions
have been brought to the classroom by
such advances as films and videotapes,
and the computer has led to the concept
of the learning “system.” With the text-
book as the core, a system may include
integrated supplementary films, activiry
books. programed texts, manipulative de-
vices. workbooks, and simulation kits,
"Feedback™ another computer borrow-
ing is built into the system in the form
of tests which the pupil scores to discover
almost immediately if learning has oc-

Diagnosis and progress checks at frequent
intervals help both teacher and pupil
identify areas where further study or in-

struction is needed.
“Supplementary” s -
plementary to whats W av. to the basic
(or basah) texthbook. Stwidies in ¢hild de-
velopment have documented the fact of
individua! differences: In any group of
individuals. « hatever their age, there will
be a range of abijities, aptitudes, in
tereats, and experience. The textbook
mav be designed for an “average” fifth
grade. with content scientifically selected
to interest voungsters in the 9-30-11 age
range But the reality is that for some of
those fifth-grade pupils the content wil]
be overly simple, while for others jt will
be much ton challenging. Enter, then.
the supplements, which widen the range
aad increase the depth to an extent he.
vond the capacity of any single textbook,
Meanwhile the preparation and con-
tent of instructional materials have be-

“kev word. Sup
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curred or whether “reeveling” s required.

Fingers frrmly g ripping the thin shaft of u quill pen, many a student in an carly Amertcan
school lahored over hiy copy book, tracing the claborate dips and saurls of the ABCy and
srugghng with the ACCOMPANNING TUIE CXOTCLses

Lach puge of the large, clothbound text contained examples of the exacting seript of
the teacker On blank lines below the teacher's writing, the students meticulausly soug ht
repeatedly tracing garnished lotters of the alphabet and

to achicee the same effect,
COPNIE Senten ces of a relentlessly uplifting tone
of the more gifted among them ultimately
he virtually unreadable

The reward for this drudgery was the hook tself. page upon page af the most elegant
penmanship, often cherished for years by such scholars as Tunothy Orne.
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Hour after hour they tatled, and somye
enton to achieze calligraphy so ornate as to

.7;:/1/1 .KZ///'/‘

Grace - and etk canie
owar (Hhrot

if;m"z and. :Fruth’ came. Y,

 Grace_and tryoh came Yy Swer ( hrir
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come far more complex than in the for-
mative vears of our Nation's life, Where-
as the carly authors wrote or assembled
the entire content of their works, today's
text is the end product of a team of re.
searchers, curriculum specialists, subject
matter specialists. and editors. Webster
and McGuffey could hope to include in a
few small volumes all the knowledge con-

9
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sidered necessary for their pupils; such
phenomena as the industrial revolution,
the age of technology. and the “knowl-
cdge explosion” lay far in the future.
Today's fourth- or fifth-grade pupil, how-
ever. may spend an entire school year
studying the history of one State or ex.
ploring a single aspect of mathematics or
literature. Similarly, the teacher will
probably use completely separate text-
books for arithmetic, reading, science,
and health, The spellers and readers of
the 18th and 19th centuries made a Na-
tion literate through a smattering of
reading selections, arithmetic, and history
that theoretically summed up all that
mankind had learned. Today's primary
school child may be grappling with the
basic concepts of our economic system.

In any case, despite television. despite
the proliferation of films and filmstrips
and magazines and paperbacks, the text.
book itself remains the basic instrument
of how and what Americans learn. It is
worth noting that during the past 20
vears the nur-*e - of textbooks has more
than tripled i ifically planned as o
grade level, ¢ Sy illustrated. built on
rescarched foi . s, they continue ta
serve the basic unifying and organizing
functions established by Webster and
McGuffey and the others  the fundiamen-

tal introduction to the American way of

o lifc.

--RICHARD C. SPITZER

Manager, Government Affairs
Science Research Associates, Inc.
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bage 3 Brown Brothers; 5 (top) Library of Congress: (bottom) The Butler Institute of American Art. & Peter A. Juley and Son from the Addison
Jallery of American Art: 7 {top and right) Library of Congress: (bottom) The History of the Horn Book: 8 (top) Library of Congress; (bottom)
Sulver Pictures. ir2.; 10 The lllustrated London News (January, 1849).

