The History of Education

- discussion of the history of education in the United States begins with the introduction of
schooling in colonial America when Europeans settled in the colonies and began to devise
systematic and deliberate forms of educarion for their children. Other forms of education existed
in North America prior to European sertlement. Native Americans educated their children within
the structure of their communities and acculturated them into the rituals, obligations, and roles
necessary for the maintenance and continuity of community life. Although such forms of education
were extremely important, the development of U.S. schooling was heavily influenced by the
European colonists as they adapted to life in North America.

There are many interpretations as to why education was so important to the early settlers and
why it continues to be an important issue in contemporary society. Historians, such as Bernard
Bailyn (1960), have attributed the use of the school to the failure of particular institutions such
as the family, church, and community to provide the necessary tools demanded by the conditions
of the new emerging sociery. Historian Merle Curti (1959/1971) attributed the use of formal
schooling to the interests of the colonists in protecting freedoms such as thought, religion, and
press—freedoms necessary for the maintenance of a democratic society. Regardless of the motives
and intentions, it is important to look at the early versions of schools in order to understand how
the present-day school evolved. What will become increasingly apparent are three ideas:

L. From its very inception, the school was charged with assuming roles that once were the
province of family, church, and community.

The school continues to serve as a focal point in larger issues of societal needs.

There is little consensus on the motives for school reforms.

Sk B

Old World and New World Education: The Colonial Era

Our discussion of the history of U.S. education begins with the settlers who brought their ideas
about education ro the New World. In general, the society of the Old World was highly stratified,
and the view most Europeans held was that only the sons of the rich required an education since
they would be the future ruling class. Thus, early affluent settlers such as planters and townsmen,
particularly in the southern colonies, hired turors for their sons and sent their sons back to England,
if they could afford it, for their university educarions.

[t is interesting to note, however, that many of the wealthy colonists’ sons did remain in the
United States for their higher education, since nine institutions of higher learning were founded
prior to the American Revolution. These were Harvard University (1636), College of William
and Mary (1693), Yale University (1701), University of Pennsylvania (1740), Princeton
University (1746), Columbia University (1754), Brown University (1764), Rutgers University
(1766), and Dartmouth College (1769). However, the colleges themselves were not ar all
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volurionary. They taught most of the same subjects found ar Oxford or Cambridge, and Greek

and Larin were required subjects.
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What becomes increasingly apparent in the history of U.S. education is that even before
education began to formalize and acquire certain specific patterns, there emerged distinctly different
themes regarding the purpose of education. For example, as just noted, the upper-class planter
aristocracy and wealthy merchants saw education as a means of perpetuating the ruling class.
Religious, utilitarian, and civic motives also emerged over time. . 4

wrfﬁffeligi(ﬁgﬁn%pems to formalize instruction can best be exemplified by the Puritans in New
England who, early in 1642 and 1647, passed school laws commonly referred to as the Old Deluder
Laws. The first law chastised parents for not attending to their children’s “ability to read and
understand the principles of religion and capital laws of this country” and fined them for their
children’s “wanton” and “immodest” behavior. Thus, the first law pointed to a problem among
the young to which the parents failed to attend.

The second law was far more specific regarding formalized schooling. To keep the “old deluder”
Satan away, the Massachusetts School Law of 1647 provided that every town that had “50
household” would appoint one person to teach all children, regardless of gender, to read and write.
Furthermore, the town was required to pay the wages of the teacher. Towns that numbered “100
families or household” had to set up a grammar school (equivalent to a secondary school today)
to prepare students for university studies. Towns that failed to comply were subject to fines. Thus,
early in the nation’s history, the theme of literacy as a means of teaching a Christian life was
articulated. ‘

The Old Deluder Law was not very popular throughout New England. Often, towns simply
neglected to provide the education for their youth as dictated by law. However, it remains a
landmark in the history of U.S. education, for it established a precedent for public responsibility
for education.

The theme of utilitarianism as the purpose of education can best be seen through an
examination of the ideas of B?njamin Franklin, who, in 1749, published “Proposals Related to
the Education of Youth in Pennsylvania.” Franklin called for an education for youth based on
secular and utilitarian courses of study rather than on the traditional studies of religion and classics.
However, as Bailyn (1960 pointed out, Franklin did not define education along narrowly defined
utilitarian principles. Rather, Franklin believed that “the purpose of schooling was to provide in
systematic form what he had extemporized, haphazardly feeling his way” (p. 35). Thus, Franklin
believed that students should pursue a course of study that would allow them mastery of process
rather than rote learning. Reading, writing, public speaking, and art as a means of understanding
creative expression would béﬁtegmlw&?ﬁpmne}us of the curriculum.

Utilitarian components of the curriculum would be practical aspects of mathematics, such as
accounting and natural history (biology). Additionally, students would study history, geography,
and political studies. Languages such as Latin and Greek would be available to students who wished
to enter the ministry. Others, who sought commerce and trade as careers, might study more modern
languages such as French, [talian, German, and Spanish.

Perhaps because of his own life experience, Benjamin Franklin fervently believed in the ability
of people to better themselves. His faith in self-improvement through education and in an
education that reflected practical concerns was not explored again until the nineteenth century.
Franklin’s proposal for an academy hecame the prototype for private secondary education in the
United States. It was not until the second half of the nineteenth century, however, that public
support for Franklin’s ideas became a reality.

The civic motiye for education is best illustrated through the ideas of the prominent American

statesman, Thomas Jefferson, who fervently believed that the best safeguard for democracy was

a literate population. It was Jefferson who proposed to the Virginia Legislature in 1779, a “Bill
for the More General Diffusion of Knowledge,” which would provide free education to all children
for the first three vears of elementary school. Jefferson, a product of enlightenment thinking, was
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The History of Education

opmnist'\c enough tO think that if citizens possessed enough education t© read newspapets and
chus inform themselves of pressing public issues, they would make intelligent, informed decisions
at the polls.
]efferson's bill also provided for a limited meritocracy within the educational structure. After
the initial three years of reading, writing, and “common arithmetic,” all students could advance
o 10of 20 grammar schools within the state of Virginia, contingent on their payment of tuition.
However, Jefferson proposed that each elementary school send one scholarship student o 2
grammar school. After two O three years of rigorous, classical studies {Latin, Greek, English
AMMAr, geography, mathematics), the most promising scholarship student from among this group
of 20 students would be selected for another funded four years of study, while the remaining group
would be dismissed.

Finally, each grammar school would have the rask of selecting 10 of its best students who would
receive three-year scholarships to the College of William and Mary. Thus, Jefferson set forth in
his bill 2 proposal for an aristocracy of talent, which would be nurtured and supported through a
statewide educational structure. Unfortunately, Jefferson was ahead of his time; the majority of
the state legislators agreed that the state should not be involved in educating its inhabitants and
that, in any event, Jefferson’s proposal required funds far peyond those possessed by the state of
Virginia at that time.

The schools that were established in the United States during the colonial period varied greatly
in the quality of instruction. In Puritan New England, often an elderly housewife (usually a widow)
heard lessons, which consisted of recitations. These schools became known as dame schools.
Elementary education, in the New England town school, established by the Old Deluder Law,
consisted of such hasic subjects as reading, writing, and religion. Srudents were raught by learning
the alphabet: letters first, syllables and words next, and then sentences. There were few supplies
and textbooks, except for the famous New England Primer. This book, sometimes referred to as
the “Little Bible of New England,” combined the teaching of reading with religious education,
obedience, and citizenship. For example, in teaching the first letter of the alphabet, children would
be treated toan ilustration of Adam and Eve, the latter holding an apple given to her by a serpent,
wrapped around a tree that was separating the couple, with the accompanying words: “A:In Adam’s
Fall/We Sinned, AlL” This book, which appeared about 1690, sold more than 3 million copies
during the 1700s (Gutek, 1991).

Srudents were taught content mastery through memorization. They were taught writing skills
by copying directly from the printed page Of by taking dictation from the schoolmaster. Classes
were ungraded; all students were housed in the same room and taught by a teacher who might
have been either an indentured servant, a divinity student, or2 village preacher. Serict disciplinary
methods prevai\ed, which might be considered overly harsh by today’s standards, perhaps
influenced by the Puritan predilection to the “authoritarian ternperament” of leadership (Butron
& Provenzand, 1989).

Secondary education, as it evolved in New England, was not coeducatior\al, a5 was the
elementary school; rather, it was for the sons of the elite who were usually rutored at home rather
than receiving their primary schooling at the local town school. This «chool was called the Laan
Grammar School, as the curriculum emphasized the teaching of Latin and Greek-—languages of
the educated elite in Europe. Ulrimately, it served as a sortng device through which the newly
formed Puritan elite in the United States could reproduce itself. Male students entered the Latin
Grammar School at eight years of age and studied there for another eight years- They read classical
texts such as Cicero and Caesar in Latin and Homer and Hesiod in Greek. Clearly, the emphasis
here was noton a utilitarian education as later articulated by Eranklin; rather, students were being
“taught by example” from classical literature, which hopefully would enable them 0 function
effectively as leaders in the Puritan oligarchy.
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Education in the middle colonies was far more diverse than in Puritan New England, as the
schools that emerged there reflected the vast religious and cultural differences of the region.
Generally, education was the province of the colonies’ numerous religious denominations, such
as Dutch Reformed, Quaker, Roman Catholic, and Jewish. New York was dominated by the Dutch
Reformed Church, which, like the Puritans, espoused the importance of literate congregations.
When the English took over New York, they established charity schools, which were controlled
by the Anglican Church. These schools emphasized reading, writing, arithmetic, catechism, and
religion. In Pennsylvania, where English Quakers dominated the political and economic life of
the colony, they also controlled education. However, in keeping with their humane attitude toward
human life, the Quakers rejected the harsh treatment of children prevalent in the other colonies
and paid more attention to individual children as they mastered reading, writing, arithmetic, and
religion (Gutek, 1991). .

Education in the South was largely confined to the upper class and took place at home on the
plantation, since the vastness of these economic units made the construction of formal schools
virtually impossible. Education was provided by tutors who might have been indentured servants,
divinity students, impoverished second sons of European aristocrats, or convicts. Indeed, before
the American Revolution, one observer reported that “two-thirds of the schoolmasters in Maryland
were either indentured servants or convicts” (Wright, 1957, p. 101). :

Both male and female children were educated on an aristocratic model: Classical studies we
emphasized for boys, whereas dancing and music lessons were emphasized for girls. Although some
Southern women may have shared their brothers’ tutors, learning to master the social graces took
precedence over Caesar in aristocratic Southern households. Occasionally, boys were sent away
to school, most likely to England. Plantation management was learned by both sexes according
to gender-specific roles. Girls were expected to master the domestic side of plantation management
from their mothers, while boys learned the practical aspects from their fathers. Southern planters
often sent their sons north to colonial colleges or to Europe to complete their education. However,
by 1817, Jefferson wrote the “Rockfish Gap Report,” the report of the Commission to establish a
public university in Virginia, leading to the establishment of the University of Virginia in
Chatlottesville. The university was based on Jefferson’s model of a natural aristocracy based on
talent, or what later was called a meritocracy.

