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PART A QUMMARY - o

il

The W°rkscope of the Citizen EIUCation component of’ Research for

Better Sch°°13 (RBS) callg foﬁ the

of past citizen education efquts-‘ . v'. ‘ S

This weport Presents the PurpoSG of the task the‘PrOCedufe used-t6

eVelopment: of an hiStOrical analysis

fulfill it; the topic gg the C°11°qU1Um the cast ‘of Participants, a sum""

mary of SeleCted recommendations and issues/questions raised; initial use

.. of this material in the Citizen Eduqation program and dOCumentatiqn.' ‘
. [] - ) v . -\ 4
Purgose ) : . ' : ‘“, , .

The intent of this work8C°Pe tagk was to. formulate Suidelines, sug-

gestions, and caveats for present (and future) cicizeh educetion efforts-

A historical frame of reference and an analysis of past eXperience were to

form the baSis of that task. A number of- models for aChieving this intent

was considered It was ultimater’ decided that a particularly fruitful

‘,aeproach would be to convene a forum for Leading pereSSiOnals inf

tion and hiStor10graphy. ThE major quective was “to Present diverse'per‘

spectives °f citizen education history afid to consider how they. Will and/or -

should affect cUrrent: efforts LO- recE{nceptualize the field. - . ’

“
y >

"Procedure ' D - N A . e

3

. The day“aﬁd~a—half col‘loqui‘”"1 format called for Presentation of three

commissioﬂed-Pabers, critiques 25 each paper:by a fiﬁe-member‘panel of f‘
. . - o - N A ' ’



- \

-,m, CL

expert reviewers, and general diacussion between and amo@g presenters'f} .
Vo ) E - - . ) P, oo o FRE . " !

md revieWers' \\‘ R . , : ‘\ TR :?1;.,,‘ e o
M . \ L ,'\J_,f.‘v e (‘.: ¥ ‘:" : - "4” . .

On the beeis of sn examination of the histoyy-of—eduestion 1iterature

y [ v"‘ - :
' and. the advice of experts,ga list of persons preeminent in the field was TN
N ' ‘

developed. Selection critéria included broad represehtativeness, e»g.,

thoee representing the divergent historical viewpoints of traditionalism,

\

revisionism,‘ and liberalism. From this proposed;list, three-presenters‘

“and five reviewers‘were chosen. :J T L e
v B ! " : | . 3 . ‘ .

viewers ae part of their assignment, and to observers as backg‘ und infor-"

4

mation. All those atténding Were informed of the twofold oblective of-

il ’ -

"the colloquium (a) to formulate recommendations for the development of

3

citizen education progtams, with special attention to significaﬁt caveats,

and (b) to identify priority issues in the field which call for further

exploration and research. ‘ _
' The colloquium took place on April 19 and 20 1978, ‘at. the Holiday
Inn - Independenqe Mall, Philadelphia. .

EQEiE ‘ N IR . 4 L | R

‘.

Each author was .invited to prepare a paper‘onuthe hisfory.of‘citizen

education.and to present it in summary form at thﬁycolloquium.f Five X
. 4 o % . . -
hisg%ry-of-education experts’here asked to serve*\k‘a*review panel at'the

colloquium and to critiqUe the papers indiv1duaqu'and as~a group. "Authors

of recommendations and issues/questions concerning citizen educa
‘ ’ . [ ) ' K
.“ N . : ‘ . . ) . . . . . N

. and reviewers werg_asﬁed to participate in a general colloquium disc;ssion -
b}



v Aed on their retﬂospective critical analysis. &BS asked that the papefs, P

o) :Lw

.‘-Anc‘ thq prepared reviews of them, /reflect the writer s judgment regarding o .
. o ] . v " | \ B "- (» . o .
¥ NQ/‘ the impértant "do" and don ts" of citizen education, substantiateﬂ by

1" : 3 C
dotumentation and experience in the field. Major organizers suggested -)/>

by ‘ L ! N
.

for the papers were. (1) What were the citizen education movements of

the pdst? (2) What were the chafacteristics of these movementsl 3, What

' s ,
e 't I : : ol

1
A Were the strengths and weaknesses of these movements’ (4)_What tan we

-

f;ih o l%arn f%om these movements? * 'i:_,' . '-'f ,ifg' f,} ; ’
”bis‘ . Particigants L ’vl- 1’ ‘_ ; . ,v, o l?'f_{. if;_ : BT y o
e LT "Jf v Authors selected to write papers,Were R. Freeman Butts of San Jose -
et " N .
‘,3}/ UniVersity, Clarence J Karier ‘of the- University“;f Illinois, 'and Marvin
Lazerson of the hniversity of British Columbia. Reviewers tncluded Johh : -
. u' L' ’ v 4 .

o ;er'Ba Best of The Penpsylvania State University, William w Cutler, iII, of

Temple University, Allen F, “Davis of Temple Univsfsity, and Michael Bn

¥

r B H N

Katz of York University (Toronto) Finally, sqme individuals were & Ce

_— asked to attend the colloquium as éervers.. (A list “of participants and ;
obsenvers is attached to this' report ) - :ff - o _ f"”; e
A summary compilation of selected viewpoints expresseqyat the meeting )
. . . ‘ Y e . L ‘ .« -. } g o
Summaiy,of Selected.Colloqgium HigﬁlightS'ﬁf . L
T . ' ' ' o 5
) S The selected highlights which follow were culled from ,a study of the. -
e ) - s e het . )
; . colloquium transcript.-uBecﬁhsé of the‘Variety and scope of the dial ue, : - //
4 T - . ’ .

A it was decided not td imfrse aﬂ arbitrary categotiz tio g t ) . h” ' '\ib R
. k . \_, A ~ C A o e /
$ [ 2 .

some cases, it was possible to list thf points in a content flow,.in

v, ﬂw..,

o . ' Ly : . 3 ‘ o T
s e 2 ) » ‘. = ‘q. ] ' o \, ~.‘ . . N Ly S
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A : [ . ' ' ' . ‘ o .
othera, not. -It'should also be noted that, as intended, confliets, contro-

t ’ L

vetsy, and contradictiona occasionally arise.‘ Two major diviaipns; recom-

mendations and iBsues/questions, have been used to guide :Ké reader. :7 R

’ Recommendationa are largely directive or prescriptive. ‘The»iaauea/quea—

) represent the state of the art in the hiatory of cifézen education.

PR

tiona qnbracé thoae areaa where Tt was f0und that unreaolved queriea beat -

_ o Recompendations - oo T
e S - SR /
i . . F [ -

. . . . ' . g K H . . .
. @ The proper.end of citizen education.is to promote achievement of one's .

" @ There should be limits to state influence on citizen educatf%n.‘ The

¢

potential, not- service to the state, Thus citizen education should .

_ stress peraons strivingntoward self development, not cftizens aerving -
the atate. . - /

7 - ! ~

mits.should yeflect a social philosophy and psychology of human de-
elopment which value . human freedom.g_

[ 1 . *

N L . -

) Citi2en education should use ‘our civic/publlc life as a “vehicle for
analytic, cognitive inquiry into real current and/or controversial and/or -
‘critical community fgsues. For example, ecologicdl conflicts, apparent
“ihequalities, of opportunity, and public housing factors typify such
.issues. This position calls for students to understand real-: problems
(va.-textbj;} ‘knoylédge) and the complex iasues involved.

vcritical analyaia of American aocial

. - 4
e Citizen ?ﬂucation should inc
ops. and realities.

politica and economic instit

o

FEY

e Citizen education shodld- not ignore the conflicts in our culture. Stu- .

"

&

dents need to understand where and why the real- and the ideal diverge. ' .

o\eitizen education should teach the skills of: polij‘ial participation and
action, e.8vs engaging in civil discourae, being ive in a candidate's.
campaign. : PR .
o Character development should .have a prominent place in’ citizen education.
‘This element should nqt be'overshadowed by political knowledée ‘and -
activism. R , _

. v
-
.o

e Formal citizen education curricula should be first and foremost politi-
‘“cal in- character, that is, do not diffuse it with, say, interperaonal e



, s (e.g., transposing problems of dechracy idto problems of-
'~ ...~ adolegcence). Nevertheless, student involvement (feeling, affect) ‘ .
not be neglected in a chiefly eognitive, informati7palvapproach.f’»

® A'cgalition of community groups.should be. formed. Such'a‘coalition .

OTr a number of communities. Co . e

“
‘ ‘ o
/ 1

’
' E. ) tbnographic approaches may be useful- where direct inmerVention would
~ /be opposed. . Both ueachers and students may. find ethnographic studies
N /more a%cgg§able. o . “ .
\ . ..

o'The citizen education approach must be deliberately limited 44 defini-
tion, content, scope, outcomes, and goals. If it tries to’be all®things
to all people, or everything in general it will fail. A disclaimer to
this effect in any citizen edpcagion statement or prospectus would be
desirable. , o T - f 1

. ) Pr gram architects must take one: model program now and run with it. - We

/f not wait for the mythical- "perfect program. 4

- q Citizen education should beyin part preparation for work as well as
/ : leisure time. That 1is, it hould address the many facets of contempo-
‘ 3 . rary life. - : S

Q.Citizen education should teach..a commitment to our common values and
our traditiomal civil liberties., These values and liberties include
- freedom, equality, obligation to the public goad, and popular consent.

e Commitment to values should not_be incIuded in citizen education.

e d{tizen education should address both the skills and knowledge of par-
‘ticipation.' There are important issues to resalve in this position.
For instance, with regard to knowledge, to what Aegree do citizens
participate? Who? What does participation mean? Is it invariably
beneficial? ' : -

e Citizen education should breed distrust of the top-down. "expert," for
reliance on so-called expertise can be antithetical to democratic values.
' e Citizen education should stress hom.sﬁch factors as sociloeconomic level '
“impinge on the American 1ideal of individual accountability. The real .
world needs to be clearly seen. o

'@ Citizen education must make a conscious attempt to act at several levels'

"1in various school classrooms (e ges language arts), in aspects of the
. \
P . : ' ’ ' \




. : . N . . ‘. & . .
. . . 4 : . . S o )
. . . - R
. - s +
* e . . AN s i - . -
- * . . h .

s . L
0 . . . .

‘.achool ¢limate and ‘the invisible curriculum, and in informal activities'

'Citizen education: should not let humanistic content (e.g., consequence

'calling for a values decision.““

Teachers require special training to be effective in citizen education h
instruction. : . a4

- . ' ”.
B I
;

Since the cOntemporary scene/culture defines citizen education approaches,
models developed or implgmented at other times would probably not be ef~-
fective today. Our approach must be determined by our times.

training, interpersonal relations) mask deeper societal problems.” Such
‘techniques enlivbn the educational’ process, but- there is a danger ‘that .
they distract from the real; hard citizenship concerns, o A o
Citizen education should not’ transform the school into a. "dumping grpund"
for societal problems. It is not education s function or responsibility
to tackle society 8. problems. ‘ _ ) _v'g

. .

In order .to formulate a new definition of citizen educatlon, there is a

“need to rethink.the ‘role of the state and to deal with fundamental issues:

concerning economic inequality in our culture. Without this preparation,, i

" our visiqn is skewed . SRR e e

'R \ :

'Should there be a differentiated citizen education- curriculum in the - ‘“

= A

Citizen education should be far broader than the school.' It should ex- ..
tend to other agents of socialization and acculturation. For instince,

.the family, the media, and the community play’ socializing roles and can

be important reinforcers of citizen education programs. N

N

Citizen education should .reflect both the valués of multicultural diver— ‘
sity and democratic pfinciples held in common.'\' s

Citizen education should avoid the purely descriptive, idealized (and _
tedious) approach of old civics courses. . It has heen neither "an effec-

tive nor an instructive approach. L e
R 4
P
B R - o

- . . Issuesjguéstions

school? 1If so, are appropriate ones available, or need we develop one7

Prior to the advent of TV, what were the major educational forces in the
area of character formatign? Can we make use of them today°'A

How can we move on with citizen educatlon when so many of our .fundamen-
tal historic assumptions (e ey equating Protestantism with patriotism)

¢
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(A . . . . U e S
r.. are now. called intb.queqtion? Should we mnot deal'with these fundamen- C "fﬁ
CoeTA tale first? ) ] PPN _ AT S ?

Y I ‘ NS o " R - . a -"---c"
‘e How can we tesdlve the idealiscic rhetoric of American democratic prYn- -
. iiples with such realitied’as racism, economic inequality, disqrimina- RPN
o tion Against ethnic groups, and difficulty of upward mobility? o ° Nt
' ) e v - ' v. — 4
~ . e Since ethnicity ip (Oobviously a factor in cicizen eﬂucation, how cap we = O
\\ deal with soclety's palpably.differential rewaxding (and puniahing) of 1/ o
' differeht ethndc groups? How dbout our meltingrpot rhetoric? . l ./1 o
.‘48 the "redefinition of citizen educatibn 'up for grabs"?’ Does the' | T
o current confusion Create a vacuum ‘whiéh will perforce be filled? . :

‘e 18 there a dange ‘that*a "new" citizen education=will fail becauSe of
current incompatible and unmanageable pressures .for indlbidual rights

and group equality? - LT ”; : 4 a P
o %(¢o Can wé influence citizen education textbook publighers? How can'we ...
; . guide the development of'materials to be used in, citizen education * L
. *:programs? ; ; S

- b .
: : L s
N . . .

e We need hard data regarding.the actual citizen education experience of
the past (as opposed to, for instance, formal curricula, written objéc- °
tives). " Wiat really took place‘in the classroom? What have been the '
in ended and unintended results? = : : .

* T 1\ o

Y The -impact of 'V is a crucial consideration; Has.it‘usurped~the school IR
as a citizen gdcializer/informer? Can,schools couriter the influence of Lo
‘the media?’ Dogs the’ school sti1ll retain its distinctive role: in the R
‘ life of thildfen? What is its current impact,'if light of the power.of =~ . : "
« " .. 1TV,.especially.ori"children? Can TV be used to-reinforce citizen educa- . '  °
' “tion in the schoolé7 : - ' ' R

. N . S
‘ . .- I '
J " .

. Will a community s power elite permit the school to encourage students
‘ to critically analyze the power structureV Will the teacher and the'
educational establishment condone it? ?" 1 :

-, ?

_ e If citizen education included training in American democratic principles, -
. ‘who is to define the terms.like "the public good"? Whose authority is °
T .to prevail in these matters? Whose responsibility is it7

Q. e\Have the _school- and the teacher ‘lost thelr legitimacy 1in our sOciety”
XIf this is true to some extent, what options do we have? _—

".fﬁf e Hasg the legitimacy of our social order, which the schools once fostered
- -also lost credibility? If this is true to: some extent, how pervasive is .
the attitude?- _ T . LR o~
Cr * : S ' ’ : T
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) Has the school Jost .its effectiveness in prepaﬁing students fq{ the civic ":
v mainstream? 18 1t out of t0uch with the atudents world?

'o Whoae values shodld citizen Ed

Y

B e

- . [
! . v
.

tion espouse? f Z- o \

y from difﬂusion, fragmentation ‘and sparse areas of agreement. How can .

“ we pull it. together? .

e Are cititen education curricul differentially conceived and taught
according]to class, ecoqpmic level, and prevailing values? If‘so, how ,
can thds be controlled? 4 ‘ _ - -t

@ How can citizen education foster a sense of community, if in fact that

~ sense of community no longer charaﬂﬁgrizes American culture? . /

Students prefer studying visionary rhetoric rather than the c0ntemporary- ,
realities, such as economic inequality. How™can we wean them to’ the TR
real? '- e L S ’ , P SR

B . B ¥ »
- .

e ShOuld citizen education. outcomes be specified as, for instance. behav-
iors, dispositions, or knowledge?l o »

. : ! »
* o P

- “ . ; i

e Do fundamental problems in our sociity ‘and governmental policies (e.g.,
.Viet Nam, CIA abuse of poWer) militate against a valid, convincing re-
definition of citizen _.education? Are theﬂtimes not ‘conducive to an
emphasis on citizenship? o , . RS '

Y- . Y

Initial Use of Colloquium Material ” : S SRR

,fThe foregoing”summazyfof recommendations andﬁissues7questions'repre-
: q 2 ° . .
. , o , ; o

_ sents the essence of the‘colloduiumfproceedings. The’ points'have 5een;

Y

Ny A
* collected and.analyzed for relevance ahd importance to the developing

citizen education work of RBS. T

L \ ) : . . r .:“ . .