»age 13 Library of Congress: 14 Library of Congress; 15 PHOTO RESEARCHERS (Bruce Roberts); 16 BLACK STAR (Dennis Brack); 18
.ibrary of Congress. 19 The Bettmann Archive, Inc.; 20-24 Library of Congress.
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31 Carleton College. 32 vVassar College: 35 University of Nebraska; 35 National Association of State Universities and Land-Grant
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3rothers.Inc.; 46 (top left) BLACK STAR (Shelly Katz): (top right) Educational Facilities Laborc*~.ies (George S. Zimbel); (bottom) Educational
*acilities Laboratories (Ron Partridge); 49 and 50 Library of Congress.
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Inited Press International Photo.

age 98 (top) Library of Congress: (bottom left) U.S. Office of Economic Opportunity: (bottom right) The Bettmann Archive, Inc.: 99 Library of
ongress, 100 Brown Brothers. Inc.; 101 (top) Culver Pictures. Inc.; (bottom) Brown Brothers, Inc.; (bottom left and right) Library of Congress;
04-107 The Chatauqua Institution.

age 113 Library of Congress: 114 (top) Library of Congress; (middle) BLACK STAR (Dennis Brack); (bottom) Lorraine Gray:; 115 (left)
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lational Education Association: 119 Yale University Archives; 120 Kalamazoo Pubiic Library; 121 {top) Michigan Department of State;
»ottom) Michigan Education Association; 122 Michigan Education Association.

age 126 (top) Museum of the City of New York; (bottom) Library of Congress: 127 Library of Congress; 128 (top left) Smithsonian Institution;
»ottom) The Bettmann Archive, Inc.; 129 (top) Library of Congress; (bottom) I.D. Ltd. (G. Zimbel); 130 National Association of State
Iniversities and Land-Grant Colleges; 131 {top) Indiana Historical Society: (bottom) Library of Congress; 132 Library of Congress: 134
ntioch College: 136 Brown Brothers. Inc.

age 139 PIX. Inc. (Ricardo Ferro); 140 Library of Congress: 141 BLACK STAR (Shelly Katz); 142 (left) U.S. Office of Education; (right)
averford College: 143 The James Van Der Zee Institute. 144 (top! Gerald Holly; (bottom) The Moorland-Spingarn Research Center, Howard
niversity. 145 (ieft) Dillard University: (right) Library of Congress: 148 The Alexander Graham Bell Association: 149 Gallaudet College: 150
op) Gallaudet College: (bnttom) Library of Congress: 151 The Council for Exceptional Children.

age 156 U.S. Utf:ce of Education, 157 (top) BLACK STAR (Declan Haun); (bottom left) National Association of State Universities and Land-
rant Colleges: (botiom right) BLACK STAR (Chuck Rogers): 158 Rutgers University; 159 {top) MAGNUM (Constantine Manos); (bottom}
.S. Office of Education; 160 BLACK STAR (Chuck Rogers); 161 Library of Congress; 163 {totem pole} and 167 (Mt. Rushmore) U.S.
epartment of Interior: 164 (“Abe Lir . millinois™), 1686 (" Annie Get Your Gun™), 167 ("Billy the Kid"), and 168 ("Porgy and Bess') The
ew York Public Library: 165 ("Bati’ - at L ‘"' Big Horn") Museum of the American Indian; 165 (“The Covered Wagon"), 166 ("The Gold
ush”), and 170 {"The Freshman”} T+« Museun of Modern Art.

1ge 174 (left) HEDRICH-BLESSING 'Jim Hedrich): {right) System Develzpmein Corperation; 175 BLACK STAR (Paul Barton); 176 (top)
brary of Congress: (bottom) Museur:, of the City of New York: 178 (top} Lib-ary of Congress; (middle left) BLACK STAR (Shelly Katz); (middle
jht) Library of Congress; (bottom) U 5. National Archives. 179 and 180 Bos’on Public Schools; 181 (top) Library of Congress; (right)

ational Institute cf Education; 182 Mational Institute of Education: 183 (lef!! Natiwona! insttute of Education; (right) Library of Congress; 184
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