On the eve of the American Revolution, almost all of the African-American population of

one-half million were slaves. As Gutek (1991) observed,

In being uprooted from their native Africa, the blacks were torn from their own culture and thmst{ into
an environment not merely inhospitable, but completely alien. As slaves the African blacks were
undergoing induction into a society vastly different from that of their homeland. (p. 10}

Few members of this group could read or write. Those who could, more often than not, had received
their instruction outside of existing formal schools, for “it appears that only a handful artended
school along with the whites” (Cremin, 1972, pp. 194-195). Schools that did exist for Africans
Americans were usually sponsored by church groups, in particular Anglicans and Quakers (Button ¥
& Provenzano, 1989). Few slave owners were willing to support formal education for their slaves,
since literacy was not directly connected to their work. Moreover, many feared that literate slaves '
would be more likely to lead insurrections. Although African-Americans were kept illiterate a5 '
part of their subordinate position both on plantations and in the cities, some managed to learn
skills as arrisans, working as carpenters, coopers, wainwrights, farriers, coachmen, and skilled %
domestics. ’

Formal schooling for Native Americans was largely confined to missionary activities. In Virginia,

the colonists at first attempted to establish “friendly” relations with their Native American
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The History of Education

neighbors. However, after hostilities broke out in 1622, they decided that “the way of conquering
them is much more easy than of civilizing them by fair means” (Cremin, 1972, p. 194). There
were some mildly successful educative endeavors in New England, particularly in Cambridge and
Roxbury, which were directed by individual schoolmasters to prepare Native Americans for the
Indian College that was established at Harvard University in approximately 1653. This Indian
College, as Wright (1957) noted, was brought about largely due to the misguided belief held by
some educated whites that “Indians were merely awaiting the opportunity to embrace classical
scholarship and learn Cicero’s orations” (p. 116). Ultimately, this experiment resulted in failure
and was the first example of attempting to educate Native Americans by assimilating them into
European culture. As in the case of African-Americans, this period represents the beginning of
the marginalization of Native Americans with respect to formal schooling.

The Age of Reform: The Rise of the Common School

Historians point to the period from 1820 to 1860 in the United States as one in which enormous
changes took place with unprecedented speed. The Industrial Revolution, which began in the
textile industry in England, crossed the Atlantic Ocean and brought its factory system with its
new machinery to urban areas, particularly in the North. Urban clusters grew more dense as
migrants from agricultural areas and immigrants from Europe flocked to the factories, looking for
work. By 1850, these immigrants included a significant group of Roman Catholics who were
escaping starvation in Ireland. Westward expansion, aided in part by the revolution in
transportation and in part by the land hunger of pioneers, extended to settlements in Oregon and
California by 1850.

By 1828, when Andrew Jackson was elected president, all men (except slaves and emotionally
disturbed persons) had obtained the right to vote. Thus, the founding fathers’ visions of a political
democracy were increasingly becoming a reality. '

In the decades following 1815, groups of reformers—quite different from such archetypes of
rationalism as Franklin and Jefferson—emerged. These men and women often lacked higher
education and did not hold public office but often articulated their ideas with the fervor of
evangelical Christianity. However, their ultimate goals were secular in nature. America, once seen
as the New Jerusalem by the Puritans, would become a secular paradise created by the new reformers.

Ralph Waldo Emerson, a New England essayist and philosopher, wrote of this age, “We are
all a little wild here with numberless projects of social reform.” Although the reform movement
attempted to address such diverse societal problems as slavery, mental illness, intemperance, and
pacifism, many reformers generally believed that the road to secular paradise was through education.
: By 1820, it had become evident to those interested in education that the schools that had

been established by the pre-war generation were not functioning effectively. Webster's New England
Primer had been secularized so that the first line “In Adam’s Fall/We Sinned, All” was replaced
by “A was an Apple Pie made by the Cook” (Malone & Rauch, 1960, p. 491), but few children
had access to the reader. The vast majority of Americans were, not surprisingly, illiterate. Even
in New England, with its laws specifying common schools, towns neglected or evaded their duties.
In other parts of the country, charity schools provided the only opportunities for disadvantaged
“children to obtain an education.
i+ The struggle for free public education was led by Horace Mann of Massachusetts. Abandoning
<& successful career as a lawyer, Mann lobbied for a state board of education, and when the
Massachusetts legislature created one in 1837, Horace Mann became its first secretary, an office
“he occupied for 11 years. His annual reports served as models for public school reforms throughout
the nation, and, partly due to Mann’s efforts, the first scate normal school (from the French école
normale), or teacher training school, was established in Lexingron, Massachusetts, in 1839.
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Mann’s arguments for the establishment of the common school, or free publicly funded
elementary schools, reflects both the concern for stability and order and the concern for social
mobility—both of which were to be addressed through free public education. Admittedly, Mann
could fiot have been immune to the waves of different immigrant groups that were changing the
cultural composition of the cities. Nor could he fail to be immune to the goals of his audiences,
often the wealthy factory owners, who had to be convinced to support public education. Thus,
he spoke of school as a preparation for citizenship as well as the “balance wheel’—*the great
equalizer of the conditions of men.” '

Although many historians, particularly liberals and conservatives, view Mann as one of
America’s greatest educational reformers, radicals take issue with his arguments, pointing to the
common school as a pernicious device for teaching skills such as hygiene, punctuahty, and
rudimentary skills that would create docile, willing workers. Whatever interpretation one chooses,
Mann’s belief that schools can change the social order “and that education can foster social mobility -
are beliefs responsible for the faith and support many people give to U.S. public schools.

Opposition to Public Education

Not all groups subscribed to the idea of the common school. The same arguments made today by
people without children or people who send their children to private schools in opposition to
public support of schools were articulated against the common school Horace Mann envisioned.
For example, taxation for public education was viewed as “unjust” by nonrecipients. Roman
Catholics, who viewed the common school as dominated by a Protestant ethos, founded their
own schools. However, by 1860, public support of elementary schools was becoming prevalent
throughout the United States. Education beyond the elementary level, however, was primarily a
province of private academies. Nonetheless, in 1862, Congress passed the Morrill Act, which
authorized the use of public money to establish public land grant universities, resulting in the
establishment of large state universities, espcially in the Midwest. ,

Education for Women and African-Americans

Traditionally, the role of a woman in Western society has been that of helpmate or homer naker
to the male, who assumed the role of provider. This role for women was vividly described by Jean-
Jacques Rousseau in Emile, written in the eighteenth century. Rousseau, in his tract on education,
created the female character, Sophie, who was to be the companion of the central male character,
Emile, the recipient of a nontraditional but rigorous education. Sophie was encouraged to eat
sweets, learn womanly arts, and be a supportive, loving helpmate to Emile. ;

This prescriptive role for women held sway throughout the nineteenth century and, for some,
into the twentieth century as well. Generally, education for women was viewed as biologically
harmful or too stressful. Thus, through the first half of the nineteenth century, educational
opportunities for women were severely limited. Few females achieved an education other than
rudimentary literacy and numeracy.

By the middle of the nineteenth century, however, a significant number of girls arrended
elementary schools and many were admitted to private academies, which functioned as secondary
schools. By 1820, the movement for education for women in the United States was m:lking
important inroads.

In 1821, Emma Hart Willard opened the Troy Female Seminary in Troy, New York: The
curriculum at this female seminary included so-called serious subjects of study, such as mathematics,
science, history, and geography. Modeled on the curriculum of single-sex male academies, Troy

Female Seminary sought to deliver an education to females that was similar to that of their male ¥
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unterparts. In subsequent years, other female reformers dedicated to education for women, such
Catharine Esther Beecher and Mary Lyon, opened schools for females. A pioneer in
stsecondary education for women, Mary Lyon founded Mount Holyoke Seminary in 1837. Entry
uirements (with the exception of a foreign language) and level of instruction were the same
women as for men at their institutions of higher learning.
Higher education for women did not remain the exclusive domain of Eastern reformers; the
wement for female education spread quickly through the Midwest. In 1833, Oberlin Collegiate
titute in Ohio opened its doors to women as well as African-Americans. In 1856, the University
lowa became the first state university to admit women. In 1865, Vassar College, the first of the
sen Sisters women’s colleges, was founded in Poughkeepsie, New York. Shortly after, Wellesley
llege and Smith Colleges in Massachusetts were founded, and Mount Holyoke and Bryn Mawr
ninaries became colleges.
Although educational opportunities for women were expanding during the period preceding
Civil War, education for African-Americans was severely limited. After Nar Turner's Revolt
1831, Southemners believed more than ever that literacy bred both insubordination and
olution. Thus, they forbade the teaching of reading and writing to the slave population. In
North, education for African-Americans was usually of inferior quality and separate from the
nstream public school, if provided at all by the public. ‘
This dismal picture of schooling for African-Americans prompted African-American Benjamin
rerts to file a legal suit in Boston in 1846 over the requirement that his daughter attend a
egated school. In a precedent-setting case, Roberts v. City of Boston, the court ruled that the
il school committee had the right to establish separate educational facilities for whites and
'ks. As a result of this ruling, African-Americans were encouraged to establish their own schools.
se were usually administered by their churches and aided in part through funds from
litionists. During the Civil War, President Abraham Lincoln issued the Emancipation
“lamation in 1863, which announced the end of slavery in all states in rebellion against
Union. In 1865, several months after the end of the Civil War, Congress passed the Thir-
ith Amendment to the Constitution, which freed four million slaves. In 1868, the Fourteenth
endment to the Constitution was ratified, giving full citizenship to ex-slaves. Although this
ndment and the Freedman’s Bureau attempted to reconstruct the South’s economy and include
ks as full citizens, the Ku Klux Klan continued to spread racial hatred, and Jim Crow Laws
Black Codes in the South continued discrimination against Blacks. Its equal protection clause,
ever, has been applied to important legal decisions regarding education. In 1868, the
dman’s Bureau helped to establish historically Black Colleges, including Howard University
7ashington, D.C., and Hampton Institute in Virginia. However, the problem of equality of
rtunity, in general, and school segregation, in particular, continued to be a significant issue
ughout the remainder of the nineteenth and twentieth centuries (Andersen, 1988).

‘anization and the Progressive Impetus

beginning of the nineteenth century ushered in the First Industrial Revolution—immigration
urbanization of unprecedented proportions. Accordingly, the conditions created by these
ts were met with responses from social reformers whose concerns were far reaching and who
ipted to address and redress the evils in U.S. life. '

the beginning of the nineteenth century seemed problematic to Americans, the close of the
iry must have been even more s0. Again, there was a revolution in industry, referred to as
Second Industrial Revolution, this time involving steam-driven and electric-powered
inery. Factories had given way to gigantic corporations, under the control of such captains
dustry as Andrew Carnegie, John D. Rockefeller, and Cornelius Vanderbilt. Significantly,
grant labor played an essential role in this revolution.
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At the beginning of the nineteenth century, the largest number of immigrants to the Unll:ed
States came from the northwestern part of Europe—namely, Great Britain, Scandinavia, German,.
and the Netherlands. After 1890, an increasingly large number of immigrants came from southery
and eastern Europe. These immigrants’ languages, customs, and living styles were dramatica
different from those of the previous group. They settled in closely crowded substandard lm,n‘
quarters in urban areas and found work in factories. Thus, by the turn of the century, U.S. cities f i
contained enormous concentrations of both wealth and poverty. Indeed, the gap between rich
and poor had never been as great as it was at the close of the nineteenth century. ~ } E

Thus far in this chapter, we have argued that the purpose of education has been seen ing

 variety of ways: religious, utilitarian, civic, and, with Mann, social mobility. The common schog
- was born of an age of reform in this country that was unprecedented until the period betwee