&

e

:‘9 ‘ The: highlights, along with ‘the commissione&'papers, have already been,.

: instance,,Clarence Karier elabor ted on a state versus citizen dialectic,f

- #

and will continue to, be,,instrumental in shaping program direction. For '

k)
R . -

this vieWpoint added an importan dimension to the conceptualization prepa—

X
‘

o ratiop. RS Freeman Butts stress d the importance of. ﬁ“iitical education,

¥

x



e

entire Citizen Education¢COmponent. While this plan wjll be primarily for“”

L - . T L ,
- . - : i v/ :

gﬁho°1-se1ection taSkB related to schOOl Organization and climate. Finally,

1%
® ot . ‘

' Marvin Lazerson addressed multicultural fgotors, hia emphasis is reflected

1 N
Jin seVeral elements of the RBs 18-moﬁth_plan for Citizen.education which

D -4 n M

relate to,urban and multiethnic cOnsiderations., tn‘addition,‘selecred .

r . V
colrnquium highlights may becpme the basis for for generate, futup .
had N i o e
. _.pos_ition papexvs &nd(kl:lo‘:]ledg»e.'.consglidaqion t‘asks. Y | . - : .
.,,I.v-’. - \ . - R ' " B - '.‘I. - | ' : '. . 0 . .
DOcumentation ‘.‘9‘.7‘ . . R S _ L
e Yy, . A . R

The commissioned papere are attached and)constitute a major sub n_

o

tiVe part of this final'report. Also attaohed are® copiea of the materials L

distributed;qt-the COllOQUiUm. The transcript of the colloquium proceed_ B

~

) ings, ‘a further important input to thia review -appears iﬂ par; B of this.

final regprt.' RBS plans to disseminate the colloquium papers and selected

'section"s ’of' the proceedings. Publ\ication and 'distribution will be Carried

out according to the general disgeminatipn pﬁan to be . developed for the.  ~

X t

. - ~.
the tri—state region’-a wider dissemination strategy 13 possible for the
colloquium papers, - ’.ﬁ’_:' T ',fhi o o L e
' . ) v Ve
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this orientation is" reflected in the claserOm pvaCticea Survey design and s,
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! - What Should We Léarn From the History of N
Citizedship Education in the United States7

~ 1

R. Freeman Buttg t .

- - - . L (- '\
’ . o v

Civic educatiog has been the product of a three-way tension among the

value claims of a democgatic political.comnunity, the value“claims'of'segment~
ed,pluralisms,.and the pressures of the4w0rld—wide moderniéation-prodess.-The
interplay of these major - elements in American history has resulted in the o
various pushes and pulls that have buffeted citizenship education throughout

our national existence. So, there have been persistent dilemmas: we believe

that universal education is fundamental to the welfare of the’ republif but

‘ 400

. we draw back from political indoctrination 4in the schools (especially if 1t

doesn t agree with our particular views). The urgency to»promoge civic edu-

/.

¢

.cation rises in times of national crisis or very rapid‘social change. Pro-

¥

gressive reformers have hhd one kind of prescription, conservative tradition-

3

alists have had another.n My ownmyiew is that the reformist trends have been
v i . * ' . '

more in tune‘ h the best of our democratil goals and practices. But modern

uires. a much different kidd of civic education from that of the past.

It should deal with the political values, p litical knowledge, and skills of

political participation required of a modern demecratic politieal community,
. . /

: d‘



y

Civic Education in the United §tates contained in the report of tzg National
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_ What Sheuld We Learn From the History of
Citizenship Education in the United States°

. . . XN
o R. Freeman Butts : =

. ;
“ : : - . ~ '
. RN R ).
. . ‘ Y . ‘ . .
- ‘. LU - ) ALY
. e . . . ‘ * . . . - &
- . . -_‘“‘ . B

The histerical_iﬁterprbtation.upon which this discussion.paperﬁis based

)

» h(ﬁ\been set forth briefly in a chapter entitled "Historical Perspeetive on

Vi
<

Task Force on Citizenship Education, Education for Responsible CitiZenship "

(New\York McGraw—Hill 1977). That chapter in turn was based upon the more

inclusive historical interpretation embodied in Public Education in the United

El

States From Revolution to Reform (New York: Holt, Rinehart and Winston,
1978). Variations_on the theme regarding prescriptions for the'civic role

€

) ‘ . R | . ’
of public schools have been sounded in séveral different articles over the " °

past five years, If, perchance, anyone should ‘have read all of them, the re-

action could easily be "1If you've seen ‘one, you've seen them all." But I.1list.

© them here because they were addressed to different public and prof essional

audiences, and they were produced during the period when I wds do ng research

land writing the larger single volumecnuthe history of public education. The

interaction between my concern for good history and good policy is obvious and,

»

I believe, defensible

”The Public School' Assaults on a Great Idea," The Nation2 April 30, 1973.

"The Public Purpose of the Public School," Teachers College Record
December l973

| 4

"Public Education and Political Community," History of Education Quarterly,
Summer 1974.

"Foundations of Education and the New Civism," Educaéianal Studies,
Fall/Winter 1975. : :

"The Search for Purpose in American IdU(ation," College Board Review, - -

 Winter 1975/1976.

—— '

‘e | - <
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-

: "Once Again the Questionifor Liberal Public Educators: Whose Twilight?"
N Phi Delta -Kappan, Septembet 1976. ' o .
- s

. '?Pulec Education in a PluralieticOSociety," Educational Theory,rWinter 1977.. -
[ Q 1
"The Public School as Moral Authority" in Association for Supervision and
Curriculum Development, The ‘School's Role as Moral Authority (Waahington, D.C.
ASCD, 1977). - - ,

-

l' ) "\.

It mighté%e said that the first thing one should learn, from history 18’
/
to learn somethggg aboutfthe conceptual framework of the hiétorian. My own

- .

. intellectual histo?‘bgraphical, and political orientation is set forth, in

Public Education in the United Stétes. I can only hint at it here, but I L&

i

should say that it {is considerably different (and I hope improved) from that

" set forth in The ‘Education.of the West (1973) and "The Public Purpose bf the

. » .c-,,"‘

Public School" (1973) In those pieces I was playing vigorously on the moderne}"

' ization theme.- I still believe that it is an essential in@redient-in social:‘fjw
change, but a more satisfactory interpretation ‘can be achieved by viewing the. -

0
0

history of the civic role of public education as a product of the three—way )
N tension"rising from the interplay of modernization, the cohesive value claims

that uhdergird the oversall democratic political community, and the differ-

entiating value claims of segmental pluralisms that give identity to various

groups in the society. - o e ~

v

~

In the interest of convenience for discussion I identify four ingredients
of each of these three building-bloeks oﬁ the civic role of public education:
Cohesive value claims of the'democratic.political community
Liberty
~Equality
r Popular consent

o - Personal obligation for the public good

e \\

lm o
K ' 4
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.. Differentiating Value claims Of segmental pluralisms-_f TN -
B : ™ SN LT _ ,
T A TN ' Religion : - “,L .
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R A I
. b e (. - - . . ) :": . e . ,'\;l ) . ) )
.. m™.  Race = . R
' A : B o \ . g iu -
_— Ty : + Localism - : - e .
. , . . . - e L. v - . ) W 3
. Y . o«
s The world-wide ‘modernization process.: ‘. - . co
: S e 5 : o : S o ;
K ’MobiliZiQE_and centraLizing‘EOWer of the State - Y
. RIEIRY . . R ' . .
. POPU1ar participation . : ; . ' o, .
Industrialy&fbaniza&i . I -
éeculari?ation/ ' r ' e

o

e ° . e . W

. "_ - : i ) ¢ ) : .
Proponents °f'Citizenship'edpcatio?&én the schools almest alyays’appealtd

Ll o . . o - .

1n fhéir:rhetoric to the cohesivg Valud Claiﬁs of democracy aS‘Fhé’rationale

't - . a,

%y for a basic ?1vic role’ for schobliﬂgr Sometiméé this was wrappﬁ$"in.the

1R
i C

'w_\authority of a PartiCular religion (say Protestant Christianity) 5ruéthnicity

7, ! \
(Anglo—Americanism)’ or race (white: SuPeriority), or 1oca1isim (states rights)-

’ ,In these cases one Segment of the pluralisms éought to use the public schools .7

* to promote its PartiCular version of démocragic. political values .When other
. . o

Segments of pluralism grew strong Or reﬂstent they might seek to break away

from the cohesiVe Push and form their-own Schools or promote their values as
i (o

" the basis for building a_sense of Particularistic community - When the plural-

-~ istic pulls to differentiatiOn seemed . to threaten the cohesion of the: overall
/ f
Political community, the glaims of modernizafion (in the form of national

. . Ie
\\\ unity, national :Strength; or economic.development) often put an overweening

emphasis on patriOtiC loyalty into the citizenghip education programs of the

3
A

‘Schools that sométimes j1ed to a conformism stiffing to dissent.
. _ , \

This analysis led we to this generaliz,eion: For 200 years the American. '

People have struggled with the tricorn dilempa of politics and education.

n o
as v

v R \ . ! . -
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They have believed that education; is fundamental to the health and vi%ality

v %, Uy :
of an idealIy democratic*PGthical community, but they also believed in large o

L-'measures of freedom offhelie' and action for segmental pluralistic communities}"gst

' and, especially in times of real or: fancied crisis, chey have believed in civic ,'f‘
. . T ‘ . . ) l"" 4 | . . l .
education for national unity and loyalty. s S e - B

‘) “ »

-« .The urge to prbmote ditizenship education through the schools has arisen
;o

most insistently when the threats to national unity seem to be most critical

n . vk > ,(
o t

or when drastic social changes seem to threaten sOcial ar political stability._

?‘.,\' I '

The Lhreats, however, have been viewed From very different perspeﬁgives, and
"(' "
‘the prescriptions for reneWed unity haVe led to quite different conclusions.;- o
-t 1 3 N
- c .
. One kind of approach has stre3sed the need for greater cohesion and -

1) o

- )

. ‘. .
mobilization of disparate groups in order to achieVe liberal social ‘and polit~
“ical reforms, in’ Robert Wiebe s terms, to achie e a new social integration,

a higher fOrm of social.harmony,' releasing "Sb rful feelings of liberation T

R

from an }nhibiting past ‘and great expectations for a dawning new era. (The :
' 4

Segmented Society, pp, 124—125) Such were the Revolutionary, Jacksonian, early'

Reconstruction, Progressive, New Deal, and New Frontier/Creat Society periods.w

- S "
nocher kind of approach has stressed the’ﬁied for citizenship education
{ SR
to réenforce the traditional or conservative cohesive vald%s ofSthe American - '/?
\ . .
’AFpast, its national destiny and power, its devotion to individual worth and . ¥

Al

effort, its free enterprise system, its superiority to other peoples and’ nations,’
s

and the neCessity.to protect the American wayjof life from pluralistic threats
. . P . .

‘From "alienf:sourcesl whether of massive immigration,  militant or subversive

» : .
radicalism, hot wars, or /cold wars. -

)

Sometimes, of cou;éi,'the motivatidns and Prescriptions cannot be so ,°

easily dlstinguished.'thc complexity of the periodic urges to reform citizen-

. . 4

19~ . ‘
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,ship education increased the sharpnesscof the horns of the dildmma.g As a

R \ *) t . <
Al result of this persistent th{ie—way pulling aﬁd hauling among\the claims of P R

fj a democratic polity,fbf segmental pluralisms, and of aggressive economic and

"/ .
f w o . ‘

¥ n&tionalistic modefhity the civic edUﬁation programs of the past have seemed -

'4 (“ . . - . \ . ." \ vy .

to rebent historians to vacillate between two extremes' between didactic \; T

-

' b
approaches that ggnged betWeen two extremes those motivated by strong moral .
'a ) . prpoom—a,
natidnal, or nat;vist fervor which gave civic educationga tone of preachy or o
. - \ : Yy L.

pugnacious patriotism, and those that would at all costs avoid political con—

‘troversy in the schools and thus turned civic education into pedantic, pallid

L N
l‘ N

'“Tplatitudinous, or- pusilanimOus exercises.
C S

v

Now»,there is no doubt that these extremes were exhibited in the history

N -
' - .

of itizénshib educatdon. Marvin»Lazerson, David Tyack, Ruth Elson‘and others

3

have amply dopumented the examples. But I believe\that we”can also learn
valuable "lessons" from the history about desirable as well as undesirable
approaches to“civic;education. I shall‘fky to point %o a féw of these in each

;o _ _ .

of the four Mistorical periods that I used for my-discussion in\the chapter in

K

o
v,‘the Task Foch‘Report and in.my Public Edication’ in the United Statesh
~ N ' v‘ 3
. : ¥
The‘Revolutionary Ideaf?%ﬁhnum,(l726—1826) ' lf ’

I believe that Unum is'stil%}a'desirable goal for civic education..blhe
vreéenerstionvof a sense of‘polifical community'should be~a prime goal for:the
:education.of each new generation of Americans The sense of community as 1
. define 1t isja commitmenl to the basic values of constitutional government as _

~ denoted by the concepts of 'liberty, equality, popular consent, and persdnal NE

‘obligation for the public good.- These ‘were values promulgated by the founders
T 3 ’

of the Republic in the Revolutionary era and embodied in the Declaration, the

« : . ‘
Constitution, and the Biil of Rights. I believe the welfare of the Republic
. ' - ’ .
« ) )
LA e 9 Kol

~ ) . .

4
>




‘the prime purpose, the highest priority, for a genuinely public education is'

¥ L o -6-

. IO g . ‘ S L
. : , : . . .-

dOes~ resE on’an edhcated citizenry, as the founders argued - I believe that )

" o

o

’

,[the political goal of empowering the,whole p0pulaQion—to exercise the rights

&

arid ' cope with the’ responsibilities of a genuinely democratic cit%genship.
e ° * (

" But we also should learn that society and government and, thus the nature
~

\

- ,of citizenship have changed drastically in the past 200 years. So we cannot

.

“be content with the prescriptions for a civic curriculum that were produced in
A\

-by Jefferson or the elements of civil government ag proposed by Washington are’

1]
the late 18th or early 19th centuries. Simple_literacy in.the 3‘R's for; ele—
. . L G P . A

{

_ mentary school white b@ﬁs is obviously not enough.. Simple history as proposed '

\

' not’ enough, Vague preachments on the glories of liberty, as described by Ruth

)

Elson, are\not enough. Textbooks should(not be left to the socially or polit—~

ically conservative authors. Didactic appeals to the moral spiritual, or'

)

political virtues are not enough, and partisan indoctrination of particular

economic or ideological ghatforms is not appropriate.

Yea, somehow, the schools do have a responsibility for doing all they can

to teach the values, the knowledge, and the particination skills required of a

~

modern democratic citizenry. Such ingredients should not be left largely to

the political parties, the newspaperslﬂghe ministers, or the coffee houses as

they were in-the Revolutionary period; nor to business or labor, or to Walter,

2

S L N
John, David, Harry, or even Barbara today. I summarize my guidelines for to-

’ |
N

day's civic education-at the end of this paper.