1900 and 1914 in which a new reform movement, the Progressive Movement, would sweep the
country. Progressive reformers insisted on government regulation of industry and commerce, a
well as government regulation and conservation of the nation’s natural resources. Moreover, f.
progressive reformers insisted that government at national, state, and local levels be respmaiv‘
to the welfare of its citizens rather than to the welfare of corporations. Significantly, pn}g}m
reforms had a sweeping agenda, ranging from secret ballot to schooling. As reformers, such as
Horace Mann, in the nineteenth century had looked to schools as a means of addressing so ..
problems, so reformers once again looked to schools as a means of preserving and prome ing «
democracy within the new social order. i§
An important U.S. philosopher whose influence on schooling is still very much wlth us today
was John Dewey (1859-1952). Dewey was a contemporary of such reformers as “Fighting Bob La
Follette,” governor of Wisconsin and architect of the “Wisconsin Idea,” which hamessed the
expertise of university professors to the mechanics of state government; settlement workers, sugl -
as Jane Addams and Lillian Wald; and municipal reformers and labor leaders, such as Henry B re
and John Golden. Thus, progressive education, the movement with which John Dewey has become™
associated, can best be understood, as both historians Lawrence Cremin and Richard Hofsta dree
remind us, as part of “a broader program of social and political reform called the sgressive
Movement” (Cremin, 1961, p. 88). . "F _
Just as the schools today are undergoing a transformation due in part to mpldly anging
technology, altered life-styles, and new, massive waves of immigrants, it could be argued d‘lﬂt
schools at the turn of the twentieth century were undergoing a similar transformation in th
time. In 1909, for example, 57.8 percent of the children in schools in 37 of the 1argmt CItiu
the United States were foreign born (Cremin, 1961, p. 72). Suddenly, teachers were faced w
problems of putative uncleanliness (bathing became part of the school curriculum in certa
districts), and teachers began to teach basic socialization skills. Just how these socialization s
have come to be interpreted, whether malevolently by radical historians or benevolently by lib
and conservative historians, is of little concern here. What is important is to consider how
proposed to meet these challenges through education and how his ideas were interp
progressive disciples in such a way as to alter the course of schooling in this country. -
John Dewey was born and raised in Vermont. By 1894, he had become thoroughly enm
in the problems of urbanization as a resident of Chicago and Chair of the Departm
Philosophy, Psychology, and Pedagogy at the University of Chicago. Distressed. with the
dislocation of families from rural to urban environments, concerned with the loss of tradi
ways of understanding the maintenance of civilization, and anxious about the effects w
individualism and rampant materialism would have on a democratic society, Dewey sought an
in pedagogic practice (see Westbrook, 1991, for an in-depth biography).
Dewey argued in My Pedagogic Creed (1897), The School and Society (1899), : md The
the Curriculum {1902) for a restructuring of schools along the lines of “embryonic coms
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He advocated the creation of a curriculum that would allow for the child’s interests and
Jevelopmental level while introducing the child to “the point of departure from which the child
can trace and follow the progress of mankind in history, getting an insight also into the materials
used and the mechanical principles involved” (Dworkin, M.S., 1959, p. 43).

Dewey believed that the result of education was growth, which was firmly posited within a
Jemocratic society. Thus, school for Dewey was “that form of community life in which all those
agencies are concentrated that will be most effective in bringing the child to share in the inherited
resources of the race, and to use his own powers for social ends” (Dworkin, M.S., 1959, p. 22).

To implement his ideas, Dewey created the Laboratory School at the University of Chicago.
There, children studied basic subjects in an integrated curriculum, since, according to Dewey,
uhe child’s life ts an integral, a total one” and therefore the school should reflect the “completeness”
and “unity” of “the child’s own world” (Dworkin, M.S., 1939, p. 93). Dewey advocated active
learning, starting with the needs and interests of the child; he emphasized the role of experience
in education and introduced the notion of teacher as facilitator of learning rather than the font
from which all knowledge flows. The school, according to Dewey, was a “miniature community,
an embryonic society” (Dworkin, M.S., 1959, p. 41) and discipline was a tool that would develop
“q spirit of social cooperation and community life” (Dworkin, M.S., 1959, p. 40).

That John Dewey made important contributions to both philosophy of education and
pedagogic practice is undisputable, especially if one examines what happened to education in the
wake of Dewey’s early work. It is important to keep in mind just how rapidly education had
expanded in this period. For example, in 1870, about 6.5 million chifdren from ages 5 through
18 actended school; in 1880, about 15.5 million children attended school—a significant increase,
indeed. No fewer than 31 states by 1900 had enacted compulsory education laws. Thus, what
occurred in schools throughout this nation was to influence large numbers of Americans.

Although few can dispute Dewey's influence on educational reformers, many believe that Dewey
was often misread, misunderstood, and misinterpreted. Thus, Dewey's emphasis on the child’s
impulses, feelings, and interests led to a form of progressive education that often became
synonymous with permissiveness, and his emphasis on vocations ultimately led the way for “life
adjustment” curriculum reformers.

Psychologists as well as philosophers became actively involved in educational reform. In fact,
wo distinctly different approaches to progressive educational reforms became apparent: the child-
centered pedagogy of G. Stanley Hall and the social efficiency pedagogy of Edward L. Thorndike.

G, Stanley Hall (1844-1924), once referred to as “the Darwin of the mind” (Cremin, 1961,
p. 101), believed that children, in their development, reflected the stages of development of
civilization. Thus, according to Hall, schools should tailor their curriculums to the stages of child
development. Hall argued that traditional schools stifled the child’s natural impulses, and he
suggested that schools individualize instruction and attend to the needs and interests of the children

they educate. This strand of progresst form became known as child-centered reform.

On the opposite side of child-centered reform was social engineering reform, proposed by Edward
L. Thomdike. Thorndike (1874-1949) placed his émphasis on the organism’s response to its

environment. Working with animals in the laboratory, he came to the conclusion that human
P e,

nature could be altered for better or worse, depending on the education to which it was subjected.
mmufﬁat schools could change human beings in a positive way
and that the methods and aims of pedagogy to achieve this would be scientifically determined
(Cremin, 1961, p. 114)
Thorndike's work, Frederick Winslow Taylor’s work in scientific management, and that of other
Progressive thinkers encouraged educators to be “socially efficient” in the ways they went about
fing students. In particular, this thinking led to a belief that schools should be a meaningtul
&xperience for students and that schools should prepare students to earn a living. It also Suggeste

———
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that schools might begin to educate students based on their abilities or talents. In particular, a
leading proponent of this view was educational reformer Franklin Bobbitt, An fssue of particular
importance, although never resolved, was Bobbitt's scientific approach to curriculum design
(a curriculum designer, according to Bobbitt, was like a “great engineer”). The purpose of
curriculum design was to create a curriculum that would include the full range of human experience
and prepare students for life.

Education for All: The Emergence of the Public High School

Prior to 1875, fewer than 25,000 students were enrolled in public high schools. Most adolescents
who were engaged in some form of secondary education attended private academies that were
either traditional, college preparatory schools, or vocational schools (such as Franklin had proposed
a century earlier). These academies taught not only academic subjects but also vocational ones.
Yet, between 1880 and 1920, 2,382,542 students attended public high schools (Gutek, 1991,
p. 122), probably outnumbering those who attended academies, and by 1940, about 6.5 million
students attended public high school (U.S. Department of Education, National Center for
Education Statistics, 1989b, p. 45). In a scant 40 years or so, a structure for the high school had
to be put in place and debates had to be resolved regarding the purpose of secondary education.

One of the great changes that has affected high school attendance is that “whereas once it was
altogether voluntary, and for this reason quite selective, it is now, at least for those sixteen and
under, compulsory and unselective” (Hofstadter, 1966, p. 326). Compulsory school laws grew
steadily. In 1890, 27 states had them; by 1918, all states followed suit, encouraged by court cases,
such as the one in Kalamazoo, Michigan, in 1874, which paved the way for the school districts’
right to levy taxes to support public high schools. o

In examining the evolution of the high school, what becomes immediately apparent is the
tension in society over the meaning and purpose of education—a debate that began with the
imgf—;—ﬂmnd Franklin, that was augmented by the arguments of Horace Mann, and that
was made even more complex with the ideas of progressive educarors.

Historian Diane Ravitch has pointed to four themes in particular that were troubling high
school educators at the turn of the century. The first was the tension between classical subjects,
such as Latin and Greek, and rrlgcigr,nwsubje/cts, such as science, English literature, and foreign
languages. The second was the problem of meeting college entrance requirements, since different

colleges required different courses of study. The third involved educators who believed that students ¥

should study subjects that would prepare them for life, as opposed to traditional academic subjects.
And the fourth, inextricably linked to the other three, was whether all students should"pursue
the same course of study or whether the course of study should be determined by the interests
and abilities of the students (Ravitch, 1983, pp. 136-137). '

In order to address the reality that by the 1890s “the high school curriculum had begun t©
resemble a species of academic jungle creeper, spreading thickly and quickly in many directions
at once” (cited in Powell, Farrar, & Cohen, 1985, p. 240) and to clarify the purpose of a' high
school education, ACommittee of as formed by the National Education Association, headed
by Harvard University President Charles Eliot. The committee issued its report in 1893,
supporting the academic purpose of secondary education and dismissing curricula differentiation.
It argued that the purpose of secondary education was to prepare students for “the duties of life"
(quoted in Ravitch, 1983, p. 138). Furthermore, the committee recommended that modern
academic subjects be awarded the same stature as traditional ones. It proposed five model curricula,

including classical and modern languages, English, mathematics, history, and science—in essence, = :
a liberal arts curriculum. Finally, the committee recommended that all students should be raught 8

in the same manner; it was conspicuously silent on the subject of vocational education.
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The Committee of Ten's recommendations were subsequently reinforced in two ways. The
irst was through the National Education Association’s (NEA’s) newly established committee on
-ollege entrance requirements, which recommended that all high school students study a core of
cademic subjects. The second was through the Carnegie Foundation for the Advancement of
Teaching’s adoption of the same core courses, which became known as Carnegie units and which
vere implemented in high schools throughout the country.

Not to be ignored was the progressive response to the Committee of Ten. In 1918, the NEA’s
“ommission on the Reorganization of Secondary Schools made its report, which became known
i the Cardinal Principles of Secondary Education. These principles, harkening back to the work of
nen such as G. Stanley Hall and supported by the “neutral measurement” work of Edward F.
Thorndike, opened the door to a curriculum less academically demanding and far more utilitarian
‘han the one proposed by Charles Eliot's Committee of Ten. Essentially, the Cardinal Principles,
4t the main goals of secondary education, were:

Health

Command of fundamental processes
Worthy home-membership

Vocation

Citizenship

Worthy use of leisure

Ethical character (Ravitch, 1983, p. 146)

Tt e e o A

‘or many educators, these Cardinal Principles helped to resolve the difficulty of educating students
vho were not college bound (at this time, only a small group of students in U.S. high schools
xpected to attend college). Educational historian David Cohen stated, “Americans quickly built
tsystem around the assumption that most students didn’t have what it took to be serious about
he great issues of human life, and that even if they had the wit, they had neither the will nor the
utures that would support heavy-duty study” (cited in Powell, Farrar, & Cohen, 1985, p. 245).

The final curriculum reform and a logical conclusion to the direction educational reform took
luring the period preceding the Second World War was the “Education for Life Adjustment”
novement, first proposed in a lecture at Harvard University by Charles Prosser in 1939.
~oncerned with the failure of educators to enact any meaningful changes during the Depression
ears, Prosser proposed a curriculum for the nation’s high schools, which addressed the practical
oncerns of daily living. Prosser’s ideas were not entirely new; in fact, they could be said to be
he logical conclusion of educators who believed, in the final analysis, that not all students were
ble to master serious academic subject matter.

However, Prosser and his apostles sought life adjustment courses, not just for those at the bottom
f the educational ladder but for all high school students. As Hofstadter (1966) aptly observed,
American utility and American democracy would now be realized in the education of all youth”
p- 353). Students who once studied chemistry might study “the testing of detergents; not physics,
ut how to drive and service a car; not history, but the operation of the local gas works” (p. 356).
As historians, Richard Hofstadter and David Cohen are quick to point out that this phase in
ducational reform exemplifies both the unbridled faith Americans have in education and the
mbivalent feelings they harbor toward the life of the mind.