FRtES 3
Y

The Post~Revolutionary Reality: Pluribus (1826-1876) @ ¢
In reexamining the stated purpOSes used to justify the development and
spread of the common public school in the middle decades of. the 19th century,

I believe that the citizenship argument is still valid. The highest priority

’

]
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. -ment, he backed away from the discussian of controVErsial\political”or'con¥l
1 ! ! . . h .

for a genuinely public sphool is to serve the public purposes of a democratic

i

political-community. "wg "back to the baSics" peOple Shpuld“be reminded that

citizenship is the basic purpose for universal literacy. If the"fundamental'“'

purposes of schooling are preparing for a job or preparing for college, or

»\_‘ ¢

developing individual talents, these could be achieved in private schools that

select students for psrticular destinies. But I believe that the faith of the

. )

. Sy SR
_common . school reformers, as'of the founders, that the civic taskd can best be

performed by public schools thatvare characterized ‘primarily hy a public pur—~

>

pose, public control, publid support public access, and public commitment'to

ctvic, unity'was soundly baged. N .

Ry

Now, it is obvious that thevpublic school reformers did not achieve these .

-

godls. I believe that Horace Mann was’ on the right track when he argued for

-

the necessity of what he candidly ca]led ”political education " }But_Ivbelievefl

A4

that_he fell short of what is needed then'as well as now) .-, While 'he stressed

. the understanding of the cOnstitutional'regime and knowledge‘abouégcivir goyern_

L A

Y

\
B

stitdtionaldquestions‘inbthe schoolroom, -he‘thns helped to establiﬁh the
tradition that the schools are not legitimate forums in® which to discuss polit—
ically sensitive matters. This was a difficult issue for Mann, ‘but he conbluded
that it was better to have ”neutral” public schools than to have none, a de-

nouement he feared would cqme‘about if the schoolq.became "theatres for party

'.politics.” I think we ~an Snd must find a way.:to surmount Madn's difficulties.

A second thing we should learn from the middle decades of the 19th century

s thst there were at least two lines of thought that influenced the civic role

et

o come in.large numbers prior to the Civil War, It Ls undoubtedly true that a

2 -

o~ or

f public education with regard to the assimilation of the immigrants ‘who beganlfv



to ﬁhewbublié school movement an_anti—Catholic,.antifradical, and'Anglossupeﬁ
riority tone. But we should also remember with Joﬁgﬂﬂigham-that there &a§/‘

another more democratlc and more cosmopolitan point of yiewtdis laped by/some
proponents'of the public schools who aréued that they should“be a humanehas;'

similative force.. In the 1860's and 1870's ethnic rivalries declined, nativism

s ) T ' . . . .
wag muted, modernization welcomed enormous new pools of manpower, a Christian
. R \ . . \ -

‘belief‘in the‘brotherhood of manrwas still alive and'well. All'theSe influence§

, »
flowed into what Higham calls "The Age of Confidence igb confidence in the

capacity of the Republic to accept great diversity and’ pluralism ‘as a Basif‘

S

characteristic.of the democratic political community. And the public sc ools‘ <

‘could contribute to this cosmopolitan view of assimulation, Bilingual public

- : ¢
schools in several states exemplified this faith.

LY
e

“ The Civics of Modernization (1876-1926) ~

/; . LT

The main "lesson" we should learn from the ilded Age and Progressive era

is that there were two'major pressures upon thd/schools to prescribe’ their
‘ I

‘ citizenship education " The first and the mosc influential through most of

. »
v -

this period emanated from the businesa—orien{ed and nationalistic nativtsm':\I

associated with a burgeoning modernization movementv The three significant o

changes 1in civic educationﬂnoted in my; historical chapter and book reflect

4 | gesany ¢

fbhese pushes to conformity (1) the shriLl and passionate patriotism owed o,

a great and powerful nation that waq cxorclsing its Manifeqt Destiny, Winning
the West, Building an Fmpire, and Makihg the WOrld bafc for Democracy, (2) the
demand for instant Americanization of the millions upon millions of immigrants§

who flooded i{nto the Unfted States from the 1880's to tho 1920's; and (3) the

o

: v . 20
(A . o)
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, trenda illustruted in textbooks in. American history and civil government.

¥ ) .
‘views .on behalf of, "soéial control." K .

c B
1

'glorificapion of the self—made man who labored (and prospered) on behalf of

free enterprise qu ‘a limited government. It is not difficult to see these

- o
For much of the period these eIements of the modernization mood dominated

the civic education An the schoo s Aas they did much of American public life.
They overhsadowed the value claims of the historic democratic political com—

munity and of the newly arrived and vastly varied pluralistic communities.‘

-
-

Often, some business—oriented or economy—minded :progressdves" joined in these

N

t
s

But, as Robert Wiebe so'well points out, there‘was a seﬁénd strain of the

new middle class professionals who were welfare-oriented or\sgcial service pro-

B

"gressives. Their concern was the use of 1iberal government on behalf of social'

reform (in prisons, sweat shops, child 1abor, and temperance) as well as polit*

ll ' - 'f' I
ical ?eform (civil’ service, electoral innovations, women's suffrage, and com—

» N

pulsory attendance on behalf of universal education) This stream of progres—f?'

sive endeavor resulted in a number of efforts to‘reform citizenship education;

in the'schools. .These included: - the stiffening of history teachiﬂg by\basing

it on primary sources and thus eomhating the chauvinsim of the rampant nativism,

B .
s . . a

the effort to develop ‘a: community civics" to reolace a-sterile approach to con—

o

stitutional structures, and the 'new civics embodied in the social;studies -

movement and” in the SeVen Cardinal_Principles. Som« welfare-oriented progressives
S - * ;

-

R T . . .
even tried t&:reaorient the Americanization process so that ssimilation would be

aCCompllshed generouslv and sympathetically with respect for immigrant cultures

“and traditions ‘Thus was cultural pluralism born.

I hope that we ‘have had done with the excesses of the nativistic and super—

1 .
» l P . st

patriotic conformity that markvd th.a&p ressive modorni7ation porlod. T think we
¢

A

~



; ."";‘“ .
could learn a good deal from the effort to stress reasoned problem solving on’

behalf of "all manner'of social efforts to improve mankind " (Task“Force Re-' ./
',“:; port, /p. 5%) I the that-schools can take seriously the prdblemseapproach"

. to social, economic, and polibdcal issues., 'But one result of -all these "re-’

v

- form", movements in civic edutation of this period was to reduce. the Eolitical_

o’
’

concerns of history, and of civics, and of social studieS. There has been a .
Lo ) } ) L

ithdrawal from the study of the basic ideas of - the constitutional regime and?ﬂ:l !

- | WL
Y " AT

the political community The general civic education.curriculum seldom dealt*

-

with the fundamental conCepts and meaning of 1iberty, equaiity, justice, and

: obligation for the public good Still less often did. the practiCeB of schools
v d T o
reflect these ideas in their governance of activitieB

Recurring,Calls for Reform of Civic Education (1926 1976) ) . e

I believe that the best way 1 can illustrate what I bclieve}§e should 1earn

from uhe last 50 years bf the hi’s tory~of civiczeducation-is'to=refer-to_two of,_ff
: - ~“| "..1. -_’l.

my most recent articles and .to quote eXCerpts from them here.* These comments
-should be considered in the light of my general hiqtorical judgment that the

values of segmental pluralisms‘have been forcefully reasserted in the‘recent'.
. pastf§nd;hgve gained endtmcué ;opularityiamong.educators_aﬁd the‘public. vWit-
neas'the‘pise ofqthe,newﬂothnicity, a neo;conservatism'in social and political

philosophv, cultural pluralism in educational philosophy;.mnlticulturalism and-’
bilingualism in curriculum; and th-ragc of alternatives of all kinds, including

altegnatlvoq to tho public school, " , L S ot

.
A

S . . . .
j* "Whosc Twilight’” Phi Delta \appan, Svptomhcr 1976; dnd "qucation for.
: Cltlzothlp." Vltul quuns, Aprit 1977, :

S ¢
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© Im addiﬁio Mfsome of the value dlaims of . the democratic politioal com=" "+

mqnity in relation to education haVe been reasserted In the past half

'.av >

- , :
cqntﬁry the valuea of freedom (for parents, teachera, end studenta) have been
4 . &

%j,enhanced The values of equality have made CQnsiderable headWay (dismantling

“_”the segregated SCh°°1 syStemS’ equalizing financial SUPPOrt, COmpensatory edu~

' Cati°“’ affirmative action). But the Values of Political community have been

’ N
y

diminished (Ufe;nam War, watergate, campus unrest, corruption violence in the

ﬂChOOlS) ‘These gener%lizations haVe been discussed at length in JPart IV of -

o
\ / J

Public Education in’ the uﬁited §£§EE£ and briefly .in an ASCD padphfet entﬂtled_'

r 3

~./ '
The SCh°°1 8 Role as Méral éEEEQEEEX_(Washington, D. C., Association for Super~- .

5,

vision and Curriculum-Development, 1977). ' i eb}"

- AL o .
. ADDENDUM . ‘ . ) N

(Portions of selected articles by R, Freeman Butts: EXéerpted'ffbm Ph? Delta
~ Kappan and Vital Issues) BUREEA

~
. "-k.'
.lL‘.

/ S
"I happen to think that while economic problems are exceedingly important,

the role of the public qchopl Qhould be baqically politica rather than. eCOﬁom&e. .

o,

In this I go back to the foundérsboffthe republic who viewed their revolution“

primarily'in political térms rather than economic or social, and who thus viewed
-' the kind o; education needed in the new republfc largely in political terms

rather than ar g means to academic ;xcpllence or individual Self fulfillment or

v preparatidn for a job. ‘ :ffgl

_ They talked about public. education as’'a 5uarantor ofrthe republican values‘

., ‘.‘\.

of liberty, equalnty, and devotlon to the public good. Aq liberal reformers""'

they saw the need to mobtliyc disparate qo(ln] and cultural nnd oconomic &roupq_‘ﬂg

o r, . . = 'l

o S
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wo . ‘ : o "
: 1f 'gtester political cohesion" and. unity were to be echieved.  Subsequent periods
of reform echoed the rev’olutionsry faiths Je‘cksloni.sn liberal reformers pinned
fsith on the universal common schoal as an integrsl part of the egaliterianism i
of the,day; liberal Réconstruction {ﬁformers even hoped‘that the’public,common '
sghool could be extended to the South; the ProgressiVe libersl reformers of the
esrly 1900s - turned to the idea of a common public secondarx'system as an ex-

{ . S

~tension of the common school; New Deal'liberaI'reformers like Counts and the P\
) .

social frontiersmen saw the public school as a means to. greater economic justice,
° .

’

'-end the New Frontier/Great Society liberal. reformers hoped that open access, af- -
firmative action, compensatory’ education, and desegregstion would lead to, greater
socialhjustice for the disadvantaged poor, for tracial and ethnic_minorities, aqd.
for women. | | | S

I believe all of these Hiberal reform movements were basically useful re-.
sponses to the problems of their day Now, hOWevet I believe the problem is | o
more acutely political than it has been since the Revolutionary era. ' The evidence

mounts on every sideﬁa-,from scholarly s@pdiesﬁto opinion polla to political partw
1eaders - that there is today among “all classes of people a deep and widespread
disenchautment with governm t and with political institutions. Upon thia; con- ‘

4

servatives,‘radicals and’ liberals ‘all agree, the polls agree, and even President
;Q?Ford and President Carter agree What they disagree on is what to do about it
Conservatives in philosophy and politics (like Nigbet, Nozick Foi. g’pd Reagan)
y say, Let's turn the leviathan around and have less govermment in tﬁe interests of
individual freedom. Radicals say, Let s have socialist or Communist go ent:
"in”the interests of equality for the masses of society, even if liberty must be
’restricted in the process. Anarchists say, Let's have no govermment. Nihilists .

say, Let's have terror in all your houses, for there is no way to achieve orderly-

political change.

¢




ldhcre.;;\ﬁis general conception of justice:

. and e uality for blacks in America. After several years .as a fugitive from

_15; ;

: Liberals'(like Charle(\Frankel John Rawls, Morris Udall -and Hubert Humphrey)

:uay. Let 8 have an 1mproved welfare state, a more vitad and positive dEmocratic
':tuvarnmcnt on behalf of freedom, equality, and social justice. .Liberal 8scholars

-and journalists at the moment seem to be more forthright on the subject than the

vbulk of the-teaching profession itself. Rawls argues that government should

.

!

i

All 80cial nrimary goods e—.liberty and opportunity, income and
. ﬁealth,‘and the bases of self-respect —- are to be distributed equally
unless an unequal distribution of any or all of:these goods.is to the
advantage of the least favored. "
The two contributing principles of justice are these: .
1. .Each person is to"have’an eoual right to the most extensive
. total system of equ¥l basic liberties compatible with a sifiilar systen'
ofiliberty for,all, | ‘
. 2. Social and economic inequalities are to be4arranged.so'that
they are both:. a) to the greatest benefit of the 1east4advantaged oo

and b) attached to offices and positions open to all under conditions

of fair equality of opportunity.

¢
. —
)

I find;it'liartening'that such diverse black leaders as Eldridge Cleaver,
Jgsse Jackson, and Bayard Rustin have recently expressed their belief that

- ¢
libera political means may still be, the preferred road to achieving justice o

thﬂ’United States, Cleaver returned from abroad to say that despite its im—
perfections America had more liberty of thought and acsﬂon than some ''social-

ist" countries. In a letter to the Los Angeles Times, he said:

¥e]
g
N

N
-



’ion, America is like an advanced civilization from another world.

SR /PR

4 . ! '

‘%liticdlly, in terms of the development of-our democratic in-

stitutiohs, America is more than the hope of the world. !y compari-' li?’

*

r Y

The greateat mistake we have made as a nation is to allow our

shining principles to lapse so far into disus7,that we misname them

clichés.

.
4

Jesse Jackson recently called upon black Americans to become more self—

relianb and more active in their own self—development Political'action is

¢

one key to. the realization of their visiOn, and reassertion of their: morai

L¥s
:

authority»and ethical conduct is another; but, he said 'the greatest

K

potential for self development is to be found in the” public schoolg in our.

,cities.

EN P

L

And Bayard Rustin, president of Social Democrats UAS.A.. has said in his

criticism of the doctrine of internationaLJ”no~growth' economics: .

-4 .

& . | : |

" v+ (T)he wilLingnes&( to abandonsgrowth at once symbolizes

and contributes to the weakening of the liberal will and liberal vision'
in thefWest Above all else, liberals have fought for a society offering
an'increasing possibility for the fukfillment of individual potential
within the context of a 1ust leghl and economic order.. The failure to
achieve perfect justice and perfect opportunity should in no way obscure
the very real progress gpat has been made toward these ideals. Not the
L -

least of these achievements 1s the perpetuation of,a democratic form of

¥

" government that, . whatever its'flaws; has permitted ordinary people to

have a voice in, and gometimes to dominatei the pdlitical»system. It
‘ f, . (-

'is; furthermore, a system that has reduced the influence of" privilege

without coeqcion or purges. A

29
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1 have no doubt tﬁhtgﬁhe reformistflibéral,pbaition reéﬁires.both liberal.

' government and liberal education to stand for and to work actively for social
.. justice and for equality., This df%tingu?sheé liberalism from lais %-faire .
.. . . . . ~ . B . 1 .

‘. éoﬁservatism. But iiberaxism, as its very ngme byo

v

claims, stands for political
liberty as well.  Thia distinguishes i;,f:om rnglutignary radicalism.* For me,

) . - o .
the constitu;ional"liberties enunciated in the Bill of Rights embody the essence

ot

~ of the ﬁolit;b&l commuhify that is 1iberaiz the freedoms of réligidq4 fhought,

2

«

inveatigation,fspeech, teaching, ¢ommunication, assembly;’due,pfbcess,'pfivacy,
. . T / L . . . o~

" jury trial, suffrage, habeas ‘corpus, and equal protection of .the laws. Progress (’

*

toward justice and equality cannot be made by’sacrificingﬂthe constitutional-.

/
+ . . \/ P

'This is no plea for 'law and order' as code words for repression of digsi~

'iiberties, but only by strengthening them. - o A
‘dent'views or minority claifs for greater freedom and equélity. It is a plea ’

for a geﬁuine reform liberalism. . »
fr ne.