The Post-World War Il Equity Era: 1945-1980

during the post-World War 11 period, the patterns that emerged during the Progressive Era were
ontinued. First, the debate about the goals of education (i.e., academic, social, or both) and
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whether all children should receive the same education remained an important one. Second, the
demand for the expansion of educational opportunity became perhaps the most prominent feature
of educational reform. Whereas the Common School era opened access to elementary education
and the Progressive Era to secondary education, the post-World War Il years were concerned with
expanding opportunities to the post-secondary level. They were also directed at finding ways to
translate these expanded opportunities into more equal educational outcomes at all levels of
education. As in the first half of the cwentieth century, so too in the second half, the compatibility
of expanded educational opportunity with the maintenance of educational standards would create
significant problems. Thus, the tensions between equi;xggd»gzggeﬂence became crucial in the
debates of this period. S

Cycles of Reform: Progressive and Traditional

The post-World War Il years witnessed the continuation of the processes that defined the
development of the comprehensive high school. The debates over academic issues, begun at the
rummn of the twentieth century, may be defined as the movement between pedagogical progressivism
and pedagogical traditionalism. This movement focuses not only on the process of education but
on its goals. At the center of these debates are the questions regarding the type of education
children should receive and whether all children should receive the same education. Although

many of these debates focused on curriculum and method, they ultimately were associated with

the question of equity versus excellence. S
Perhaps these Jobates can be best understood by examining reform cycles of the twentieth
century that revolved between progressive and traditional visions of schooling. On one hand,

the name of excellence. On the other hand, Progressives jbelieved in experiential education, a
curriculum that responded to both the needs of students and the times, child-centered education,
freedom and individualism, and the relativism of academic standards in the name of equity.
ATikough these poles and educational practices rarely were in only one direction, the conflicts
over edycational policies and practices seemed to move back and forth between these two extremes.
From 1945 to 1955, the progressive education of the previous decades was critically atracked.

These critics, including Mortimer Smith, Robert Hutchins, and Arthur Bestor, assailed 3

progressive education for its sacrificing of intellectual goals to social ones. They argued that the

life adjustment education of the period, combined with an increasingly anti-intellectual curriculum,

destroyed the traditional academic functions of schooling. Arthur Bestor, a respected historian

and a graduate of the Lincoln School (one of the early progressive schools in New York Cigy)
argued that it was “regressive education,” not progressive education, that had eliminated the &
school’s primary role in teaching children to think (Ravitch, 1983, p. 76). Bestor, like the other
critics, assailed the schools for destroying the democratic vision that all students should receive &
an education that was once reserved for the elite. He suggested that the social and vocational =

emphasis of the schools indicated a belief that all students could not learn academic material In

an ironic sense, many of the conservative critics were agreeing with the radical critique that the §
Progressive Era distorted the ideals of democratic education by tracking poor and working-class

children into nonacademic vocational programs.

Throughout the 1950, the debate between progressives who defended the social basis of the

curriculum and critics who demanded a more academic curriculum raged on. What was often

referred to af “the great debare” (Ravitch, 1983, p. 79) ended with the Soviet launching of the s

space satellite ; serthat the Soviets would win the race for space resulted in a nath

commitment to improve educational standards in general and to increase mathematical and s
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scientific literacy in particular. From 1957 through the mid-1960s, the emphasis shifted to the

ursuit of excellence, and curriculum reformers attempted to redesign the curricula in ways that
would lead to the return of academic standards (although many doubted that such a romantic
age ever existed).

By the mid-1960s, however, the shift in educational priorities moved again toward the
progressive side. This occurred in two distinct but overlapping ways. First, the Civil Righrts
movement, as we will discuss, led to an emphasis on equity issues. Thus, federal legislation, such
as the Elementary and Secondary Education ACt of 1965 emphasized the education of
disadvantaged children. Second, in the context of the antiwar movement of the times, the general
criticism of U-S. society, and the persistent failure of the schools to ameliorate problems of poverty
and of racial minorities, a “new progressivism” developed that linked the failure of the schools
to the problems in society. Ushered in by the publication of A. S. Neill’s Summerhill in 1960—
a book about an English boarding school with few, if any, tules and that was dedicated to the
happiness of the child—the new progressivism provided an intellectual and pedagogical assault
on the putative sins of traditional education, its authoritarianism, its racism, its misplaced values
of intellectualism, and its failure to meet the emotional and psychological needs of children.

The new progressivism developed during one of the most turbulent decades in American history
(Cavallo, 1999). Colleges and universities became sites of protests by the anti-Vietnam War and
Civil Rights movements. In 1964, Students for a Democratic Society (SDS), a radical group of
students headed by Tom Hayden at the University of Michigan, issued the Port Huron Statement,
a radical critique of U.S. society and a call for action by U.S. students. In the same year, the
University of California, Berkeley, Free Speech Movement, led by Mario Savio, protested university
rules limiting assembly and demonstrations on campus. In 1968, African-American students went
on strike at San Francisco State University, resulting in the resignation of its president. Its new
president, S. I. Hiyakawa, a law and order advocate, threatened to suspend anyone who interfered
with the college. The strike ended after a number of months, with each side declaring victory.
At the same time, African-American students rook over Willard Straight Hall at Cornell
University. Faced with threats to take over the entire university by the African-American Society
(AAS) and SDS, President James Perkins agreed to consider their demands without reprimands.
Downstate, New York City police were called in to end a takeover of the Columbia University
library. SDS-led students protesting the Vietnam War and the university’s plan to build a
gymnasium in the neighboring Momingside Heights section of Harlem were removed forcefully.
Finally, on May 4, 1970, four students at Kent State University, protesting the U.S. invasion of
Cambodia, were killed by the Ohio National Guard called in by Governor James Rhodes after
protestors burned down the Army ROTC building. These killings, memorialized by Crosby, Stills,
Nash, and Young’s haunting words, “four dead in Ohio, four dead in Ohio” in their song Ohio,
resulted in mass demonstrations at colleges and universities throughout the United States, but
also in the beginning of the end of the antiwar movement. When students recognized that the
government would kill them, the protests began to slowly subside.

Throughout the 1960s and early 1970s, a variety of books provided scathing criticism of
US. education. These included Jonathon Kozol's Death at an Early Age (1967), which assailed
the racist practices of the Boston public schools; Herbert Kohl's 36 Children (1967), which
demonstrated the pedagogical possibilities of open education; and Charles S. Silberman’s
Crisis in the Classroom (1969), which attacked the bureaucratic, stultifying mindlessness of
US. education. These books, along with a series of articles by Joseph Featherstone, and Beatrice
and Ronald Gross on British progressive education (or open education), resulted in significant
experimentation in some schools. Emphasis on individualism and relevant education, along with
the challenge to the unquestioned authority of the teacher, resulted in alternative, free (or open)
education--schooling that once again shifted attention away from knowledge (product) to process.
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Although there is little evidence to suggest that the open classroom was a national phenomenon,
and as the historian Larry Cuban noted in his history of teaching, How Teachers Taught (1984),
there was surprisingly little variation in teaching methods during the twentieth century—that is,
despite the cycles of debate and reform, most secondary teachers still lectured more than they
involved students. Nonetheless, the period from the mid-1960s to the mid-1970s was a time of
great turmoil in the educational arena. The time was marked by two simultaneous processes: (1)
the challenge to traditional schooling and (2) the attempt to provide educational opportunity for
the disadvantaged. In order to understand the latter, one must look back to the origins of the
concerns for equity.

Equality of Opportunity

The demand for equality of opportunity, as we have noted, has been a central feature of U.S,
history. From the Jeffersonian belief in a meritocratic elite, to Mann’s vision of schooling as a
“oreat equalizer,” to Dewey's notion that the schools would be a “lever of social progress,” ULS.
reformers have pointed to the schools as capable of solving problems of inequality. More
importantly, as Lawrence Cremin (1990) pointed out, Americans have expected their schools to
solve social, political, and economic problems, and have placed on the schools “all kinds of
millennial hopes and expectations” (p. 92). While this has been true throughout America’s history,
the translation of this view into concrete policy has defined the postwar years and has helped
explain the increasing politicization of the educational conflicts.
Immediately following the Second World War, the issue of access to educarional opportunity
became an important one. The GI Bill of Rights offered 16 million servicemen and women: the
opportunity to pursue higher education. Ravitch (1983, pp. 12-13) pointed out that the GI Bill
was the subject of considerable controversy over the question of access and excellence. On one
hand, veterans’ groups, Congress, and other supporters believed the bill provided both a just reward
for national service and a way to avoid massive unemployment in the postwar economy. Further,
although aimed at veterans, it was part of the growing policy to provide access to higher education
to those who, because of economic disadvantage and/or poor elementary and secondary preparation,
had heretofore been denied the opportunity to attend college. On the other hand, critics such as
Robert Maynard Hutchins, chancellor at the University of Chicago, and James Conant, president
of Harvard University, feared that the policy would threaten the traditional meritocratic selection
process and result in the lowering of academic standards (Ravitch, 1983, p. 13). ‘
Despite these criticisms, the GI Bill, according to Ravitch (1983), was “the most ambitious
venture in mass higher education that had ever been attempted by any society” (p. 14).
Furthermore, she noted that the evidence does not suggest a decline in academic standards but
rather a refreshing opening of the elite postsecondary education system. Historians and policy
makers may disagree about the success of the GI Bill, but it is clear that it represented a building
block in the post-World War I educational expansion. This expansion was similar to previous
expansions, first in the Common School Era to compulsory elementary education, second in the
Progressive Era to the high school, and in the post-World War I years to postsecondary education.
The same types of questions left unresolved, especially from the Progressive Era, as to whether
mass public education was possible, would become central points of controversy in the coming
years. r
Although the GI Bill set an important precedent, the issue of educational inequality for the
poor and disadvantaged, in general, and for African-Americans in particular, became the focus
of national attention and debate during this period. From the years immediately following the
Second World War to the present, the questions of equality of opportunity at all levels have been
significant areas of concern. In the late 1940s and 1950s, the relationships between race and

1

Zi




The History of Education

:ducation, and the question of school segregation were at the forefront of political, educational,
ind moral conflicts.

Race, as much as any other single issue in U.S. history, has challenged the democratic ethos
of the American dream. The ideals of equality of opportunity and justice have been contradicred
y the actual practices concerning African-Americans and other minorities. Although legally
uaranteed equal protection by the Fourteenth Amendment, African-Americans continue to
xperience vast inequities. Nowhere was this more evident than in education.

The post-Civil War Reconstruction period, despite the constitutional amendments enacted to
uarantee equality of treatment before the law, had little positive effect on African-Americans,
specially in the South. During the latter years of the nineteenth century, the Supreme Court
uccessfully blocked civil rights legislation. In the famous 1896 decision relating to education,
lessy v. Ferguson, the Court upheld a Louisiana law that segregated railway passengers by race.
1 what is commonly referred to as its “separate but equal” doctrine, the Court upheld the
onstitutionality of segregated facilities. In his famous dissenting opinion, Justice John Marshall
farlan stated:

In view of the Constitution, in the eye of the law, there is in this country no superior, dominant, ruling
class of citizens. There is no caste here. Our constitution is color blind, and neither knows nor tolerates
classes among citizens. In respect of civil rights, all citizens are equal before the law. The humblest is
the peer of the most powerful. The law regards man as man, and takes no account of his surroundings
or of his color when his civil rights guaranteed by the supreme law of the land are involved . . . (cited
in Ravitch, 1983, p. 120)

Despite Justice Harlan’s interpretation that the Constitution guaranteed a colorblind treatment
“all citizens, the Plessy v. Ferguson decision remained the precedent through the first half of the
rentieth century. In the 1930s and 1940s, the National Association for the Advancement of
olored People (NAACP) initiated a campaign to overthrow the law, with school segregation a
ajor component of its strategy.

The proper education of African-Americans became a controversial subject for African-
merican leaders. In 1895, Alabama Tuskegee Institute’s Booker T, Washington gave his “Atlanta
dmpromise Speech” at the Atlanta Exposition, arguing that blacks should be more thrifty and
dustrious, and should pursue vocational education to prepare them for work in the new Southern
dustrial economy. In 1903, W.E. B. DuBois, a Harvard Ph.D. and professor at Atlanta University,
blished The Souls of Black Folk, which criticized Booker T. Washington's vocational approach

education as assimilationist. DuBois called for academic education and Civil Rights protest
ainst institutional racism.

The unequal and separate education of African-Americans in the South became a focal point

the civil rights movements of the 1930s, 1940s, and 1950s. Although the Plessy decision
sported separate and equal, it was apparent to civil rights advocates that the schools were
ything but equal. Furthermore, in terms of both educational opportunities and results, African-

nericans in both the North and South received nothing approximating equal treatment.

After a series of victories, the advocates of civil rights won their major victory on May 17,

34, when, in its landmark decision in Brown v. Topeka Board of Education, the Supreme Court

ed that state-imposed segregation of schools was unconstitutional. Chief Justice Earl Watren
e,

It is doubtful that any child may reasonably be expected to succeed in life if he is denied the opportunity
- of education. Such an opportunity, where the state has undertaken to provide it, is a right that must
“be made available to all on equal terms, (cited in Ravitch, 1983, p. 127)
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Thus, the Supreme Court reversed the “separate but equal” doctrine enshrined in the Plessy case, 5
and stated that separate educational institutions are unequal in and of themselves. : i
Although there would be considerable conflict in the implementation of the ruling, Nl-"
although many legal scholars criticized both the basis and scope of the decision, the Broun decmw,
marked both a symbolic and concrete affirmation of the ethos of democratic schooling. Although
a compelling victory, Brown served to underscore the vast discrepancies between what Myrdal
(1944) pointed to as the American belief in equality and the American reality of inequality. In
the coming years, the fight for equality of opportunity for African-Americans and othet minorities
would be a salient feature of educational reform. The Brown decision may have provided the leg ke
foundation for equality, but the unequal results of schooling in the United States did not magically -
change in response to the law. s =
In the years following the 1955 Brown II decision, which ordered desegregation “with all
deliberate speed,” the battle for equality of opportunity was fought on a number of from; withl
considerable conflict and resistance. The attempt to desegregate schools in the South first, d
later in the North, resulted in confrontation and, at times, violence. For example, in Lnulc Ro
Arkansas, President Eisenhower sent federal troops to enforce desegregation in 1957.
Arkansas Governor Orval Faubus responded to the Supreme Court’s refusal to delay desegregation
by closing Little Rock’s high schools, the federal courts declared the Arkansas school closing laws
unconstitutional. Thus, events in Little Rock made it clear that the federal government wo i
not tolerate continued school segregation. Although protests continued in the South into he
1960s, it was apparent that the segregationists would lose their battle to defend a Southern tradition.
The issue of school desegregation, however, was not an exclusively Southern matter. In h
Northern cities and metropolitan area suburbs, where housing patterns resulted in segre
schools, the issue of de jure (segregation by law) segregation was often less clear. Where de f
segregation existed (that is, the schools were not segregated intentionally by law but by
neighborhood housing patterns), the constitutional precedent for desegregation under Brown we
shaky. Nonetheless, the evidence in the North of unequal educational opportunities based on
race was clear. Thus, civil rights advocates pressed for the improvement of urban schools and "
their desegregation. fix e
The desegregation conflicts in Boston, every bit as embittered as in the South, demonstrated
the degree to which rhe issue divided its citizens. As recently as the 1970s and early 1980s, the
Boston School Committee was under judicial mandate to desegregate its schools. Judge Arthu
Garrity ruled that the school committee knowingly, over a long period of time, conspired to keej
schools segregated and thus limited the educational opportunity of African-American children
For a period of over five years, the citizens of Boston were torn apart by the Garrity desegreg
order. Groups of white parents opposed, sometimes violently, the forced busing that was imposes
As ]. Anthony Lukas, in his Pulitzer prize-winning account Common Ground (1986) noted thi
Boston situation became a symbol of frustration as it signified how a group of families, all committe
to the best education for their children, could have such significantly different visions of wh
that meant. Judge Garrity stood resolute in his interpretation of the Constitution. Over time, t
violence subsided. Many white Bostonians who could afford to do so either sent their chi
to private schools or moved to the suburbs. Thus, the Boston school system moved into an u
«cease-fire” and committed, at least publicly, to the improvement of education for all. _
The Boston desegregation wars, like the conflicts a decade earlier in the South, revealed he
U.S. society, although moving to ameliorate problems of racial inequality, was nonetheless a socie
i which racist attitudes changed slowly. Moreover, the Boston schools were a microcosm oF &8
U.S. educational system——a system in which inequalities of race and class were salient fea
The educational reforms of the 1960s and 1970s were directed at their elimination. =
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An important concurrent theme was the question of un_gﬂtfal educational outcomes based on
socioeconomic position. From the late 1950§, the findings of social scientists, includtng James
ﬁjﬁmﬁm“ 1966 report Equality of Educational Opportunity, focused national attention
on the relationship between socioeconomic position and unequal educational outcomes.
Furthermore, a5 part of the social programs of Presidents John F. Kennedy and Lyndon Baines

Americans were sensitized to the idea of ameliorating poverty. Since schools were, in

Johnson, , e , .
Horace Mann's vision, the lever of social reform, it was only natural that schools once again became

the focal point. )

During the 1960s and 1970s, a series of reform efforts were directed ar providing eqL{ality of
opportunity and increased access at all levels of education. Based on the Coleman report indings
that unequal minority student educational achievement was caused more by family background
than_differences in the quality of schools attended, federally funded programs, such as Project

m;mwere aimed at providing early preschool educational opportunities for the

Wged. Although many radicals criticized the assumption of cultural deprivation implicit
in these efforts, many reform efforts were aimed at the family and the school rather than the
school itself.

In 1974, the U.S. Supreme Court in a 5-4 vote in Milliken v. Bradley ruled that the Detroit
interdistrict city-suburb busing plan was unconstitutional. Based on this ruling and continuing
opposition to forced busing for desegregation, educational reformers shifted their attention to
improving education tor often segregated inner-city school districts. From the 1970s on, school
finance litigation attempted to equalize spending between high-income suburban and low-income
“wban and tural districts. In 1971, in Serrano v. Priest, thé California Supreme Court ruled the
state's system of unequal funding unconstitional. However, in 1973, the U.S. Supreme Court ruled
5-4 in San Antonio ( Texas) Independent School District v. Rodriguez that there was no constitutional
guaranteman equal education. Tn subsequent years, school finance cases had to be hled at the
state level hased on individual state constitutional provisions for equal education. Examples of
successful cases are Robinson v. Cahill (1973) and Abbott v. Burke (1990) in New Jersey, The
Campaign for Fiscal Equity v. New York State (2004}, and Williams v. The State of California (2004).
The Kentucky Education Reform Act (1988) represented one of the landmark legislative reforms
to provide equal education.

Although these cases provided increased funding for low-income students, they did little to
eliminate the de facto segregation in most Northern urban districts, which by the fiftieth
anniversary of Brown in 2004 were almost as segregated as Southern districts before desegregation
(Orfield & Lee, 2004; Harvard Civil Rights Project, 2004). Furthermore, court decisions such as
the long-standing Swann v. Charlotte-Mecklenberg (NC) School District (2002), which ruled that
busing was no longer necessary to achieve racial balance, resulted in the resegregation of many
formerly inregrated districts (Frankenberg & Lee, 2002; Frankenberg, Lee, & Orfield, 2003;
Mickelson, 20023, Paul Tractenberg, founder of the Education Law Center in Newark, New Jersey,
which has represented the state’s low-income children in Robinson and in Abbott, noted that Abbott
ismore consistent with the separate but equal doctrine of Plessy than the separate but never equal
doctrine of Brown {Tractenberg et al., 2002).

The fiftieth anniversary of Brown v. Board of Education in 2004 was marked by disagreements
over whether the decision should be celebrated or commemorated. Advocates of celebration argued
.dm the decision ended legally sanctioned segregation, marked the end of Jim Crow, and ushered
in the Civil Rights movement. Advocates of commemoration argued thar U.S. schools are still
wverwhelmingly segregated and that the continuing black-white achievement gap indicates that

decision never lived up to its promise. Further, Supreme Court decisions on desegregation in
tlotte Mecklenburg, Seattle, and Louisville ruled that these districts had accomplished their
goals for desegregation and were now termed “unified.” In the Seattle case, in particular, the court

79

R R N Tt e

RS TR



80

The History of Education

ruled that school placement could not be based on race (see UCLA Civil Rights Project, 2012,
for details of these cases). The result of these and other housing patterns in both cities and suburbs
has been an ongoing resegregation of U.S. schools (Reardon et al., forthcoming; UCLA Civil
Rights Project, 2012). 5
Nowhere was the conflict over these liberal reforms more clearly demonstrated than in the
area of higher education. During the 1960s, educational reformers placed significant emphasis on
the need to open access to postsecondary education to students who were traditionally .
underrepresented at colleges and universities—namely, minority groups and the disadvantaged.
Arguing that college was a key to social mobility and success, reformers concluded that college |
was a right rather than a privilege for all (see Lavin, Alba, & Silberstein, 1981 ). Defenders of the
traditional admissions standards argued that postsecondary education would be destroyed if
admissions standards were relaxed (see Sadovnik, 1994). ‘
By the late 1960s, many colleges and universities adopted the policy of open enrollment. The
City University of New York, long a symbol of quality education for the working cfass and poor,
guaranteed a place for all graduating New York City high school students in either its four-year
colleges (for students with high school averages of 80 and above) or its community college system
(for students with averages below 80). Similar open admissions systems were introduced in other
public university systems. Furthermore, federal financial aid funds were appropriated for students
from low-income families. The results were a dramatic increase in the numbers of students
participating in U.S. higher education and a growing debate over the efficacy of such liberal reforms.
Conservatives bemoaned the decline of standards and warned of the collapse of the intellectual
foundations of Western civilization. Radicals suggested that more often than not students were |
given “false hopes and shattered dreams” as they were sometimes underprepared, given their
unequal educational backgrounds, for the rigors of college education. Liberals, agreeing that the
new students were often underprepared, suggested that it was now the role of the college to provide |
remedial services to turn access into success (see Sadovnik, 1994). i
During the 1970s, colleges took on the task, however reluctantly, of providing remediation for

the vast number of underprepared students, many of whom were first-generation college students.
The City University of New York (CUNY) became perhaps the largest experiment in compensatory
higher education. Its efforts symbolized both the hopes and frustrations of ameliorating unequal
educational achievement. Although there is significant disagreement as to the success of these s
higher-education reforms (which we will examine more closely later in this book), it is important ?

to recognize that this period did result in the significant expansion of higher education. By the
late 1990s, CUNY abolished remediation at its four-year colleges, thus ending open admissions.
Chancellor Matthew Goldstein argued that remediation should occur at two-year colleges and
that this represented the necessary first step in restoring CUNY’s reputation as an elite publie
university system, which provided meritocratric access to generations of low-income students.
Critics argued that the end of open admissions would have a deleterious effect on access for these
students in general and African-American and Hispanic students in particular (Attewell & Lavity
2008). A recent New York Times article indicated that while the academic profiles in terms of
selectivity of incoming students at CUNY's five selective four-year colleges continues to rise, the
number of African-American and Hispanic students continues to decline (New York Times, 2012)

During the late 1960s and early 1970s, the coeducation movement at elite colleges and
universities began. In 1969, all-male Ivy League Universities (Harvard, Yale, Princeton, Columbisy
Brown, Pennsylvania, and Dartmouth) began to admit women. In response, in 1970, Vassar College
became coeducational, leading to other women’s colleges such as Connecticut College for Women:
and Skidmore College admitting men. Coeducation became the rule, with only some of the elite
Seven Sisters (Smith, Mount Holyoke, Wellesley, and Bryn Mawr) and a few others still womens
colleges in the year 2012 (Miller-Bernal & Poulson, 2006). 3
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We have looked at two related processes that define the post-World War I1 history of educarion.
The first is the conrinued debate between progressives and traditionalists about the proper aims,
content, and methods of schooling. The second is the struggle for equality of opportunity and the
opening of access to higher education. The educational history of the 1980s and 1990s, as you
will see, was characterized by the perceived failure of the reforms of this period, most particularly
those of the 1960s and 1970s.