: William V. Shannon of the New York Tiwes editorial staff put it well indeed:

Aside from exigent economic problems, liberals have to renew the -
- _ ‘-

authority of the nation's institutions and strengthen its sehSefof com-

muhity. ?atriotism, a natural and essential emotion, needs. to be revital-
) ' . . 4

~ ized in intellectual termsas a legitimate ideal after .the cruel excesses

/s

(.and misplaced sacrifices of Vietnam,

~Libergls have .to dévelbp education policies that lead to genuine learn-

.

ing in the schools,,and'héalth insurance, welfare, and housing policies
- LY . ' w 4
@

that étrengthen tﬁe‘family and the neighborhood.

——y
H

e Eanerv%;ivgs fumble while nihilist shadows flicker. Can liberals

meet the real needs of the nation's majority? W o




P

»o

Two hundred years ago the liberal founders thought that they could meet -
the neede of the majority 1f they brought into being a political revolution
ptpviding aelf—government and 1ndividua1 freedoms and based upon a republican

pdblic education. One hundred fifty years ago the Jacksonian and Whig liberala

thought that x could if state governments Were used for soo{al reform purr
: . ]

'poses -~ for the redrees of inequities and injuaticea ~= 1in common schools,

Y ~

prisona, poor relief, suffrage, crime, immigration, women' 8 righta, and child

¢ labor. One hundred yeare ago Reconstruction liberals thought that z could

if the ﬁederal government would take active steps to_achi;ve egual rights of s

citizenahip for black and white alike, incluﬂing among other things public
. ¢ Qb r
! schools. Forty years ago New Deal liberala thought that t z could meet the

¢

‘needs of the majority if government and schools alike sought to build a new

social and economic order.. ‘ S .
[ : '

]
lieve that educational liberals can meet the needs of the nation if they will

mobilize education 8 pOlitical role in achieving freedom, equality, and com-

munity ;\?he highest priority aﬁould be given to the educational search for a

. viable, inclusive, and just political community. For me this means a special
concern for community of nation above locality, state, or region, and of world
above nation. A civic liberal.education ahould be focused upon resolving the
tensions between the principles of freedom and equality and promoting an active
and normative commitment to constitutional rights, justice, and the principle

~aof equal liberties.¥‘These principles should be applied to the whole range of .

=

knotty'problems of access; control, suppBrt, organization, curriculum, teaching,

) and life of tﬁ; achfols 1in the effort to 3chieve the massive turn—around that the :

whole educational system requires. A good place to start would be to accelerate
. K -

1
€ .

31

What shall we say today? I hope we will say something like this: I be- J
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"voffortswto'focus ‘the liberal ciwic curriculﬁm of the schools and colleges upon P

thg;valheo, knowledge, and skills of participationvrequired of . citizens in thu

‘ L ‘{',. ~ Phi Delta Kappan

.
- ) . ) ' ,
. P . ) ? o
. - N . Lo . € R
'

"Hy own view 18 thdt the political goal of civic education'in'Ameriéan schools

. (4

18 to deal with all students in fuch’ way as to ‘motivate them and enable them )

to pIAy their parts as informed reaponsible, and effective members of 4 modern

democratic political syétem This is to be achieved by orienting them to the

{

values, the knowledge, and the skills of participation required for making

deliberate cholees among real Q;ternatives in all three aspects of the pofitical

-

-

A
system. ,

~

A. The Political’System ' N

. .
- ~
- W

(1) The p;litical communi‘z - The group of persons drawn together by their“

, common participation in shared governing processes and bound together by a common

4

frame of’ political:values. The iense of community' 1s marked by feelings of
lu ’ ' . ' “‘:@ . ’ o
mutual and distinctive identity and belongingness, sentiments’ supporting dohesion
L ; . . S 7

and solidarity, and commitments to the common welfare, Since_theﬁjounding of the

Republic we haVe affirmed that the American political community sHould be com-,

mitted to freedom, equality, justice, popular consent, and personal obligation

[ "ﬂ

for the public good .
b (2) The long—range constitutional order: The actual operation as well as

~ T

the formal and informal structure of the)basic institutions (legislative/ execu—

tive, judicial bureaucratic), the norms, and rules by which. political demands

¢

and interesté are aggregated, regulated, and channelled into authoritative

[

v

~
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v
‘.

3n'chisions.: Thc political process (composed .of parties, lobbying, negotiating,

and comptqmising) is vastly more complicated,in a moddern technological society

'S

chan it was 200 years ago. ) v

(3) The day- o-day g?yern{*g authorities:  The temporary//ccupants of
_foices of authority, ranging from those who have broad discretion in decisionf
,making in thetr conduct of governmental agencies (president, legislators, judges)
to those who have a narrower range of diacretion in bureaucracies and ‘the public
service.' These obviously vary greatly in the extent to which they exemplify or
fail to live up to the values proclaimed by the political community and the
principles underlying the,constitutional regime. ' S ' : , .l‘ 1..

B. The Educational Program

K
o An efficacious civic education in the schools will i#clude .not only the

‘ currichlum, classroom teaching and learning, but will embrace the whole education- f
al system, its organization and adjipigtration, its-activitiesrand school govérn—
ment, it&"hidden curriculum, and its relation to the.community and to the other
‘agencies concerned with civic.education. It will not only exemplify demOCratic
political values and impart valid and realistic knowledge but also teach the
skills of political participation' L '

(1) . Political values are the sets of httitudes, feelings, beliefs, and

N

commitments that contribute ﬁg/the support of the political system. Without"
such Support no gdlitical system can ‘maintain itself without educating each
generation appropriately through the processes of ’political socialization,’
A11 modern nations have_ma‘e great use.of‘the schools as prime vehicles'of

“
» clivie education.

© (2) Political knowledge includes the various ways in which systematic
' SO :

information ig.transmitted through reading, thinking;’inquiry;<discussion, and L8
: ' N '%; _-:.: ’ . : ) .

o
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. the non-verbal nedia of communication. "Social scientists like to speak of
’ the 'diqciplines of knowledge" psychologists sgeak of 'cognitive skills.'

12

nIn,either case‘the“knowledge should be based upon the most rigorous, critical,

: analytical, and realistic processes available to modern scholarship, what my k)

o

7
late colleague Lyman Bryson called ’signifi nt truth rather than p1ausible

& , o, o o
falsehood or beguiling half-truth. ’ b ot PRESRIAL AL

¢

(3) Political participation includes the teachihg and learning of

practical skills of‘political'behavior through realistic involvedent of

students in exerting influence in the public'affairs of‘the society as well'

as in the“governing of the schools themselves, This goes far. beyond simply

1earning how to vote or to get out the vote but involves first hand practice - %;d
. : j

in the "arts of negotiation,»compromise, aggregating power, decision—making, and-

holdingbothers as well as oneself accountable for the consequences_of decisions
made and power exerted. ,

C. The School Population o, _"' R
o A ’ . v ’ \ , "

#n efficacious civic education will take full account of the total tange |-
of students to-be served their different cultural backgrounds,'socio-economic'
'statuses, ethnic and racial identities, and learning styles

4

Cl) "The College-bound. Despite gains for equality of educational opportu— ’

nity there remains a high relationship between soclo-economic status and ‘those

- students who_expect'or intend to go to\céylége.: g

(2) The Non-College-bound: Political values, knowledge, and participation -

-

of working class youth have often been quite different from those of profession—

CoE . i : e T

-al or middle class youth.

(3) . The ’Unincorporated:' Those who for one reason or another have. been
. . ’ ( » - . . v ) .
.blocked from access to the mainstream of American political and social life, the

1

Y . i [ N , ) . .- . !
disadvantaged minorities, the blacks, and the continuing}poor.“ﬂ‘ : oo oo x N
' ‘- L T : : S~ ‘ e

f i ® . l) Pl ’ ¢ 3 . Vital Issues

O \
'y . .

/ : ’ .
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”'Q. "In ‘the best of times this is ‘tio easy task. It is doubly difficult -= and .

important -~ at thq present time when 80 many citizens have lost confidence in Al
‘ the integrity, authOrity, -and efficacy of public persons and governmental ina ‘}',;
e

N

‘{wstitutions, and when 80 many youth believe that our inatitutions .do not practice e

’ . ,‘1 5
‘what we preach or what our schools teach. . EE ’
. ’ v

Ths shortcomings of most civic education in the schools have been aptly .

\
4 ... - .

appraised by the Committee on Pre-Collegiate Educ?tion of the American Politidal

s

Science Association:

vf? (lt) transmits a naive, unrealistic, and romanticized imsge of polit- K
‘icslvlife which confuses the ideals of democracy with the realities of
) a "" ' politica. ee e . . . v\, . . ) i - . . . /

i < \ o C e ) m‘

In summary, the majority of civics and government curriculum materials

currently in use at'all grade leVels eitdgr completely ignore or inadequate- N

.

- ly treat not only such- tradi!ionally important political science concepts as

freedom, sovereigntyt consensus, authority, class, compromise, and power but

(o o also newer concepts such as role, socializationm, culture, system, decisionv '
. ( ' ‘ v\‘w . . : . ‘ : N )
making, etc. o 4/' o ‘ L - o

”

- . On the positive side, there has been an upsurge of effort to focus the
‘civic instruction of the schools upon problems of civil rights of ethmnic

minorities, women, and youth, the basic concepts‘of law and justice, the

7 “Constitution and Bill of'Rights, and the realities of the political process.

, : ~'Fortunately”e1ementary and secondary school educators are beginning to think
-8 s - : ’ ' e » _
seriously about'citizenship education again. And they are beginning to do deE:‘,

’

thing about it. Two aspects of, the renewal 'of interest in civi% education are

-

- especially impressive to me. R &

‘In the 1970s, projects under the headingfof 'law-related education' have

] -

been snowballing under'the assiduous leadership of several new organizations and

) ' ' . [
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o

T old foundationa which have been encouraging the joint efforts of social science TR

“ scholars, practicing teachers, and representatives of;the legal justice, and
. .o ‘ o g . _..\‘ L . » - . g
education professions. ) . : R .

I have been especially impressed by the project on Law in a Free Socie!§

(Santa Monica, California), which is drawing up lesson plans, case books! course -p;;w?nﬁ
,’ _rl{‘ . T

outlines, and teachers . guides on eight basic concepts that should pervade a com—

prehensive curriculum in civic education from kindergarten through the twelfth ' ;

grade. authority, justice, freedom, participation, responsibility, privacy,
diVersity, and property These fundamental ideas necessary for the understand-

ing of a liberal polity should be “the core of study in a liberal civicdeducatﬂog. 4‘ -
w )n"«' - S ]
-Such. contepts could fruitfully bring toilife the value&, the knowledge, and ‘the 4 i_if

"practice in real life experiences that must go together in an efficacious civic

.

. education..; ' ' cL. -

Ty

'Another(pedagogical movement that ha§ gainedlwidespnead attention among pro- .
fessionals- as well as the public has been the renewed interest in the 'teaching

of values.' Of special significance for civic education ig’ the work pioneered

y - by Lawrence Kohlberg at ‘Harvard and now being applied to civic education programs

in‘schools in the Boston areasunder)the direction of Kohlberg and Ralph Moé'.& of -

1

‘ Boston University and their tolleagues and in the Pittsburgh area under the di-

rection of’Edwin Fenton of Carn%ﬁie—Mellon. The work based on a theory of six
! < ;

stages of moral/cognitive development, has caused considerable stir in psychologi-f
| cal and philosophical circles. ' o o ] o y

The Kohlberg theory and experimentation over several years argue that the\ _
B Lo
- most,effective.teaching of values can be undertaken by direct confrontation of -
a2 . : EIN : v L
o o . o , : g _ R
moral decisions in open discussions between teachers and students. Such a pro— .

I

~ cess, conducted in tlie setting of a just schoo1'community,5will movelstudents ’?N&
from lower leveéls to.higher stages of‘development. . _ - ‘ Y
noe

AV E
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'ﬁJ36 1£'thers51§ anything to the Kohlberg approach, and"I'think thereVisfa
sroet deal to it, it means that if the vast majority of American youths are ever k

'

- to reaeh the highér stages, then a’ liberal education should not neglect the de~

*

V liberate effort to develop a~ civic morality among all high sqhool and college

.",

students. Not simply clarifying one’s values,. not simply acquiring a bread"”.

.

‘?_,

of political knowledge, not'simply acquai tance with the history and structure“‘ ) K.

“of government in the past If we are touconqinue.to have mass secondary and

”?h%ghér education, and I thinklwe must, there should bé a Eommon civic core to

v v )
v "

it. If we are to continue to have a democratic political community, the schools
must gﬁve priority to their civic task. o o

We well know that’ didactic moral instruction and outward. expressions oft

patriotism throqgh pledges of allegiance, loyalty oaths, or flag salutes have

" lost their savor among academics. We well know, too, the danger of attempts to

\ : l’r‘"r d
use the schools for self- -serving patriotism, manipulative propaganﬁa, or pértisan""
() v
politicization. Yet, somehow, the schools must promote a strengthened sense of
("" ) .
the importance of civic morality and political_integrity - if you lease, a re-
EE N . ,“ sh [T 7 e d

o vitalized civism devoted to “the political virtues of constitubional self-govern-'*d’

1 “. f

mént ‘that have sustained,us at. our best, that we ‘have ignored or desecrated ai’.

i~

_ our worst.J', ' o ‘_; . - e - I "
- . - I . . .
',In reneWing a sense of political community, embodied above all in the Bill

11

o

of Rights and successor . amendments, a liberal civic education should help to =~ &,
‘ tr.
:build social cohesion without resort to coercion, without slavish adherence to:
: : b LN . "‘L‘,‘ e
..a narrow party lipe, without succumbing to witch hunts against the deviant,. with-
) -

- N

out silencing the unorthodox,‘and without dwelling upon ‘an ethnOcentric pneoccupav,,
tion w;ith American society to th‘@ neglect. of the intexdépendence of the peoples
of the world A liberal civic education must re1y upon scholarly knowledge and

'research without becoming bloodlessly intellectualized or rigidly circumscribed

v .Y



and without degenerating into random discussions or enticing games. We must pro-

the rights of privacy without retreating inty e privatism of purel%ipersonﬁ

. LS
- .al experience as the norm of public morality. T I ' '

. " .
» : 7 -

In a denirably pluralistic society, civic education must honor cultural

-

7

!

Pluribus but it must also strengthen political Unum. Somehow, oivic education,«
muat promote and protect thgbright of all persons to hold a diversity of beliefs,

but it ‘must also develOp a commitment to actions that uphold'the commOn;bonds of
. ,.-,- . o ,‘(: [ -
a free government as. the surest guarantee of the very holding of a pluralism of

' beliefs. It must in thferson 8 words, render 'the people the safe, as they are:.
‘ . . s S
. the ultimate,uguardians f. their own liberty. , . '
S o , / ' - 4
3. On a recent occasion I argued that after all we have been . through as a nation

- in the past decade I should think we could now face frontally and frankly the.

proposition that American education does have a political role to. performfinw»

achieving our: historic ideals of political community, . Such a proposition-mayi“

Co-

well be criticized f..p the. conservative right as being an effort to impose 1eftist

ideolegy, If so. let conseryatives baﬁlcandidly where ‘they oppose eQUality (as' - '3§f

N h

Nathan Glazer has just done in Affirmative DLscrimination) , It may welliﬁe - ‘ @.5

. .‘.4,,

criticiZed from the radical left as merely imposition of middle—class capitalist

values or‘simply'as wishy—washy liberalism. 1f so, let- radicals openly say where

o )

v
they oppose, the constitutional freedoms and due Process. It may well be.critbcized‘
.3. : B :

z. {
t. P

by empirical social stientists ‘0t socialﬁy‘

utral scholars on the grounds that ..