Educational Reaction and Reform and the Standards Era: 1980s-2012

By the late 1970s, conservative critics began to react to the educational reforms of the 1960s and
1970s. They argued that liberal reforms in pedagogy and curriculum, and in the arena of educational
opportunity had resulted in the decline of authority and standards. Furthermore, the crirics argued
that the preoccupation with using the schools to ameliorate social problems, however well-

intended, not only failed to do this but was part of an overall process that resulted in_mass

w‘What was needed was nothing less than a complete overhaul of the U.S. educational
“system. While radical critics also pointed to the failure of the schools to ameliorate problems of
poverty, they located the problem not so much in the schools but in the society at large. Liberals
defended the reforms of the period by suggesting that social improvement takes a long time, and
a decade and a half was scarcely sufficient to turn things around.

In 1983, the National Commission on Excellence (1983), founded by President Reagan’s
Secretary of Education, Terrel Bell, issued its now famous report, A Nation ar Risk. This report
provided a serious indictment of U.S. education and cited high rates of adult illiteracy, declining
SAT scores, and low scores on international comparisons of knowledge by U.S. students as
examples of the decline of literacy and standards. The committee stated that “the educational
foundations of our society are presently being eroded by a rising tide of mediocrity that threatens
our very future as a Nation and a people” (p. 5). As solutions, the commission offered five
recommendations: (1) that all students graduating from high school complete what was termed
the “new basics”—four years of English, three years of mathematics, three years of science, three
years of social studies, and a half year of computer science; 2) that schools at all levels expect
higher achievement from their students and that four-year colleges and universities raise their
admissions requirements; (3) that more time be devored to teaching the new basics; (4) that the
preparation of teachers be strengthened and that teaching be made a more respected and rewarded
profession; and (5) that citizens require their elected representatives to support and fund these
reforms (cited in Cremin, 1990, p. 31).

The years following this report were characterized by scores of other reports that both supported
the criticism and called for reform. During the 1980s and 1990s, and into the twenty-first century,
significant attention was given to the improvement of curriculum, the tightening of standards,
and a move toward the setting of academic goals and their assessment. A coalition of U.S. governors
took on a leading role in setting a reform agenda; business leaders stressed the need ro improve
the nation’s schools and proposed partnership programs; the federal government, through its
Secretary of Fducation (under Ronald Reagan), William Bennett, took an active and critical role
but continued to argue that it was not the federal government’s role to fund such reform; and
educators, at all levels, struggled to have a say in determining the nature of the reforms.

As we have pointed out in Chapter 2, the politics of the reform movement were complex and
multidimensional, Conservatives wanted to restore both standards and the traditional curriculum;
liberals demanded that the new drive for excellence not ignore the goals for equity; radicals believed
it was another pendulum swing doomed to failure (one that sought to reestablish excellence as a
code word for elitism).
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In the 1990s and in the early part of the twenty-first century, the reforms initiated in the 1980s
continued and expanded (see Tyack & Cuban, 1995). There are a number of reforms, including
President Clinton’s Goals 2000 in 1994, President G. W. Bush’s No Child Left Behind (NCLB})
in 2001, and President Obama’s Race to the Top (RTT) in 2009, that have the most visibility.
Although they all purport to balance equity and excellence as their goal, it is not clear how effective
they have been. In Chapter 10, we will discuss them more fully; in this section, we will describe
them briefly.

First, the school choice movement seeks to give parents the right to choose the public schml
to send their children, rather than the traditional method in which one’s school was based on
neighborhood zoning patterns (Cookson, 1994; Fuller, El-more, & Orfield, 1996; Wells, 1993a,
1993b; Tractenberg, Sadovnik, & Liss, 2004; Sadovnik, 2011b). The choice movement is divided
into those who support public school choice only (that is, giving parents the right to choose from
public schools) to those who would include intersectional choice policies, including private schools.
Such an intersectional choice program has been employed in Milwaukee where low-income parents
receive tuition vouchers to send their children to private schools. There has been significant
controversy over this plan, with supporters stating it is the key to equity and critics arguing that
it means the death of public education. The most important reform in this area is charter schools,
which are independent of local district control, but receive public funding. By 1998, 33 states
passed charter school legislation, resulting in more than 1,000 charter schools (Wells et al., 1998,
p. 6). As of 2012, 41 states had charter school legislation, resulting in more than 5,700 chartcr
schools (Consoletti, 2012). Second, Race to the Top, while enlarging the federal support of charter
schools, has also enhanced NCLB’s accountability mechanisms. In this regard, RTT has supported
Value Added Models (VAM) of teacher quality linked to standardized tests of student achievement
and negative sanctions, including school closings (B. Baker, 2012). In addition, the Obama
Administration has provided waivers from NCLB to numerous states if they provide alternatives
consistent with RTT. g

It is perhaps too early to assess these reforms, but it is apparent that they are part of the recurring
debate in U.S. educational history about the efficacy of mass public education and the compatibility
of excellence and equity. Throughout history, these themes have been crucial as the preceding
historical discussion delineates; the answer to the questions is a matter of both historical
interpretation and empirical investigation.

Understanding the History of U.S. Education: Different Historical
Interpretations

The history of educarion in the United States, as we have illustrated, has been one of con!llct. L
struggle, and disagreement. It has also been marked by a somewhat ironic pattem of cycles of &R
reform about the aims, goals, and purpose of education on one hand, and little change in actual
classroom practice on the other (Cuban, 1984). Moreover, as we pointed out in Chapter 2, one’s -
view of U.S. educational history and the effectiveness of the schools in meeting their democratic 38 '
aspirations depends on one’s interpretation of the historical trends and events. In the following
sections, we outline the different schools of historical interpretation. ~
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education to the largest number of high school graduates in the world by the 1990s. However,
historians and sociologists of education disagree about whether this pattern of increased access
means a pattern of educational success. Moreover, these disagreements concern the questions of
the causes of educational expansion (that is, who supported the reforms), who benefired from
chem, and which types of goals have been met and/or sacrificed.

The Democratic-Liberal School

Democratic-liberals believe that the history of U.S. education involves the progressive evolu-
tion, albeir flawed, of a school system committed to providing equality of opportunity for all.
Democratic-liberal historians suggest that each period of educational expansion involved the
attempts of liberal reformers to expand educational opportunities to larger segments of the
population and to reject the conservative view of schools as elite institutions for the meritorious
(which usually meant the privileged). Historians such as Ellwood Cubberly, Merle Curti, and
Lawrence A. Cremin are representative of this view. Both Cubberly (1934) and Curti (1959/1971)
have portrayed the Common School Era as a victory for democratic movements and the first step
in opening U.S education to all. Furthermore, both historians, in varying degrees, portray the
early school reformers such as Horace Mann and Henry Barnard as reformers dedicated to
egalitarian principles (Curti is more critical than Cubberly).

Lawrence A. Cremin, in his three-volume history of U.S. education (1972, 1980, 1988) and
in a study of the Progressive Era (1961), portrays the evolution of U.S. education in terms of two
related processes: popularization and multitudinousness (Cremin, 1988). For Cremin, educational
history in the United States involved both the expansion of opportunity and purpose. That is, as
more students from diverse backgrounds went to school for longer periods of time, the goals
of education became more diverse, with social goals often becoming as or more important than
intellectual ones. Although Cremin does not deny the educational problems and conflicts, and
he notes the discrepancies between opportunity and results—particularly for the economically
disadvantaged——he never relinquished his vision that the genius of U.S. education lies with its
commitment to popularization and multitudinousness. In his final book, Popular Education and Its
Discontents (1990), Cremin summarized this democratic liberal perspective as follows: “That kind
of organization [referring to U.S. higher education] is part of the genius of American education—
it provides a place for everyone who wishes one, and in the end yields one of the most educated
populations in the world” (p. 46).

Although democratic-liberals tend to interpret U.S. educational history optimistically, the
evolution of the nation’s schools has been a flawed, often conflictual march toward increased
opportunities. Thus, historians such as Cremin do not see equity and excellence as inevitably
irreconcilable, but rather as the tensions between the two, resulting in necessary compromises.
The ideals of equality and excellence are just that: ideals. Democraric-liberals believe thar the
U.S. educarional system must continue to move closer to each, without sacrificing one or the
other too dramatically.

The Radical-Revisionist School

Beginning in the 1960s, the optimistic vision of the democratic-liberal historians began to be
challenged by radical historians, sociologists, and political economists of education. The radical-
revisionist historians of education, as they have come to be called, revised the history of education
ina more critical direction. These historians, including Michael Katz (1968), Joel Spring (1972),
ind Clarence Karier (1976), argue that the history of U.S. education is the story of expanded
wuccess for very different reasons and with very different results. Radical historians do not deny
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that the educational system has expanded; rather, they believe it expanded to meet the needs of
the elites in society for the control of the working class and immigrants, and for economic efficiency
ind productivity. In addition, radicals suggest that expanded opportunity did not traristarE1wo
mofeegalitarian results. Rather, they point out that each period of educational reform (the:
Common School Era, the Progressive Fra, the post-World War 11 Fra) led to increasing
stratification within the educational system, with working-class, poor, and minority students getting
the short end of the stick. -
Let us examine the radical view on educational expansion and the question of whose interests
it served. Michael Katz (1968) argued that it was the economic interests of nineteenth-century
capitalists that more fully explain the expansion of schooling and that educational reformers
stressed the ability of schools to train factory workers, t0 socialize immigrants into U.S. values,
and to create stability in the newly expanding urban environments. Likewise, historians Joel Spring
(1972) and Clarence Karier (1976) both advanced the thesis that the expansion of the schools
in the late nineteenth and early twentieth centuries was done more s0 in the interests of social
control than in the interests of equity. Spring argued that this perspective '

advances the idea that schools were shaped as instruments of the corporate liberal state for main streaming
social control. . . . The public schools were seen as an important instrument used by the government
to aid in the rationalization and minimization of conflict by selecting and training students for their
future positions in the economy and by imbuing the population with a sense of cooperation and national

spirit. {1986, p. 154)

One of the problems with this view, pointed out by radicals who generally agree with this
interpretation, is that it views the expansion of education as imposed on the poor and working
class from above and often against their will. Other radical historians, including David Hogan
(1978) and Julia Wrigley ( 1982), suggest that the working class and labor unions actively supported
the expansion of public education for their own interests. Thus, the explanation of educational
expansion is a more conflictual one rather than a simplistic tale of elite domination. '

_ Despite these historiographical disagreements, radical historians agree that the results of &
educational expansion rarely met their putative democratic aspirations. They suggest that each =
new expansion increased stratification of working-class and disadvantaged students within the
system, with these students less likely to succeed educationally. For example, political economists 1
Samuel Bowles and Herbert Gintis (1976) noted that the expansion of the high school resulted ¥
in a comprehensive secondary system that tracked students into vocational and academic
curriculums with placement, more often than not, determined by social class background and 8
race. Furthermore, the expansion of higher education in the post-World War 11 period often £
resulted in the stratification between community colleges that stressed vocational education and S8
four-year colleges and universities that stressed the liberal arts and sciences. Once again, radicals
argue that placement in the higher education system is based on social class and race. Studies by
Kevin Dougherty (1987, 1994) and Steven Brint and Jerome Karabel (1989) give ample evidence
to support the view that the expansion of higher education has not resulted in equality of 4
opportunity. : ‘ ot

Thus, the fadical interpretation of U.S. educational history is a more pessimistic one. While 3
acknowledging educational expansion, they suggest that this process has benefited the elites more =
than the masses, and has not produced either equality of opportunity or results. Further, they view
the debates about equity and excellence as a chimera, with those who bemoan the decline of ¥
standards seeking to reimpose excellence with little regard for equality. ’ g A
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mnservative Perspectives

the 1980s, as we noted in Chapter 2, a rising tide of conservative criticism swept education
cles. Although much of this criticism was political and, at times, ahistorical, it did have an
plicit historical critique of the schools. Arguing that U.S. students knew very little and that
S. schools were mediocre, the conservative critics such as William Bennett, Chester Finn, Jr.,
ane Ravitch, E. D. Hirsch, Jr., and Allan Bloom all pointed to the failure of so-called progressive
acation to fulfill its lofty social goals without sacrificing academic quality. Although critics such
Ravitch and Hirsch supported the democratic-liberal goal of equality of opportunity and mobility
ough education, they believed that the historical pursuit of social and political objectives resulted
significant harm to the traditional academic goals of schooling.
Diane Ravitch (1977) provided a passionate critique of the radical-revisionist perspective and
efense of the democratic-liberal position. Yet, in the 1980s, Ravitch moved from this centrist
sition to a more conservative stance. In a series of essays and books, including The Troubled
usade (1983), Ravitch argued that the preoccupation with using education to solve social
blems has not solved these problems and, simultaneously, has led to the erosion of educational
ellence. Although Ravitch remains faithful to the democratic-liberal belief that schools have
randed opportunities to countless numbers of the disadvantaged and immigrants, she has argued
t the adjustment of the traditional curriculum to meet the needs of all of these groups has been
iolation of the fundamental function of schooling, which is to develop the powers of intelligence
185, p. 40). According to Ravitch, the progressive reforms of the twentieth century denigrated
traditional role of schools in passing on a common culture and produced a generation of students
o know little, if anything, about their Western heritage. Although she believes the curriculum
tht to be fair and nonracist, she has also argued that efforts at multiculturalism are often
torically incorrect and neglect the fact that the heritage of our civilization, from a conservative
wtage point, is Western. In 2010, Ravitch again moved back to a more liberal position, as she
vided a scathing critique of neo-liberal education reforms, like charter schools, vouchers,
satization, and standardized testing. Ravitch has argued that these reforms that she once
ported have resulted in a corporate takeover of public schooling and threaten the democratic
ure of public schooling (Ravitch, 2010).
Ravitch’s perspective over the past three decades has been far more complex than that of other
iservative critics such as Bennett, Bloom, Finn, and Hirsch. Where these authors, like Bloom
The Closing of the American Mind (1987) and Hirsch in Cultural Literacy (1987), never fully
ture the complex relationship between educational reform and social and political milieu,
ritch’s The Troubled Crusade (1983) points to the putative decline of educational standards
nin the context of political movements to move us closer to a fair and just society. In fact,
ritch has argued that the belief that all students learn a rigorous curriculum is not conservative,
rather consistent with her earlier liberal belief that all students be given an equal opportunity
ucceed (Ravitch, 1994). Ravitch understands the conflictual nature of U.S. educational history
simultaneously praises the schools for being a part of large-scale social improvement while
ning them for losing their academic standards in the process. Bloom blames the universities
watering down their curriculums; Hirsch blames the public schools for valuing skills over
tent; and Bennett, in his role as Secretary of Education during the Reagan administration,
ed for a return to a traditional Western curriculum. None of these conservatives has analyzed,
wavitch has (perhaps because she is the only historian among them), the historical tensions
veen equity and excellence that are crucial to understanding the problem: Nonetheless, what
7 all have in common is the vision that the evolution of U.S. education has resulted in the
tion of academic excellence. Over the past few years, Ravitch has passionately argued that
conservative and neo-liberal pursuit of academic excellence has neither improved the schools
ved us closer to a fair and just society. In fact, she accuses conservatives and neo-liberals of
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ignoring the pernicious effects of poverty on student achievement, a position closer to liberals, if

not radicals.

Conclusion

As students of educational history, you may well be perplexed by the different interpretations of
the history of U.S. education. How is it possible, you may ask, that given the same evidence,
historians reach such vastly different conclusions? As we pointed out in Chapter 2, the
interpretation of educational issues, including the interpretation of its history, depends to a large
extent on one’s perspective. Thus, each school of historical interpretation sees the events, data,
and conflicts in different ways. We do not propose that there is one unified theory of the history
of education, nor do we believe that the historical and sociological data support only one theory.
Rather, we believe that there are patterns in the history of education and that the foundations
perspective is a lens for looking at these patterns.

The history of U.S. education has involved a number of related patterns. First, it has been
defined by the expansion of schooling to increasingly larger numbers of children Tor longer periods
of time. Second, with this expansion has come the demand for equality of opportunity and ways
to decrease inequality of results. Third is the conflict over goals, curriculum, and method, and
the politicization of these issues. Faurth is the conflict between education for a common culture,
of a “distinctively American paideia, or self-conscious culture” (Cremin, 1990, p. 107) and
education for the diversity of a pluralistic society. And fifth are the tensions between popularization
and educational excellence. All of these processes speak to the fact that Americans have always
asked a great deal, perhaps too much, from their schools, and that conflict and controversy are
the definitive features of the evolution of the school. :

The history of U.S. education is a complex story of conflict, compromise, and struggle (see
Table 3.1). The disagreements over this history are summed up well by Diane Ravitch, defending =
the democratic-liberal tradition, and David Nassaw, arguing for a more radical interpretation. -

Ravitch (1977) stated:

Education in a liberal society must sustain and balance ideals that exist in tension: equity and excellence: 3
While different generations have emphasized one or the other, in responsm‘cﬁmate of the times; &
chools cannot make either ideal a reality, though they contribute to both. The schools are limited -
institutions which have certain general responsibilities and certain specific capacities; sometimes they 2
have failed to meet realistic expectations, and at other rimes they have succeeded beyond realistiés
expectations in dispersing intelligence and opportunity throughout the community. In order: to jud e
them by reasonable standards and in order to have any chance of improving their future peg'fu ance,

it is necessary to abandon the simplistic search for heroes and devils, scapegoats and panaceas. (p. 173) ;

Nassaw {1979), in a very different vein, stated:

The public schools emerge in the end compromised by reform and resistance. They do not belong &8
the corporations and the state, but neither do theybel(;ng T their communities. 1 hey remain “COnfEstess
institutions with several agendas and several purposes. The reformers have not in the past made
into efficient agencies for social channeling and control. Their opponents will not, on the other hans
turn them into truly egalitarian institutions without at the same time effecting radical changes in @8
state and society that support them. The public schools will, in short, continue to be the social
whete the tension is reflected and the contest played out between the promise of democracy

rights of class division. {p. 243)

Text continues on g ¥
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Table 3.1 Timeline of Historical Events in U.S. Education

Date  Event

1636  The first college in the American colonies, Harvard College, is founded in Newtown (later renamed
Cambridge, MA). Its dual function was educating civic leaders and preparing a learned clergy.

1779  Thomas Jefferson writes his Bill for a More General Diffusion of Knowledge, outlining his views on the
popularization of elementary and grammar school education.

“( l789 ) The Tenth Amendment to the U.S. Constitution provides for public education and delegates
i authority to the states. This has resulted in the absence of a national system of education or

national curriculum, as exists in many other liberal-democratic societies.

1817  Thomas Jefferson writes the “Rockfish Gap Report,” the report of the Commission to establish a
public university in Virginia, leading to the establishment of the University of Virginia in
Charlottesville. The university is based on Jefferson’s model of a natural aristocracy based on
talent, or what later was called a meritocracy.

1821  Troy Female Seminary in New York is founded by Emma Willard.

1833  Oberlin College in Ohio admits women, becoming the first coeducational college in the United
States.

orace Mann becomes Secretary to the Massachusetts Board of Education, ushering in the

Common School! Era of compulsory primary education.

1837  Mount Holyoke Female Seminary (later, Mount Holyoke College) in Massachusetts is founded by
Mary Lyon.

1848 J Horace Mann, in his Twelfth (and final) Report to the Massachusetts Board of Education, states
that “education is the great equalizer of the conditions of men . . . the balance wheel of the social
machinery,” which becomes the basis of an American democratic ideology of education.

The Morrill Act is passed, authorizing the use of public money to establish public land grant
universities, resulting in the establishment of large public universities, especially in the Midwest.

1863 During the Civil War, President Abraham Lincoln issues the Emancipation Proclamation,
announcing the end of slavery in all states in rebellion against the Union.

1865  Several months after the end of the Civil War, Congress passes the Thirteenth Amendment to
the Constitution, which freed four million slaves.

1865  Vassar College, the first of the Seven Sisters women’s colleges, is founded in Poughkeepsie, NY.
Shortly after, Wellesley College and Smith College in Massachusetts are founded, and Mount
Holyoke and Bryn Mawr (PA) Seminaries become colleges.

1868 The Fourteenth Amendment to the Constitution is ratified, giving full citizenship to ex-slaves.
Although this amendment and the Freedman’s Bureau attempted to reconstruct the South’s
economy and include Blacks as full citizens, the Ku Klux Klan continued to spread racial hatred,
and Jim Crow Laws and Black Codes in the South continued discrimination against Blacks. Its
equal protection clause has been applied to important legal decisions regarding education.

1868  The Freedman's Bureau helps establish historically Black Colleges, including Howard University in
Washington, D.C., and Hampton Institute in Virginia.

1891 Jane Addams founds Hull House in Chicago, a settlement house that provided cultural and
educational programs for Chicago’s immigrants and poor.

The National Education Association’s Committee of Ten, chaired by Harvard University President
Charles Eliot, issues its report on secondary education, which reasserts the college-preparatory
function of the high school. Eliot is to become one of the leaders of the social efficiency strand of
progressive education.

1895 Alabama Tuskegee Institute's Booker T. Washington gives his “Atlanta Compromise Speech” at
the Atlanta Exposition, arguing that Blacks should be more thrifty and industrious and should
pursue vocational education to prepare them for work in the new southern industrial economy.

Continued
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e Event

Dat
1896 3 The Laboratory School at the University of Chicago is founded by John and Alice Chipman
Dewaey, ushering in the child-centered, developmental democratic strand of progressive educaton,

1896 ) In Plessy v. Ferguson, the U.S. Supreme Court rules that separate but equal facilities are
constitutional. Justice John Marshall Harfan, the lone dissenter, argued that the Constitution is
color-blind and that all citizens are equal before the law. ;

1903 W. E. B. DuBois, a Harvard Ph.D. and professor at Atlanta University, publishes The Souls of Black
Folk, which criticizes Booker T. Washington's vocational approach to education as assimilationist.
DuBois called for academic education and Civil Rights protest against institutional racism.

1918 e NEA's Cardinal Principles of Secondary Education argues for the broadening of the functions of
the high school to include civic, vocational, and social responsibilities ushering in the life- ‘
adjustment period of U.S. education.

1920 The Nineteenth Amendment to the Constitution is ratified, giving women the right to vote.

1931  Jane Addams is the first woman recipient of the Nobel Peace Prize for her work, including
founding the Women's Peace Party in 1915 and the Women's International League for Peace and
Freedom in 1919.