-<

. 'g."‘ k v
schools cannot effect social change, schoojs;&imply follow the" dictates of society.fhﬂ

L If so, let them saysto what agencies hey would entrust deliberate;efforts to build;

(- and generate a sense of democratic political community.
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I would argue that 1f the teaching profession of two to thtee million _et-

?'.:‘;” sono took serioualy the - authority of the enduring ideals, sentiments, and morcl
commitments of our historic political community at its best, ‘as embodied in tho’
constitutional regime and.especially in the Bill of RightB, the schools andQ;

I ! :
colleges of th s dountry could mobilize the majorit of people on behalf of
Y

Al :

putting into practice our professed democratic ideals. This could indeed amount

to a Basic social change. But it would take the COmbined efforts of liberals in
N * =

 the legal profession, the scholarly and public service profeasions, the reform—

{1

s

minded wings‘of the political parties, labor, and the media, the good citizen e

- il .

groups, the civil rights and civil liberties organizations the.sﬁudents, and wﬁulu

B

. »civicvminded women's and ethnic groups..

N ~ The challenge today is even more political and cultural than it is economic.
The challenge is to achieve what we procldim to be our historic pqlitical goals'

freedom, equality, justice, and community. ‘. '. LI

X

‘The issue once again is what can and should the schools do to meet this T
,? ‘

: challenge. No one argues thrt the schools can do it all dﬂ do it alone. - What 4 o

I am arguipg is that the prime contribution of the schools 1is npt to preach .

o specific economic solutions favored by laissez—faire capitalism orvrevolutiOnary

: »i-
. #,

.

Y 3

socialism, it is to enhance as far as possible the political capabilities of

k students to think and act as citizens who will support. and improve the liberal

‘:"-L\[ W -
political community, so that 1‘: Will 'be the ’tex«t within whic.h the economict - .
. ‘ decisions will be made. o : v o . ‘“.q-; o )

e This leaves %pen for study such questions as whether in the future the

% 1v

.economic system of the United States and of the world should tip in favor of N

Nt L
l

capitalism or socialism, economic planning by government'o;ffree rein for the
) ' ‘ . ' S @, T

" 'market system, state ownership or private ownership or mixeddownershipuoffz




'vlmlnt by gdvarnmpntal or cotporate bureaucr8cies or . participatory decision making ‘

by worker-ownera.:‘ All of th’ t:opics shoula be considered, at:udied and dig-

.MBCholerhip qbtainable, scholarahip ‘that ranges aiféss the full apectrum from

(s

left_to right. But what the schools should do’ above alljls to try to build .

'democratic conatitutional order."

.
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Everything ahould therefore be brought into harmOny with
these natural tendencies, and that might well be if our’

_ EDUCATION OF THE AMERICAN CITIZEN: | "
AN HISTORICAL CRITIQUE

- three modes of education merely differed from one anothety:

" but what can be done when ‘they conflict, when instead of
training man for himself you try to train him for others?
Harmony becomes impossiblef Forced to combat either na-

. ture or
“and the

Here, in the
which has toubled
‘western culture.

to fulfill his or

to fulfill the needs of organi;ed“society? At times-in the history of the

society, you must make your choice between the man | 7
citizen, you cannot train both. ,
;..Jean Jacques RéﬁsaéAQlf , .«
opeoiog pages of:his‘ggilg, Rousseau touched on“a‘broblem >
virtually every major social thinker in the higtory of o

Which is more important, the education of the person so as

her need for humah development, or to educate the perdon

Ay

]

West theseigoals woulqlnot be seen as incompatible. 'However,lgﬁénding in

. the dawning light

of the national state when national education lay just over

Sy, L ) : «

the horizon, Rousseau, in the Emile, forced to choose between nature and

' SOCiety,‘chose nature} Later in the Social Contract and the Proposals for

-

‘ Polish EducatiOn,

he chose society ‘ » -J’.

" During an earlier era of Greek)civilization this construction 'of the

problem would aooear strange. The Greek mind’ could no sooner conceive of the

indiviudal standing outside of his or her community any more than it could

4

concelve of the human being without a body. The problem, then, which Rousseau

“posed between being a man or a citizen was constructed somewhat differently

. for mostbGreek.rhinkers. The education of the person had td proceed within

. the polis. The central issue for the Greek mind was not that of choosing; ' . I

o ‘ o : 4
between the person and the community, but rather between the person and the-

‘.47\
(o)



quest for excellence was fundamentally a part of Greek Paideia. Ultimagely,'

.

«A««,‘as Plato argued in The Régubiic, there could be no’ conflict between the ‘ideal
/gu

%

e -

of the indiyidual and the iqeal ‘aim of thé community. \So, too, did-

Ari‘totle argue in'the Politics, "...that the virtue of the good man is neces-

n2

% .

sarily the same as the virtue of the citizen, of the perfect state. 'The

Greek quest for human excellehce always presumed :a corresponding social, ex-

5o

‘"/cellence.‘ The good' man was, thus,_ the '"good" citizen. s

What then constituted the good man? oWhat was virtue, and- ‘how was it to

» be achieved7' Socratys, the teacher of Plato, argued that the characteristic

which distinguishes man from other forms of 1life in nature was his ability
to think and to know. Ultimately, he argued, knowledge was virtue. To know
the truth would be to know the good ang to really know the good would be to
‘do the good. To know the truth and thus to do the good was the highest form

of human excellence. The quest for truth in a perfect social order would, in
itself, be a rather pleasant experience; however, the quest for truth in an
. . \\ . ' . v
imperfect social order was necessarily threat’ening to the stability of the
| : -

-

existing Jder, Thus, Socratcs was found guilty of corrupting the youth of

;‘Athens, Truth is corrupting of any social order built on pragmatic compro-

s

.mises wigb vested interests. True to his educational ideal, Socrates took

N,

the hemlock. By fulfilling the demands of society and taking the required
vhemlock, he gave dramntlc witness to a fundamental problem of Western culture,

‘a problem\::ich.hasﬁbeen reendcted. in one historic age after anotherfin a

variety of forms.

.Thus, standing in the midst of the declining power of the Medieval Church

'and the rising tide of the modcrn state, Jean Jacques Rousseau once again

raised the question of loyalty in his Emile. 1In the end, however, he decided,

as he did in the Social Contract) thnt‘men can be forced to be free. While

\ N
44



¢ N t ) . -
. . Lo

'

some followed in the footsteps of Rousseau and argued for the unlimited power
of the state to shape its citizens as Rousseau had done in his recommenda(ions

for Polish education, others were more concerned with the limits of such state

]

actions.

Because of the fundamental nature of this question, the first section of

1

this essay will analyze both the theoretical, practical_relationahipswinvolving‘

.the role of the individual and the role of the state as it began ‘to unfold in

one of the first national systems of education in Prussian Germany. We will

then congider the opposing views of Johann Gottlieb Fichte and Wilhelm von

, Humboldt with respect to this problem. Our analysis wil? turn next to the edu-

-

cation of the American citizen as it gan to emerge in'both the early national
period and the later nineteenth c tury movement to establish common schools.
In this area oilr analysis will focus heavily on the ideas of Thomas Jefferson

and Horace Mann. ‘The following section will focus on transcendentalist thought

with respect to the individual and the state, relying heavily on the ideas of

' Ralph Waldo Emerson and Henry David Thoreau. We will then turn to an analysis

of some of the key tenets of classical liheralism and the nineteenth ‘century
political economy which undergirded those views. The next section will‘consider

the changes in the American political economy. from 1890-1920 and the reconstruc-

"tion in philosophy psychology aﬂﬂ education which ensued. We will then sample

three kinds of citizenship programs which have emerged An the 19305 and 1940s,

and finally we will critically examine selected current trends in citizenship
. . : ‘ Lo

education. ) .




I o)
‘ The Prussian System |

At ‘noon on Deqember 13 1807 in an amphitheater of the Berlin Academy of

'_', 1)

_XJSciences, Johann Gottlieb Fichte began his series of fourteen Addresses to the

German\Nation. Thus, began a quiet revolution in Prussia which would, in time,

come’ to have profound consequences, not only for Germany, but for all the
world. Even while Fichte spoke,ﬂFrenchbsoliders_stood guard at the gates ot

the academy. Napoleon had just defeated the frussian‘armies and haddforced

Prussia'tobaccept the humiliating Treaty\of'TilSit,(lSQl) which combelled her -

+ to. support, an occupation ar%y‘of 150,000 soliders and which limited her own
standing army to 42,000 men. The spirft.offa‘rising'German nationalism hung

. heavy in the air as the cogmopolitan views of Lessing; Herder,'Kant, or‘Geothe
¥ seemed to fade_in the aftermath of'war. Even Fichte had»radically sw*ﬁphed
from his clearly cosmopolitan views in '"The Charactersitics of the Present
Age," (1804) to his extreme nﬁtionalistic'pokition in the Addrésses to'the

German Nation, (1807). The time had come for the birth of a new Germany.

Wi(hin the decade Prussia would take the lead in moving from a feudal social

'system to a new national system. This was accomplished under the strenuous

-

leadership. of such men. as Baron von: Stein Wilhelm von Humboldt Fichte and
1 ¥ ! "y
Suvern. ?iming was most important fas Fichte never ceased to ‘remind his fol-

4

. loyers. Out of the medieval ashes ‘would arise the conditionﬁ which would make
possible the new order the new modern state t

While historians have debated the immedinte effects of Fichte's Addressks

to the German Nation, some Placing the entire blame for German nationalism .on

Fichte's "Addresses" and others negating his influence completely, it is per-

haps safest to say that his "Addresses" charted the direction for.a small,

* ’

powerful governihg_liberal.elite, In manf respects he outlined the direction




the elite liberal 1eaders actually took. Under the leadership of Humboldt,
P S
Prussia developed and organized the first national system of educat;LOn.3 As

-

Minidter of Public Instruction, he was furtth responsible for the founding ’
of the University of Berlin and the appointment of Fichte to the chair of
philosophy. The reorganization of‘German educationlhad profound consequences,

as J. W. Burrow aptly put it, "If it was really the Prussian schoolmaster who

+defeated the French n 1870, it was Humboldt who licensed the schoolmaster."®

Under Humboldt, Prussia had moved ahead of most western nations in de-
veloping.an efficient state-run educational system. That same,leadership in-. \

troduced and cultivated the development of Pestalozzian methods of edulation

¢

for the Volkschule. Horace Mann, after visiting these schools in 1843,

-

ecstatically reported; "I never saw a child in tears, nor arraigned at the .

o . o

n5

_ teacher's bar for any:alleged misconduct. German state education, from

the VolkSchule to the G ygna\ium to the German University, had become the t:;r
leading center of educational progress in the nineteenth century. Just why, lﬁ

powever! was such an authoritarian, caste—oriented;society as Prussia using

Y3
¢

"the soft methods of Pestalozzi in their schools? The answer is to be found

in»Fichte's Addresses to the German Nation. There, in hls analysis of the

.bNew Education," Fichte makes the point that the only education that'can ful-
£fi11 the‘true déetiny:of the German peopie which has its roots deeply_imbedded »
in the Teutonic soil is that education which makes a real difference. Only ?f“
that education which not only teaches knowledge, skills and rational canons

of persuasion, but that education which'moldé and shapes the emotions, the )

-t

will and the very, character of the individual would be satisfactory.
: Crucial; here, is the fact that Fichte explicitly criticized the oider ‘

/educatiQn because it pointed out to. the studént thc‘hriéhtﬁ'course~to take

and eaxnestly exhorted him to take it. If heldid not choosc.the "right" be—

,havior, ‘then it was assumed by the old-fashioned educator that the student

e
1




i. had acted on.his own free will’kand therefore, he alone was responsible. ‘Fichte

argued,that the old education was at fault, here, for not paying enougn atten-
: (,'tion to specific behavior and controlled outcomes. The assumption of free will
: " . . ?
on the part.of theiolder educational'system was seen as a>fundamental error.
rIn much the.samevvein as a modern twentietn‘century behavizristipsyChologist,

Fichte afgued“for the clear -shaping of behavior, down to the point of elimi-

nating freedom of choice in its entirety, when hg said;. .
Then, in order to define more clearly the new education which 1 propose,
I should reply that that very recognition of, and reliance upon, free
will in the pupil -is the first mistake of the old system and the clear
confession of its impotence and futility. ~For, by ganfessing that after
all its most powerful efforts the will still r&mair® free, that is,
hesitating undecided between good and evil, it confesses that it is
neit able, nor wishes, nor longs to fashion the will and (since the
latker is the very root of man) man himself, and that it considers

this altogether impossible. On the other hand, the new education must
consist essentially in this, that it completely destrays freedom of

will in the soil .which it undertakes to cultivate, and produces on the
contrary strict necessity in the decisions of the will the opposite be-

, ing impossible. Such a will can henceforth be relied on with confidence
' and certainty. ' : Do s ‘

& e

Thus, the total person must be shaped and molded, his or her personality
” fashioned and his or her "will" disciplined. The end was self development,
in harmony with the development of the prefect state--a perfect state yet to
be unfolded in the hearts .and minds of the young Freedom to be rightlin

that development was the only true freedom. Freedom to be wrong was to fade

'3

away as the real ‘and ideal became one. As Fichte earlier in "Characteristics
of the Present Age“ (1804) put it, "We do indeed desirekfreedom and we ouéﬁt
to desire it; but true reedom can be obtdined only by means of the highest
ooedience to lbw."?-—For Fichteiithe state was a positive actor with its own

law and its own destiny to fulfill. Such a staté, as.- it grows in stren%th,

[

must equalize the status of its citizens. It must do so for the sole purpose

of gaining and mobll[7fng the stxength of :all its thizcns.. As Fichte put it:
" '
A State which constantly seeks to Increase its intcrnal strength is &

forced to 2f3&;e the gradual abBIltion of all privileges and the es-

tablishment-0f equal rights torydil men, 1in order that it, the State

. L 10
. /} . | . ~‘L) "




itself, may enter upon its, true right viz. to apply the whole surplus
power of all its citizens,'without exception, to the furtherance of
its own purposes....8 &

i

S

Here. at the dawn of the modern Germap state, Fichte perceived an important

_tendency in western nation states, i.e., each attempt to equﬁlize rights

" -

usually brought an extension of staﬂe power. From Fichte s perspective, this_

was ultimately all to the good7 He believed the 1l4beral state which heé was

AN f . \Y :
fashioning_would ultimately satisfy the needs for development of all its

peopleQ . Crucial for this development was the need'to‘educationally instill

. '

. '»X" 3 - ‘ . . . B . . X Lo
'the kind of patriotism‘and loyajty whereby the individual would willingly lay

down his life for his country. 4 _‘.d o .//

3

ot

' National education, rightly conceived and effectively employed would
make every citizen a soldier and every soldier a citizen._ As Fichte put. it;
";..th} state posed by us, from the moment that a new generation of youths:
‘had passed through it, would need no‘special’army at all, but would have- in
:them an‘army‘such as'nb’age has yet seen."? The educationgl blueprint which
Fichte laid before the 1eadership of Prussia called forzedUcatdon,offtheff

fOtal;ha“'aﬂd'WOmaﬂaSO as té'PrePare all for national service. Definitéiy'

opposed to a caste system, Fichte insisted on the fullest development of the -

. o . . LEY

talepts of all,,paying attention to the moral intellectual vocational and

-

'physical education of each citizen Did the latter insistence on the equal

¥

opportunity of all to develop their talents to the fullest suggest a demo-

cratic ideal? Some have interpreted it as such.a‘For‘eﬁample,fEdwardNEEisner‘f

s

in\Nationalism and Education: Gince 1789, said,

To educate every individual to-his Eullest possibilities in order
that the state might enjoy the service of such’ unrestricted powers,
--that was Fichte's extremely democratic ideal. Mingled with a
strong patriotic element this democratic ideal seemed to be influen-
tial in the earliest revival of Prussian puh)ic education. 10

+

The question of whether a particular practice in education is or is not

democratic depends, it seems, on a prior question, i.e., to what social end

[PEN
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is the activity directed? One might recall that'Fichte called'for'the exten~
-
sion of equal rights in order ‘to .extend the power of the state to achieve itsv
\ 2 o

"own purposes,'

and Reisnér brings out’ than pqint when he said "o educate

,"every individual to his fullest possibilities that the Btate might enjoy the

service of such unrestricted powers. The end here, was not the- iﬂ‘ividual e
. , gy ; .
but the state, indeed, one might more clearly say a totalt:arian, educational

state. This was Fichte's ideal which he and others sought to implement within

German education. L B R
T It,is striking that'eyen?thLEﬁEhis idéaljwas propounded; and iﬁ\q@ny

ways institutionalized in nineteenth.century Prussian education, the man who

appointed Fichte to his Chair in Philosophy at the University of:Bérlin,

Wilhelm von'Humboldt ~*had propoudded an opposite idea1 only a few years
P ’ | X )
ilearlier in 1792. Upon retiring from active life at the age of 24 to %ulti— .

Cow

. vate his self development Humboldt wrote a classic in western.political

theory called The Limits of State Action.

. -u\ 1‘!. \

In this remarkable essay, Humboldt c1ear1y, concisely and prophéé%cally

sketched the damaging consequences of state authority and power -for human

'freedérﬁgnd hhman development. Combining the analyfic strength of a Kant
with a humanism of a Goethe, Humboldt proceeded to sketch his educational

~ideal. He fiyst argued that the state, itself, has no'transcendenﬁal exis-

tence oc rights, It was merely a .social contrivance- to. provide .for some
common good, a.good.rationaliy determined by individuals. Taking -his. basic

tenets from Kant and the Greek classical tradition of culture, he argued SR
L : ' PN S . T
' that the ideal socilal sysftem occurs when men and women cease to be means” for

e

B . .. N . v ' S r‘
other people's purposes and become "ends in themselves. Furthermore, the
. . Lo
N ' . o
-ideal must hold out the full frecdom for each to develop his talent for his
ror her own purposes. The true end of man Is not to.serve the ‘lmmediate

needs‘oi.the state but ls to dOVOlOp his tnlent, and powerq to their fullest

~

harmgpious developmcnt._ . ESL/

\ . "
. . .
. -, .
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‘The true end of Man, or that which is preScribed by the eternal’and-

- immutable dictates of reason, and not-suggested by vague and transient
desires, is the highest and ‘most harmonious development. of ‘his powers_
to a complete and\consistent whole. Freedom is the first and indis~
pensible condition which the possibility of such a development pre-
"supposeés; but there is besides another essential--intimately. connected
with freedom, it is true--a variety of situations. 11 : :

1f man.was to develop_to his fullest, he needed-freedom within a social

environment thdt-permitsLthat'ﬂevelopment.' The end, -however; must elwaySRd #4 “J*'”
reamin human development. Security of the'state and- community mustﬂbe main— o

" tained. It'would be the duty of each citizen to fulfill those legitimate:
requirements ofﬂsecurity,: Howeverhqumboldt put definite limits on theseva

',

. kinds of activities.

. 7.

”#/l#v The state authority must be limited to protect the community from outside
iettacks ;nd from very limited kinds of dangers to individual freedom which
might arise within the community. Allvimportant was the .need to recognize

vlthat the true end of man was human development and .that very development rests

A

on onevs freédom to choose; Choice is important not only. to sustain moral
. . P Lo

.Y

”ofdernhut, iddeed; human order.' Choice which 1s coerced or even channeled

by "instruction and guidance" inhibits and does not contribute to human free-
‘ n.‘ ) \
, :

dom. and development. "Whatever does not spring from a man's free choice, or

.

.Tismonly-the»tesult of instruction and guidance;idoes not perform it with truly
.human energies, but merely with mechanical exactness "12 Jffv.esurgaw'féééé-
nized this asvvery close‘to what Johh Stuart Mill wrotc some years.later when
he said,‘"One”whose'desireS and impulses are not his own, has no character,

e

no more than a steam-engine has a character."13 The concept of the limited
~state, as explored by Humboldt, presupposes an ideal.of“human_development which

is possible only if and when the individual is free of state interference.
. I therefore deduce, as the natural inference from what has been
argued,. that reason cannot desire for man any other condition. than
that in which each individual not only enjoys the most absolute
freedom of developing himsel( by his own energies, in 'his perfect
individuality, but in which external nature itself.is left unfash-

~ ioned by any human agency, but only receives the impress_given to

51
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it'b _y_each individual and of his own free will), according to the mea—

~sure of his wants and instincts, and restricted 0“1Z.~Z the . Iimits of-

+ his ppwers and his rights. ; a BN T

o From this principle. }t seems to . me, that ‘reason must never retract LA
. _anything except. what is abgolutely necessary ‘It must. therefore be the -
"basis of evéry political. system, and must especially constitutg the: .

starting-point of .the 1nquiry whiah at present claims our attentiop,lﬁ~:&r

v

John Stuart{Mill quoted directly from Humboldt' "The grand leading principle,
towards which every argument hitherto unfolded in these pages directly converges,

is the absolute and essential importance of “human development in its richest.

diversity "15 The state, when it utilizes its powers to coerce, to direct or

‘to guide destroys that possibility While all can plainly see the negative use

J.
.

of law to coerce as clearly limiting human freedom, what is not so clear’ for

' many is the fact that the positive use of state power is also limiting of

human freedom and ultimately is fundamentally destructive of human development.-
The positive state has inherent dangers for freedom anﬁ human development

,"'ﬁIt may endeavor, for instance, to secure its ends directly either L
by coercion or by the inducement of example’ and exhortation, or it . -
may combine all these sources of influence in_ the attempt to shape- 'ﬁ{
the citizen's outward life, and forestall actions contrary to its
intention; or, lastly,/}t may try.to'exercise a sway over his
thoughts and:feelings,”so as to bring his inclinations, even, into
. conformity with its wishes. It is particular ac¢tions: only -that
" come “under political supervision in the first of these cases;. in
T the second the general conduct of life; and, in the last instance,
it is the very character of the citizen, his views, and modes of
thought, which are brought under the influence of State control.l6

Humboldt notes that the thrust of the positive state is not only security but
the achievement of that securlty through the solicitude of thc state fonrthe

.l

positiveuwelfare offits citizens. - The positive state, in fact is a welfare

: \state It is interesting that 1n 1791- 92 when analyzing the progrcssive steps

b}
through which txe state extends its authorlty over its citizenry, HumboTSEﬁw

I virtually outlined the history of the American state. We will return to-this

v

proposition at a later point in the essay.

What, thcn, were the damaging cffects of 'the positive—welfare‘state on:

~ human freedom and development? Flrst,‘su&hja state "invariably produces

.
[



- L L1l
,‘I.‘.u . . .q“ o
TR { . TARn

“Hhational uniformity, and a constrained and unnatural manner of acting nl7 Sec-3
’ A

ond, such a state with its positive institutions ", &tend tq weaken the vitality

of t:he.nat:ion'."18 Third ‘such a ;}a:e invariably destroys'the inner aesthetic»

-

-

choice upon which work and occupations become artistic, human, creative contri-
S :
,

butions. . Foufth, . IR L -

pm,The solicitude of such axktate for the; positive welfare ‘of dts citizens

”hmust futther be harmful {2 that-it has to operate' upon a promiscuous
mass of individualities and berefore doés harm to these - by measures
which cannot meet ind1vidua1 cases. i

n

Finally, such a state .{ghinders the development of Individualityr"zo ‘fhe.

-

.\idea then, of a national education was thus very questionable."- WhileAHum—
.- i it s .
boldt did not deny the benefic1al effects of citizenship participation in the

body pnlitic, he insisted that it must be spontaneously arrived at, not. con—
trived by,state_guidance or-education. Humboldt rejected the notion that the
. P

v
b

' “state should shape its. citizens. He believed there must always remain a

R N Y

diaiectical relationship, indeed, an adversaryreiationship_between man and

s -

<. the.state if freedom is to suryive. .Citizenship education must always be ., ,
= R Aty R N NS RS T Cone Ay e - Al e o .

limited. TIf man is to be free, he must maintain a dynamic interaction’with

a A S v
J y
the state as a free agent. As he put it,

‘Now this interaction always dimini®hes to the extent that the citizen
is trained from childhood ta become a citizen. jCertainly it is bene- "
ficial when the roles of man and citizen coincide as, far as possible; -

. but this’ only occurs when the role of citizen presupposes so few
special qualities that the man may be himself without any sgcrifice;
which is the goal [ have exclusively in mind in this inquif "

.However, the fruitful relationship between ntan and citizen would

wholly cease if the man were sacrificed . to .the citizen. Tor although
the consequences of disharmony would be avolded, still the very object
would be sacrificed which the asso;intion of hpman beings in a com- .
munity was designed to secure. Vrom which I conclude, that the freest .
development of human nature, directed as little as possiblp {o .citizen-
ship, should Always be regrded as of pdramount importance.

From Humboldt's standpolnt agrwell as from John Stuart Mill's, the consequences
~of a national “education which shaped the clvic character of its citizens was

clearly destructive of the first condition upon which human development rested,
. - £ o
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i e., "human 1iberty. n22 Henry Davld Thoreau later amplified this ideal when

"

&,, he - said ﬁThat-government iS'best'whighmgoverns least,...

Ii

" and."That,government

_As beat which governs nd\ at a11 . and, when men” are

Y

epared for it, that will

b fo s
5 ‘,‘ ¥ S ., ’

\\* be the: kind of government which they will have."23 LAt Walden Pond Thoreau, .

v

-,top, qu trying to discover the legitimate limits of organized society on in—

s

R dividual freedom. Humboldt, in a similar vein, :was attempting to thoughtfully

’ 4

assess the limits qf ‘state action’ which were consonant with human freedom and

.
9&.

. development. Milﬁ Humboldt and Emerson would agree with Thoreau, when stand—

ing in the midst of much nationalistic fervor, he advised his fellow couhtry—

. men that they .. should be men first and subjects afterwards It is not

“v

desirable to cultivate a respect for the law, so much as for the right "24
This was Humboldt 8 ideal No one in Prussian Germany up to that time‘

had 80, clearly and succinctly 1aid out the dangers and hazards of the progres—f
ui;s sive extension of"State power - To be sure, Mill and others later followed

(N
t

suit, but it was Humboldt who first had cut the intellectual path Ironically,

}it was Humboldt some years later as Minister of Public Instruction ‘who" imple—
. v gl LN . n‘!‘ 9%, ) . r'l
mented Fichte s educational state”ideas.

~

During thc period 1809 1810 Humholdt instltuted the major educational re—

[

Ty
forms which- created in Prussia the first real state controlled .and financed
fnational Bystem of education in the West State training and cartification of
s tcachers was instituted. C.'A; &ellel, - di ciple of Pestalozzi, was'appointed -
" head of the neijormad School.nt Kontyshcrg. ZCompulsory school attendancel~
'edicts were promulgated as thc financtxl support of puhlic schools was put on-
.. a sound’ footing. Ltficicnt 1dmintqtraLIVC machigery for public inspection

and control of thc schoolq.was croatod : s ministry the Gynasium‘

: o . [} B _
curriculum stlrcorganlzed; Suvern developcd a' proposal for. a single track lad-
. der system of educat fon for Prussta, (rejected in 1819) and finally. the Univer-

2

© gity of Bcrlin'Wus;founded und'bichtv was appgfnted to the Chair of Philosophy.25

N . e




 J.A.R. Marriott and Charles Grant Robertson in The Evolution of Prussia

v‘nre'persua'sive'wheﬁ théy claim that what ‘Scharnhorst did for military reform,

k@ﬁﬁﬂboldt did for Geiman education. They point out, too, the irony in the

" fact thdt 1t was Humboldt who literally instituted Fichte'e educat‘i'onal‘id'eas.26
One might furthe; note that if it is the case that behind the s;écéss of Bis-
marck's victory over France in 1870 stood the ?russian schoolmaster who had
been liceneed by Humboldt, it is even more true that‘behiné the progressive

. paternalism of thé Bipmarckian state, a state which many w1scon§1n progreeéives
at the turn of the centruyvaddpted as their model, stood that same schoolmaster.
As Germhﬁy became: the educational showpléée for nineteentﬁ-éentury_America,

the contradiction between what Humboldt had said in Limits of State Action, 1792,

and what he did as Minister of Public Instruction 1808-1810 remained an enigma.
In theory, Humboldt had laid the intellectual foundation for the classical
liberalism which John Stuart Mill and others developed. ‘Such a theory defined

freedom, a prerequisite for human development, in terms of freedom from state

-

) , t _ 4
interference. In action, however, Humboldt helped create the educational state

which used its power to shape the charactér of 1tszéitizenry in the name of
human development. Thé positive sﬁéte which emerged was the Fichtean state,

a statg-which garried ail the essential ingredients of what became kqown in the
twentieth century as a totalitarian state. o | . ;

Just how might Humboldt have explained this cdntradiction? In the closing

chapter of his essay on the Limits of State Action, he discussed the practical

application of his theory. Pointihg to the fact that there are many true ideas

which wise men would néver attempt to put in practice,27 Humboldt insisted

.

that even though his theory about freedom of the individual and the state was
. ¢

true, by necessity-it could‘nog.be immediately implemented. Why? Because men

were not yet able to receivgighe freedom which the theory suggests.28 Social

upheaval-had to be avoided. Freedom must gradually be extended in such a way

- J




thdt, "...no one at :ny time, or in any way; obtain a right to diepoeé of the
ﬁ‘.‘rs pr goods of aﬁother wit?oﬁt his consent or agéinst his will."29 ”The,

. theory logically requires the extension of freedom while précticél "reality"
rehﬁiree céercion. When one observes the condition of humanity in the real
world, Humboldt surmised, . ' o

...man 18 more disposed to domination‘then freedom; and é‘etruCture L

of dominion not only gldaddens the eye of the master who rears and
protects it, but even its servants are uplifted by the thought that

they are members of a whole, which rise high above the 1ife and o :
etrength of single generatione.30 . i
Before the century was over, Dostoeyski's grand inquisitor would make a similar
... estimate of the human condition when he, too, made the claim that what thé

ST

mass of mankind really needed for their happiness was not freedom but "miracle,

!..vl’:‘? L

mystery and authority."
Built into Humboldt's theory were at least three ways which could permit
him to change his bosition with relative ease from a classical liberal position

1
2

to'g new liberal position, and then to a togalita;ian position. First, the
thréét to state security fromvouteide forces‘couiﬁ»always warrant the expansio;
"of state powers. Secondly, the Very clear distinction between theqr&_and prac-
tice or the ideal and actuality also allowed for state inﬁerventidn. lThis

was the case because the base line Bf-social juéticelwaskinterpreted by Humboldt
as that disfribution of property which existed. 1In caeelof a revolution which
threatened the oﬁnership of property state power could 5e expanded. vLastly,‘

it was clear that in thc end it was Humboldt, the aristocrat under the guise of

the state, who paternalistically doled out freedom to the masses only when and

o’
&

if those masses behaved themselves. 1In practice, it was not the individual lim- -
‘iting his freedom to act by voluntarily giving up his power to the state, but
. rather it was the state giving the individual freedom only wheﬁ he proved him~

self ready for it. In actuality, the power relationship was the opposité of his
2

.thebry.

%
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Humboldt and F chte, at the conception of ‘German national education, had

Y

.liblral. progressive libe d totalitarian theory Each- - view has, at one

.

{;time or another, tended to occup stage of American history .The

‘

) relationship between the atate and the indiv ual throughout American history,

' has not been static, lending itself to easy generalization From the intel—

-

lectual origjrs of the constitutional system there has remained a dynamic tension

1
1

_which prenupposes the individual being is free of the state authority in any
absoluté sense.‘ However,gat various ‘times, especially during times of threat,
';state authority.haslbeen radically 1ncreased, while during periods of'relative

security, state authority has been‘allowed to wane. Over the_ZOO‘years,of

IS
.

‘American constitutional history, however, state authority has grown"farvoutyof

proportion to anything which the constitutional founders would have dreamed.