1945 The Gl Bill of Rights is passed, authorizing college tuition assistance for soldiers.

1950  After two years, Superintendent Willard Goslin is fired by the Pasadena (CA) School Board, after
conservative forces protest his progressive policies and accuse him of being a Communist. The
Goslin firing was part of the larger attack on “subversives” during the McCarthy Era, named after
Wisconsin Joseph McCarthy, who led a congressional investigation of alleged Communists that
resulted in blacklisting. f

1950 In Sweatt v. Painter and in McLaurin v. Board of Regents of the University of Okiahoma, the us. -
Supreme Court rules that blacks must be admitted to segregated state law schools in Texas and
Oklahoma, respectively.

1954 } In Brown v. The Topeka Board of Education, the U.S. Supreme Court rules that separate but equal
schools for black and white children is unconstitutional. The case consisted of separate cases in
four states, Briggs v. Elliot (South Carolina), Brown v. Board of Education of Topeka (Kansas), Davis v.
School Board of Prince Edward County (Virginia), Befton v. Gebhart and Bulah v. Gebhart (Delaware),
and Bolling v. Sharpe (District of Columbia).

1956 ) Critics of progressive education, historians Arthur Bestor and Mortimer Smith establish the
Council for Basic Education, committed to making intellectual training the primary focus of public
education and the elimination of separating students by ability into different tracks.

1957\ Arkansas Governor Orval Faubus sends in the state National Guard to prevent the desegregation . _
of Little Rock Central High School; President Dwight D. Eisenhower sends in federal troops to ;
implement the court order.

1957 The Soviet Union launches the first space satellite, Sputnik, resulting in U.S. efforts to improv
mathematics and science education.

. The National Defense Education Act is passed, authorizing mitlions of dollars to mathematics,
science, and gifted education. )

A. S. Neili’s Summerhill, about a progressive English boarding school, begins the revival of child-
centered progressive education in the United States. :

1964 Congress passes the Civil Rights Act. g

1964  Students for a Democratic Society (SDS) issue the Port Huron Statement, a radical critique of US:
society and a call for action by U.S. students. : )

1964 The University of California, Berkeley, Free Speech Movement, led by Mario Savio, protests
university rules limiting assembly and demonstrations on campus. ,

The Elementary and Secondary School Act is passed. =

1967  Criticism of schools, and urban schools in particular, reaches a crescendo, with the publication of
Jonathan Kozol's Death at an Eorly Age and Herbert Kohi’s 36 Children. 5
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Date  Event

1968  African American students go on strike at San Francisco State University, resulting in the
resignation of its president. Its new president, S. I. Hiyakawa, a law and order advocate,
threatened to suspend anyone who interfered with the college. The strike ended after a number
of months, with each side declaring victory.

1968  African American students take over Willard Straight Mall at Cornell University. Faced with
threats to take over the entire university by the African-American Society (AAS) and SDS,
President fames Perkins agrees to consider their demands without reprimands.

i A = o

1968 New York City police are called in to end the takeover of the Columbia University library.
SDS-led students protesting the Vietnam War and the university’s plan to build a gymnasium in
the neighboring Morningside Heights section of Harlem are removed forcefully.

1969  City University of New York (CUNY) adopts its Open Admissions Policy, which offers a place
for all New York City high school graduates in one of its senior colleges (for students with a high
school average of above 80) or community colleges (for students with a high school average
below 80). This policy results in the development of the largest remediation effort in U.S. higher
education. Critics argue that it represents the downfall of the meritocratic ideal of higher
education; proponents argue it represents higher education for all and the triumph of the
democratic ideal of higher education.

1969  All-male vy League universities (Harvard, Yale, Princeton, Columbia, Brown, Pennsylvania and
Dartmouth) begin to admit women.

Charles Silberman publishes Crisis in the Classroom, a radical critique of U.S. public schools as “grim,
joyless places,” preoccupied with “order and control” and characterized by “banality and triviality.”

1970 On May 4, four students at Kent State University, protesting the U.S. invasion of Cambodia, are
killed by the Ohio National Guard called in by Governor James Rhodes after protestors burned
down the Army ROTC building.

1970  Vassar College becomes coeducational, leading to other women’s colleges such as Connecticut
College for Women and Skidmore College admitting men. Coeducation will become the rule,
with only some of the elite Seven Sisters (Smith, Mount Holyoke, Wellesley, and Bryn Mawr) and
a few others remaining women’s colleges in the year 2000.

1974  U.S. Federal judge W. Arthur Garrity rules Boston School Committee is in violation of Brown v.
Board, resulting in Boston school desegregation wars.

1975 During the New York City fiscal crisis, City University of New York initiates tuition, ending its
more than century-long policy of free tuition.

The National Commission for Excellence in Education, headed by USS. Secretary of Education Terel
Bell, releases A Nation at Risk, which argues that U.S. education is mediocre. The report results in
the beginning of the education excellence movement and a repudiation of progressive education.

1986  National Governors Conference, headed by Governors Clinton of Arkansas, Alexander of
Tennessee, and Riley of South Carolina, issues its report A Time for Results, calling for higher state
standards in education.

@ Chester Finn and Diane Ravitch's What Do Our Seventeen Year Olds Kriow? and E. D. Hirsch, jr.'s
Cuhural Literacy provide a critique of U.S. students’ lack of liberal arts and sciences knowledge and
proposes the Core Curriculum movement.

@ Minnesota becomes the first state to pass school choice legislation. As of 1992, 37 states have
passed choice legislation.

1992} California becomes the second state (after Minnesota) to pass charter school legislation, alfowing
for state funding of schools independent of the public school system. By 1998, it has over 50,000
students in charter schools—the most in the nation—and the second most charter schools (130),
second only to Arizona (241).

1994 ) President William Jefferson Clinton’s Goals 2000: Educate America Act becomes law, establishing
national goals for content and performance; opportunity to learn standards; school-to-work
opportunities; school, parent, and community support; teacher professional development; and safe
and drug-free schools.

Continued
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1995  Social psychologists David Berliner and Bruce D. Biddle publish The Manufactured Crisis, which argues
that the empirical evidence does not support the conservative attack on U.S. public schools.

Date  Event

1998 The New Jersey Supreme Court issues the fifch of its historic decisions in Abbott v. Burke (1990),
a landmark state school finance case.

student achievement gaps by 2014.

2002 ¥ In Zelman v. Simmons-Harris, the U.S. Supreme Court rules that the Constitution does not prohibit
public funding of religious schools, at Jeast in the form of Cleveland’s school voucher program.

2003 In Grutter v. Bollinger, the U.S. Supreme Court rules that the University of Michigan Law School’s
use of racial preferences in student admissions did not violate the Equal Protection Clause of the

President George W. Bush signs into law the No Child Left Behind Act of 2001, the
reauthorization of the Elementary and Secondary Education Act of 1965, aimed at eliminating

Fourteenth Amendment or Title VI of the Civil Rights Act of 1964. In Gratz v. Bollinger, the Court

adopts the same standard and finds that the university’s undergraduate admissions system used
race too mechanically and therefore did violate the Equal Protection Clause of the Fourteenth
Amendment or Title VI of the Civil Rights Act of 1964.

2004  In Williams v. State of California, the plaintiffs argue that the state has failed to provide a minimally

adequate education for low-income children. Governor Arnold Schwarzenegger settles the four-

year-old case by agreeing to provide new state standards to ensure an adequate education for afl
children. '
2004 A three-member panel appointed by New York Supreme Court Justice Leland DeGrasse
recommends that the New York State legislature provide an additional $5.6 billion per year to the
New York City public schools. As part of the final ruling in the decade-long Campaign for Fiscal
Equity lawsuit, the Court rules that the state’s funding formulas discriminated against New York
City. -
2007  In Parents Involved in Community Schools v. Seattle School District No. 1, the U.S. Supreme Court rules
that districts cannot assign students to public schools for the sole purpose of racial integration.

- President Barack Obama’s Race to the Top initiative is included in the American Recovery and

Reinvertment Act of 2009. The initiative awards funding to states that demonstrate plans to adopt
high academic standards, build data systems to improve assessment, recruit and retain quality
school staff, and turn around low-achieving schools.

@ President Barack Obama and Secretary of Education Arne Duncan begin to grant NCLB waivers:

to states that propose acceptable alternatives to specific provisions of the No Child Left Behind
Act and the Elementary and Secondary Education Act.

Thus, from their very different vantage points, Ravitch and Nassaw agree that schools are
imperfect institutions with conflicting goals that have been the center of struggle throughout our
history. There have been no easy answers to the complex questions we have examined. As teachers,
you will become a part of this ongoing history, and we believe only through reflective consideration
of the issues will you be able to understand the many conflicts of which you will be a part, let
alone resolve these conflicts and make a difference.

In order to evaluate the issues raised in this chapter, one must look at empirical evidence,
including, but not limited to, the historical record. That is, to analyze the extent to which schiools
have provided opportunity and mobility or the extent to which standards have fallen requires
data. As you will see, the sociological approach to education has been central to this endeavor
In the next chapter, we will explore this sociological approach in depth.

The following articles illustrate some of the major historical periods, writers, and reforms discussed =
in this chapter. The first selection, “Popular Schooling,” written by the late historian of education =
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Lawrence A. Cremin, discusses the historical dissatisfaction with U.S. education and the
possibility of achieving the American dream of a quality education for all. This liberal version of
education is illustrated through an historical analysis of popularization of the U.S. educational

system.

The second selection, “Capiral Accumulation, Class Conflict, and Educational Change,” by
radical political economists Samuel Bowles and Herbert Gintis, provides a radical-revisionist
interpretation of the history of American education, one that is quite different than Cremin’s.

Popular Schooling

Lawrence A. Cremin

Every nation, and therefore every national
system of education, has the defects of its
qualiries.—Sir Michael Sadler, “Impressions of
American Education”

The popularization of American schools and
colleges since the end of World War II has
been nothing short of phenomenal, involving
an unprecedented broadening of access, an
unprecedented diversification of curricula, and
an unprecedented extension of public control. In
1950, 34 percent of the American population
twenty-five years of age or older had completed
at least four-years of high school, while 6 percent
of that population had completed at least
four years of college. By 1985, 74 percent of the
American population twenty-five years of age or
older had completed at least four years of high
school, while 19 percent had completed at least
four years of college. During the same thirty-
five year period, school and college curricula
broadened and diversified tremendously, in part
because of the existential fact of more diverse
student bodies with more diverse needs, interests,
abilities, and styles of learning; in part because
of the accelerating growth of knowledge and new
fields of knowledge; in part because of the rapid
development of the American economy and its
demands on school systems; and in part because
- of the transformation of America’s role in the
- world. The traditional subjects could be studied
- In a greater range of forms; the entry of new
- subjects into curricula provided a greater range
- of choice; and the effort to combine subjects into

new versions of general education created a
greater range of requirements. Finally, the rapid
increase in the amount of state and federal funds
invested in the schools and colleges, coupled
with the rising demand for access on the part of
segments of the population traditionally held at
the margins, brought a corresponding develop-
ment of the instruments of public oversight
and control—local community boards, state
coordinating boards, court-appointed masters
and monitors, and federal attorneys with the
authority to enforce federal regulations. In
the process, American schools became at the
same time both more centralized and more
decentralized.!

It was in many ways a remarkable achieve-
ment, of which Americans could be justifiably
proud. Yet it seemed to bring with it a pervasive
sense of failure. During the 1970s, there was
widespread suspicion that American students
were falling behind in international competition,
thar while more people were going to school for
ever longer periods of time, they were learning
less and less. And in the 1980s, that suspicion
seemned to be confirmed by the strident rhetoric
of the Nartional Commission on Excellence in
Education. Recall the commission’s charges in
A Nation at Risk:

We report to the American people that while
we can take justifiable pride in what our schools
and colleges have historically accomplished and
contributed to the United States and the well-
being of its people, the educational foundations
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