During this corresponding period, some very limited steps toward greater degrees

" of equality have been taken by certain indiﬁﬂduals, classes and groups.l Equal-

v

ization from the standpoint of sthte instituted'homogenization'shouldlnot be
' confused with the growth or de¢line of freedom on the part of the individual
in relation'to the state. In the latter .case, individual freedom in relationship

*

to the/state in twentieth century America declined appreciably.
" In many ways . the nineteenth century may be characterized as democratic,
while the twentieth century is best characterized ag totalitarian. Throughout

this essay I am using the word totalitarian as that condition under which. the‘

E

state ultimately has power and control over thevtotal life of the individual.

The terms'democratic'and totalitarian are relatively descriptive and should not
S ‘ , . . . .
be taken in this cussion in any absolute sense. The term totalitarian, as
&
used here, should therefore be taken as a bench mark, a point tdward which we

are more or 1ess'approaching. The totalitar;En person in the twentieth century

™ 1s a public person, flexible, with few deepl held convictions, capable of

e
[ ol ot}

~

. f
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;“ff{ adjusting quickly and eaaily to the: conditions which surround hie life. The
jprivate life of such a person is minimal and, his public life is structured by
.a prescribe& set of. alternatives.u In_auch a.cqndition.the growing-power of.
the state is evidenced by the extent to;which thevhureaucratic machinery of
government exercises control in shaping not only the 1ega1 and political views
_ﬂof its citizens, but also the. total life of the individual i.e., his peraon-
ality,.his moral character, his feelings as well as his will to behave. The |
totalitaffhn person,.in this respect, is alFichtean—Spartan who ultimately.
loses his freedom to be wrong. The Spartan ideal of citizenship was perhaps.-
no better put then when Rousaeau, in the EEilE’ recounted the story of a gbartan

;

mother who just lost her sons in battle: ‘ 4 -

‘A Spartan mother had five sons with the army; A Helot)arrived o _,,é?-‘

- trembling she asked his news. 'Your five sons are slain. 'Vile
slave, was that what I asked thee?' 'We have won the victory,' She

hastened to the. .temple to render thanks to the gods. That was a
citizen 31

Theidialectical tension which existed between the Athenian ideal'of Hum~

boldt as expressed in Limits of State Action and the Spartan ideal "as expreaaed’

in Fichte's Addresses‘tg.the German Nation delineate§ the intellectual para-

_meters through which much of the education of the American citizen will be his-

torically analyzed.

<
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The American System
The American colonialists who convened in the hot sunmer of 1787 to write
~
the Constitution of the United States did so after a series of frustrating

years of experience under. the government. of the Articles of Confederation. For
those political and economic leaders who met in the Constitutional Convention,
the government, under the Articles, was: clearly inadequate.‘ It failed to make

. possible what Hnmboldt-spoke of as '"social justice.” Private property and the

developing commercial interests were not well protected. The use of the state

'power to'protedt commercial interests was not new to'the colonialist. fUnder
English rule they had a long experience with the merchant state. Theiievolution
against that rule which had occurred was no. a revolution against the idea of’ -
.the merchant-state, but rather a revolutio against‘particular kinds of restric-
tions which would inhibit'commercial development in the colonies. With that
kind of experience behind them, it was understandable why the colonies were re-—
'luctant to extend power to a central government.YNOnly after the threat of a
social—economic revolution had occurred in the form of Shay's Rebellion (1786) ~
did they begin to fashion a stronger national government. Throughout the new
rnational period there existed a continuing distrust of centralized- national

power and authority. The - .vidual was viewed as a creature of God governed

by natural laws and rights. Government was most often perceived as a necessary
hexpedient, limited to function only within the realm of delegated authority.

The Constitution, with its principle of separation of powers, and the federal
system, with the division of powers between the state and’ federal system, attest"
to this sense of limited authority. ‘

Even here, however, for some the creation of a federal government was too

much. Upon returning from his ambassadorship in Paris in 1789, Thomas Jefferson

J
2
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-characterized the accomplishments of the Constitutionad Conventfon as the

e 'vwork of a "den of demagogues. The‘principles of the Declaration of Indepen-.

dencc which emphasized fian's rights, he believed had been blocked by the
creation of a new federalauthor'lty._32 Opposition to the Constitution was 80
strong that it took a tacit agreement on the part of,its propOnents to'supportV

‘a series of amendments which would qxplicitly protect the individual citizen

)
o

against the newly'delegated powers of the federalvgovernment. Thus, the first

Ten Amendments were created and passed within ‘a short time after the Constitution

4

went into‘effect. Jefferson's opposition to thepekpansioﬁ of federal pawer

came from his belief that ultimately the individual's freedom is best protected
. - /.

by,

P

. « .making himself -the. depository of the powers respecting himself

so far as he is competent to them, and delegating only what 1is beyond

his competence, by a synthetical précess, ‘;o higher and higher orders

of functionaries, so as to trust fewer an& .fewer powers in proportion

asg . the trustees become more and more oligarchical 33 . Ty

Sovereignty rested with the people.f For Jefferson, government was a negessary
expedient which was created by the people to. protect their rightsvfrom both
external and internal threat. Government authority was to be used to provide
¢’ the minimal condition under which human freedom might be exercised. Jefferson s
ideal man was a free landedfyeoman."He knew that one of the key factors which
. lincited.the revolution was the English restrictions onvland“development in_the

. : A4
~West; he also believed that American'historical destiny, at-least fgf’the next

century, was going to be tied to land speculation in the. Westag _éﬁfeared the‘

age of industrialization which’ would bring great cities in its train, as he put

it "The mobs of great cities add just stmueh to the support of pure goverhment, as

34

sores do to the strength of the human body." Jefferson was in touch with some of

the key developments‘of his age. He knew the significance of the workplace in the

education of men and women but he olearlyﬂmissed theﬂearly beginnings of a

4




'geaerating"force which was to profoundly shape‘his country's future, i.e., in-
‘ldustrialiaation. He belieVEd a gound democ¢ratic republic could survive only if
'itfreuainedjagrarian, ;where the individual;miéht remain freg.‘ | h
Althéugh it isrthe case‘that Jefferson did not argue for a national systeh ;

.of education and the Constitution does not mention the .word educatien, thus reserv-
'ling the power of education to the states or the people by virtue of the Tenth .__' 'M’/i-
'Amendment, it also is the case: that in a brpader senge Jefferson tied the idea

of a democratic republic with the idea of education, For Jefferson'the‘idea of.
education for all people, except blacks,35 was: the key to the survival of the

republic{ Two things were essential: freedom of the press and a free education;

-

) T, . ‘A . ' . ’
The citizen must have free access of information and he must have the education

which makes it possible to interpret that information and act'upon it,.as he

u36 The '

said, "Where the press is free and‘evFry man able to read, all‘is safe.
citizen.must beveducated so as to ". . ;recognize tyranny ‘and be able to'reVolsg
against it." Jefferson uas a revolutionary who believed that "The tree of liberty .
~ must be watered frqm time to time with the blood of tyrannts.' n37 The r;ght of
‘the citizen to ‘take up arms.against his goyernment, if and when that government
became tyrannical, was a well established‘principle uith all the constitutional
framers.
Jeffersoq also believed that every generation must write its own Constitu-
tion. .What kind of education was necessary to prepare people to recognize tyranny
- and be able to revolt against it7 In his "Bill for the More General Diffusion
3& Knowledge,. (1779) Jefferson éalled for the creation of a public system of
schools38 in Virginian The system vhich he proposed provided schooling at public
'-'expense for all free children, male’ and female residents ",_. .within a district
for a term of three years. Beyond that, a limited number of thg best were to
be "raked from the rubbish annually" to go on at public expengse to a classical
secondary school and then on to the’university. Those whg”could- afford it‘coulde. -
S S
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" attend whateder school they_ chose. 7fhe teacher in the district schools were -
. : e

to be 1nspected for competency and expected to take aﬂloyalty oath ‘to the
v

',commonwealth 39 What kind of curriculum did "Jefferson propose? ,lt was essen-—

i

tially ‘a reading, writing and arithmetic curriculum with a didactic history

. i
)

of the roots of the new nation. In Jefferson 8 view, literacy, arithmetic and

fstory taught by loyal teachers for three years was S“ffi°1e“t for basic C1ti—

g

ﬂgnship_education in‘order tolrecognize tyranny and be able to revolt against

'it. In retrospect, this.seems naive,'indeed but something is left out. ¥’

2 !
JeffersOn ‘8 educational views were primarily directed at the citizen obtaining

the” necessary skills by which he could interpret informstion and recognize his .

‘ ’
.

own self interest. It presumed thatlonce the-citizen had these skills he would
develop and grow as a féee person ag he. participated in théfcommunity, .This
education placed the emphasis not on specific behavior but on the prior)con—‘
ditions, the tools by which the individual exercises his choice, his freedom.
There were 1imits. however. The loyalty oathsg for teacheﬁ! were one example

of such a limit, another example was Jefferson 8 over—ordinate concern for the

ideological nature of the tex:\bok which was to be used in his favorite subjecy,

‘political science, at his favorite institution of higher learning, the University

of Virginia.40 In a letter to Joseph C. Cabell (1825) hevcautioned about the

attractiveness of possible "heresies being taught" which ran counter to the in-

4
+

terest of the State of girginia and the United States.41 efferson s concerns,
here, seem similar to much of the twentieth century concerns of the Daughters of

the American Revolution and the Amerlc;h Legion in regard to their fears about

!

the teaching of communism as a "viable" alternative. In the‘first quarter of

‘t
4

" the .nineteenth century, ‘at his own Univefsity of Virgﬂhia, Jefferson argued that

knowledge must be controlled so as to protect the interest of the state. He was -

-

not saying tren, as he had earlier in "Bill for Establishing Freedom;" -

Pal

to
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N . .that truth is great and will prevail if left to herse1f° that
Va ghe is the proper and sufficient antagonist: to error, and has nothing
to fear from the conflict unless by human interposition disarmed of
her weapons, free argument and debate; errors ceasing to be danger—'
. ous when it is permitted freely to ‘contradict theg‘ﬁz .

¢

<Jefferson had cleérly reached the point in his thinking of conceiving of the

» “

security of . the secular state as more'important than the security of the re-
ligious,state,-or Church., Freedom in religious matters should be exercised

more fully. In such matters truth_should be left to find its own course. Free—
.dom in political matters, however was not quite the same.. The very term "heresy

was now used by Jefferson in terms of the state rather: than in terms: of religion.

v
-,

Treason would be’ defined as an overt act against the United States;in the'

presence of two witnesses. The death penalty would be exercised by the state
agalnst ﬁhose who would commit treason. It should be clear that. in the secular
v state of the twentieth century punishment of the religiOus heretic is unaccept;.
”able, while punishment of the political heretic is quite acceptable. We have

not, in this*sense, extended our freedom, but merely chaﬁged our loyalties.

Jefferson '8 remarks, here, are pivotal because they indeed reflect the beginnings

of the rising tide of the secular state and its loyalty requirements. Jefferson s

"Bill for'Diffusion of Knowledge" is’ important not because. it was instituted in

fact it was rejected but because it reflects what Jefferson as a knowledgeable,

influential leader of his times thought was the role of the state in the education

of the citizen.

While there were various reasons for the rejection of Jefferson's proposal,
it should be unders::od that the tradition of private tutorial training of the

w

elite, nourished and sustained by a slave culture, a culture which Jefferson
"still supported to the end, albiet, reluctantly,43 stood in the way of the de-
velopment of a public system of education in Virginia and much of the South.

S

This was, of course,'not the case for New England, the'Middle States, and the

(g
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rn;;grnewly'emerging territories. ’In these areas the pattern of public schooling

gradually emerged and by the third decade of the nineteenth century was T!Trty'

‘”well eBtablished. Aside from the South, state laws were,passed which exercised

1]

not only the right of the state to sJ’port schools, but to control them as “ \\.-

0

public institutions. Public-schoolﬁgs a form,offeducatioJ emerged in the first

. 2 ' Mg £ \
LI ’ Lo UV W . . . A

7 half of the nineteenth century.. :

-

,\.v

~ What, then, was taught in - these communi;y schools emerging into public;

;h status?. *ith respect to approach, they wereeprimarily didactic, emphasizing
the three r' 8 with a heavy slant toward ‘moral and social values. The strong
feelings*of nationalism were reflected-in the school curriculum as America
;emerged in this period as a new nation. AlOngside the Bible and;the‘LordYs

_ ﬁrayer camé the patriotic, symholic practices designed to‘produce loyalty.. Even
the children S readers changed for example, R.. Freeman Butts study’of{the New
England Primer over the period from l702 through 1825 was illustrative. The.
one couplet which remained constant was "In Adam s Fall we sinned all.™ 6ther
couplets clearly reflected the rising influence of the nationaliptic fervor in‘

_the schooLs.‘ For example,fin the 1727 Primerdone could read "Our King the
good No man ofuBlood;" In l79l that couplet was changed‘to readr"Kings should
be good. ‘Not Men of bloodl" and 1in 1797, "The British King'lost States thirteen."

‘ As the nationalistic fervor mounted, that couplet‘was changed in 1819 to read |
"Kings and Queens Lie in the dust," and finally in 1825 to "Queens-and’Kings‘are

L,gaudy_-thingé." As Butts correctly notes, we had moved from a God to demos‘when
the couplet "Whales in the Sea'God's voice obey'" was replaced:in 1800 with "Great
Washington brave- h?& country did save.' nhh |

- The key curricular instruments of nineteenth and twentieth centdries were .
textbooks. However; they were even more- important for ea:ly nineteenth century.

Before the'graded school concept emerged, one determined one's place in school

by the book he or she was reading. Each of these books, in a variety of ways,

- s
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dacfically set forth series of values which reflected the major intereats and
vmqrea df‘the larger culture.hs For' example, if ‘one read Noah webster ‘8 Blueback
. Speller, oné. learned that "idleness will bring thee to poverty, but by industry

ﬂpnd.Prudenee thou shalt be filled with bread " \ D scipline too, was important, .,v‘_\ l

‘. '88s one reads further, "The rod and_re‘prégf‘give. isdom,'but a child left to

< .

&

o~ i A '

himself bringeth his parents to shame." Within that same-spellinggbogk'coufd ,;;1 '

‘be fonnd advice with respect ;to aqciAIHEexual relatibns. For example, under

R . v : .
A ] . . . IR
1 . . - EORA

the/capfion~"Advise'to young men," one can read, , 1 B e

’ l' Is a woman devoted to dress and amuseﬁent? ‘1s she deliéhted with her °

own beauty? Is she given to much talking and loud laughter? If her
feet abide not at home, and her eyes rove with boldness on the faces

'+ of men - turn thy feet from her, and suffer not thy heart to be en-
‘snared by thy fanCy.

B

, 4 ,
If one turna_the'page,;dpe could réad, "Advice to young women:" '

- -Listen to.no soft pursuasion, till a long,acquaintance and a steady,
respectful conduct/have given thee proof of the pure attachment and
honourable views of thy lover. ,Is thy suitor addicted to low vices?
is he profane? "1s he a gambler‘7 a tipler? a spendthrift? a haunter
of taverns? has he lived in idleness and pleasure? has he acquired

..a contempt for thy sex in vile company? and above all, is he a
scoffer at religion? Banish such a man from thy presence, his heart
is false, and his hand would lead thee to wretchedness and ruin. 46

-

Noah Webster clearly intended to teach more than spelling. The values-of the

age were imbedded. in the textbooks as well as in the teacher's manuals.

¢

Barbara Berman's comprehensive analysis of the major teacliing manuals for

- N 47 v
the nineteenth century Common School, / shows that the central values were

those which place a high degree of emphasié on soclal-economic conformityvand

loyalty to a practicality-oriented business kind of culture. In 1887, A., C.

“

. Mason perhaps best characterized this thrust of the common school when he said,

A school is a business institution created for specific purposes. ‘It
should be conducted in all of its management upon the principles of
business. Its business is to assist, as being one of the many corpor-
ations created and fostered by the state, in increasing the wealth by
increasing the productive power of the state. . . .Intelligent economy
does not require that our system cost’ less, but that 1t produce more.

. . .To keep the imp of mischief away, Put the angel of‘business on

guard.
o
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,_Whether otie- lookd ‘at the textbooks the students vere using in the “cofmmon schoor

““the - teacher 8 manuals that were used in directing the teacher s efforts, the :
(

~récollections of adults about their school days,' or the variety of public

4statements by leadtng educational reformers of the day, the common school did -

ot .,

not 80 much emphasize intellectual virtue as it did c0nforming social and economic

i‘values. Daniel Webster defined pubiic education as a wise and liberal system

'of police, by which prOperty, and life, and the peace of society are secured. "49

The Common School Reform Movement, (1839-1848) led by Hora Mann, took’

as its central focus, the teaching of the common values of American society

»

Reacting to the g!cial, ‘religious, - ethnic and economiC'conflict of the times;
‘Mann effectively argued for school reform and the extension of ‘state authority
in education. Universal‘public education,'he.argued;,could Americanize the new A
Catholi%,'lrish immigrant who .had been under-sellingignd displacing native

laborers}//ln so doing, soclal peace might be secured,
Education, then, beyond all other devices of human origin, is the
great equalizer of the conditions of men - the balance-wheel of the
social machinery. I do not here mean that it so elevates the soclal
nature as to make men disdain and abhor the oppression of their
fellow-men. This idea pertains to another of its attributes. But
I mean that it gives each man the independence and'th means, by .
which he can resist the selfishness of other men. pes better
than to disarm the poor of thelr hostility towards the rich; it
prevents being poor. ‘

Mann believed education would become the soclal safety valve of the American

nation. He rejected the revolutionary notion that "some people are poor

-because others are rich. "51, The-point, he argued, was not to redistribute the

wealth, but™allow thelpoor to become property owners, participate in the -
economy by becoming educated and gain the ability, thereby, to increase their

‘ wealth. The solution for the maldistribution of wealth was not to redistribute

5 -

it, but to create the conditions which would increase it. An expanding gross

J

national product stimulated by education, he surmised, would prevent.social’

revolution. Horace Mann, in his twelfth Annual Report (1848) had succintly .

0o
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anllyzed the eocial-economic ratiOnale by which propertied interest would come
. . "’ﬂ . * .‘ . , . d /‘.. .o B

to qupport public education throughout the nineteenth and twentieth centuries. S

_ Public education could thus protect property against the possibility of social a
nupheaval. ST e : ”‘*'.‘ . ,-" : , '
C ) N
From John Locke 8 standpoint, thi§ was the first major function of the '
state. A second function would be to protect one 8 1iberties. This Mann
: Q

believed was to be achieved ™ teaching the new immigrants to become American S

5
citizens, 2 by teaching not only patriotic history, but to teach abdut the

political structure of the new constitutional system., Care had to be takenb

" Mann pointed out. that while constitutional principles were to be taught

"political proselytism' ought not become.the function of the school.53 The

/
vcommon school was to be a school which taught the common elements of American

culture, ‘the common political, moral and economic’ principles with which all 0

could agree. ThHe school might then_provide the common ground, the "balance
- wheel," the steadying influence which could help unify a community which had

80" clearly been fractured by the influx of the Irish immigrants.

The idea of the common school developed by Mann carried with it the idea \

}
t

that the one primary function of the school was to produce a common citizen.
Just how were the common features of that citfizenship to be determined? They
were to be determird on the basis of community agreement. Mann argued that
the school ought to teach only those political principles upon which-the com-
o ] _ o

munity agrees  and not treat those issues which divide the community. Contro-
versial issues were not to be treated in the school. Common school teachers
must avoid controversial 1issues, as Mann pointed'out,

But when the teacher, in the course of his lessons or lectures on

fundamental law, arrives at a controverted text, he is either to

read it without comment or remark; or, at most, he 1s only to say .
Ve that the passage 1s the subject of disputation, and that the school-

room is neither the tribunal to adJudicate, nor the forum to dis-
—cuss 1it. :

_? . r_\ P
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'rhi‘function of EMOmmon achool was: \o serve as an instrument of the com-

munity, teaching only those principles upon which. all collectively agreed. The
| ’ﬁr?fﬂli 6f“the'school was, so'prescribed.:ﬁ N
4 ‘} s
Mann took essentially the aame Bt%rd with regard to moral. and religious

A r~ A i - e

. education as he took aﬂﬁolitical eddq(ation.‘ A common morality, based on

v

the common elements of all religions wa#,to be inculcated.j Just what text wag
- vi.,’} ~ .

»1' x
\ 'to be used to teach. that common teligioﬁ,and how was it to- ‘be taught without

producing conflict? The answer Was the Kible. ggﬁ King James version of the

& .
New Testament was to be read .daily. It das to be read without comment. Re-

. . w o i .
ligious conflict, he believed, could thus be avolded; Of course it was not. -

s%?le Teading was, itself, a Protestant.practice using a Proteatant Bible.55

When ohe reviews the actual common school reading texts of the nineteenth cen-

tury, it becomes clear that explicit anti—Roman Catholic material was being

(

used.. The common moral basis of the cOmmon school was basically w:ite, Pro-
testant and Anglo Saxon. -.The emergénceloffthe private, parochial system of ' .
Church related schools developed 1in the nineteenth century primarily as a re~

action,to this kind of common school socialization.

H V

Id the 'area -of political education of the American citizen the thrust of
. the common school practice tended to emphasize patriptic history ipcluding know—
ledge ahoutdthe constitutiona] system. Much of thesinstruction was didactic,
highly moralistic, exhorting the child‘to behave according to théfpractical

temper'of thé gommunity;

In many ways, the education of the citizel!in relationship to the state was

a limited education. It was limited not only by eliminating controversial issues

v?'\ 7
from the schools, but also by the overall perspective of t“e educated citizen
.9

whose view of ﬂhe educational functlon of the state was limited by a classical

W€

educational idepl!which even as a remnant serued as a counter conception to the

B ' 0o
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dqvelppment, as contrasted to State development, as the ultimate-end. 1ne
claagical gducational ideal of the orator, the courtier, the well-rounded man,
the gentlehan ané"thé liberally educated person was aimed at the creation of
a free person.
Even though tﬂroughout the history of fhe West that ideal was adjusted and
éompromised to make way for the political realities of power wielded by the
Churéh or the state, it still Servedﬂ at times, to check the absbluge authority
of each. One might further note that not only the classical tradition, but the
Judeo-Christlan ;eligious tradition, at rimés, hnS~tcndcd to serve as a check
on tﬂe growth of the notion that the state is or should be absolute. Botﬁn
tradifioné have served to do so not pnly by offeriﬁg competing alternative
instltutional loyaltiecs n; wcli as competing alternative ultimate ends for
existence, but 1n6rtql111\;)orcantly, laot‘:h provided the ideological ;infrastrllct;ures
which undergirded‘the }den of a free person. Ccntrél to both wés a conception
of human nature which assumed a mind body dualism. A strong case can be made
b
that much of the intelleetual basis of Treedom in the western tradition rested
on a‘ dualism which permeated the classieal Jllﬁlc()—(‘.lwisti:\11 0011c¢ptlon of human
nature ‘and the soc ial order, It is not an aeeident that with ‘t‘h(‘. rise.of the-
compul sory state In the l\J\‘nt/i(-th century not outy the inst i,l‘Il(t ional power of |
classical Judeo-Chriag fans el i\ntn a4 cteep deeline, but the l(l(:(»l_()g',i.(;,:\l_ ex— .
pression of that view ot Tite was chal Lenged and eftfectivety (l[.‘ik‘..‘l‘i'(l(”(l by the
' . - 3
dominant cducatfonal philosophers and retovmers of the twenticeth century.

In the nineteentl century, then, the notion of Himited state action was

very much altfve. A caveat should beenterved heveo This fdea of "tlmlrs™ Ts

v .

relative to what took place in the o catieth century, i.o., America never dld
. e

have a truly talases—-taive politieal coonomy. The Amerlean pove rnment. as it

funcetfoned from the very counst itut fonal beointiings was a merehint gtate which

.
R4



remployed>it8 power~€6 enhance certain kinds .of economic development. The his-

tory of western land speculation, railroad subsidies, as well as tariff pplicies
: _ : >
attest to this phenomena. What we are Qiscussing, then, i1s a conception of

stdte that had some characteristics of aFHumboldt ideal. These characteristics

were prggressively eroded away and replaced in the twentieth century by a more

_ Fichtean ideal. The-ideal of the individual as an independent, free man, in

: AR
. PRl T .
juxtaposition to state government, remained alive in the nirfete@nth century.

That ideal was repeatedly expressed by the transcendentalist thinkers.

» o\
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The Transcendentalilsts

~

Emerson, Thoreau and other nineteenth CenturyvEfanscendentalists pro-
jected a view'of_man in rélationship to society and government as fundamentally
similar>tq that which*Humbqldf had delikeéted. Just as Humboldt pointed out
that the actions of governﬁent ought to be kept to a minimum because every

. action taken subtracts fromnman's freedom, which in turn reduces his chance
to develop himself, so too, Emerson, in his oft quoted essay on "Self—Reliance,"

argued,

Soclety everywhere is in conspiracy against the manhood of every one
‘of its members. * Soclety is a joint-stock company, in which the mem-
bers agree, for the better securing of his bread to each shareholder,
to surrender the liberty and culture of the eater. The virtue in

most request is conformity. Self-reliance is its aversion. It loves
not realities and creators but names and customs. Whoso would be a

" man, must be a nonconformist. He who would gather immortal palms must
not be hindered by the name of goodness but must explore 1if 1t be good-
ness.  Nothing is at last sacred but the integrity of your own mind. 56

The transcendentalists vepeatedly. warned mankind of the hazardous course of the
developing industrial age. While in one sense, Thoreau warned that "men have

v

: . . . .
nothing to fear but fear itself”' he also warned that the next age must fear

"the age of the organization man.'" Goavernment and social institutions were
| o i N
expedlénts.  The most {mportant value was that which respected the integrity
H : .
of humin life.  The key, here, was frecdom to be, to develop, to become a
. . . [
person.  "Be a man first and a citizen only in one's twilight hours.”” Men

became enslaved not onlv by other men, but by things. In such a fas;hion'they

enslave themselves. 14:::1\(<=:unnx1\ tor treedom carried him to Walden Pond

where he explored the shackles that he, himselt, soclety, and things had forged

on his soul. Thoreau and Fmerson, as many twentieth century existentallists,
l ’ '

looked into the depths of theiv souls and tound an fndividual basis of freedom.
Ul(’l,m;l(_(‘.ly the Iudividual chooses to contform to socicty. Heor she can

choose in tHose same terms not to conform. Mohandas K. Gandhl once sald that

\
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the greatest Amerjean literacy classic ever written was Thoreau's "Civil Dis--
-'.;m .

obe@ience." Thareau recognized, as Jefferson had realized, that no state should

be allowed the spurious and dangerous unconditional loyalty of its citizens.

Revolution, indeed bloody revolution, must be keB; an open option if men are to
be kept free. The individual must always stand ready to resist the state. As

Jefferson put it in 1787, in a letter to William S. Smith; "What country can

_ preserve its liberties 1if its rulers are not warned from time to time that this

o .
37 And Thoreau argued, the citizen's

peopiq éfeserve the spirit of resistance?"

»

first priority must be to be true to one's self. The good citizen was not the

\

man or woman who dutifully followed the majority rule, but rather the man or

woman .who followed, his or her conscience. "I think that we should be men first,

and subjects afterwards. 1t 1s not desirable to cultivate a respect for the law,
. S

TE
so much as for the right.” 8\}'l'horeau's view that the first duty of % citizen

1s to respect '"the right" reverberated in the lives of such twentieth century

- leaders as Gandhi and Martin Luther King. Thoreau pointed out'tﬁat thﬁ'feally

"gocd" citizen is not the one who blindly says my countryyrighf’or wrong, but
¥

rather ils the citizen who has both the will and courage to resist the state when

it is wrong. One cannot help but reflect on the Eichmann and Mylal trials when

:
on¢ reads: \ L
Visit the Navy-Yard, and behold a mariwme, such a man as an American
government can make, or suchls it can make a man with its black arts -

a mere shadow and reminiscence of humanity, a man laid out alive and
standing, and already, as one may say, buried under arms with funeral
accompaniments, thpuy,h Lt may be, - ' M

"Not a drum was heard, not a funeral note,
As his corse to the rampart we hurried;
Not a* sold'ter discharged his farewell shot )
O'er fthe grave where our hero was buriled." ‘ ~

“‘Lr T~

The mass of n‘u'n gorve the state thus, not as men malntv, but as machines,
with their bodtea. They are the standing armv, and the mititia, jatilers,
(f(‘llﬂ((‘.(lh‘l‘.:s. posse comS baber, ete. In mosit cases there s no free ox-
erclase whatever of the Judgment or of the moral sense; but they put
t hemselves on a level with wood and carth aud stones; and wooden men can
perhapy’ be manufactured that will serve the purpose as well.  Sugh command
no more respect than men of straw or a lump of dirt. ‘They have tl}e same

,

i ' T
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sort of worth only as horses and dogs. Yet such as these even

are commonly esteemed good citizens. Others - as most legis-

latora, politicians, lawyers, ministers, and office-holders -

serve the state chiefly with their heads; and, as they rarely

make any moral distinctions, they are as likely to serve the

‘devil, without iIntending it, as God. A very few - as heroes,

patriots, martyrs, reformers in the great sense, and men - /’
serve the state with their consciences also, and 80 necessarily

resist it for the most part; and they are commonly treated as

enemies by it. 59 . : o :

While some might claim that this was sheer anarchial individualism, it
should ‘be clear that Thoreau was not advocating chaos. The transcendentalists
: N (] .
of the nineteenth century appealed to a higher law then that which was prom-

S

‘ulagated by the state. In so doing, they reflected that dualistic sense

of reality which had served - intellectually at least to muintain the freedom

<

of the individual against the encroachment of ‘the state. Even as Thoreau
studied himself and hiq Efecdom at Walden Pond, he noted ominously how the
sounds of the locomotive disturbed chf 1dyllic peace and tranquilit‘.Pf his

natural environment. It was,,igﬂ;j';‘the machine and the machine culture it
\‘ . K '.}i 3 -

required that profoundly shape@J 2 iny’ of America in the coming decades.

N

5

The Political Economy and School Reform
- . 1890 - 1930

BY 1900 only 10% of American ’youth l4-17 attended a secondary school. Fifty
years later approximately 90% of that age group were in secondary schools. The
‘massive system of échoollhu which Qventunlly put upwards of one-third of the.

. ?""

population in school was cconomically based, to a large extent, on the rising

development of corporations which ruaLvd the kind of productive systems which

profoundly shaped American Life. The phenomenal growth of the corporation was

critlcal In establisbing the mass systewm of American production, distribution

and consumption Iin the twenticth century. Charles Forcey points out that, '»"l'.n
P‘},‘
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1897 the total capitalization of all corporations indﬁyidually valued at a
million dollars or more came to only 170 millions. Three yéérs later the same
figure for alvcapitalization stood at five billions, and in 1904 at over

n60

twenty billiong. Massive accumulation of capital was now employed to

underwrite<ghe creation of mass production'systems. . ¢

As Lawrence Cremin in fhe Transformation of the Schools, correctly points
out, it was, 1indeed, industrialization, urbanizationland immigration Which weré'7‘
the central problems of the era from 1890 to 1930. The?political pr;gréssive's
solution to these problems was found in ghe~ﬁotion of tﬁe regulatory étate. This
concept of the state as it was fashioned by such Wisconsin progres;ives as Ely,
Commons and LaFollette, and later instituted by the national goverﬁment, was,
itself, historically rooted in the patgrnalistic Bismarckian state which UFil-
1zed government to rationalize and regulate the political-social economy. Be-
hind that stage was the Prussian schoolmaste?, certified as we have earlier
noted, b? Humboldt. : ' _ v

The Wisconsin idea as expressed in progrcésive 1egislqtion was modeled after
its German counterpart. ‘“The corporate liberal étate)yhich thué emerged in America
was as the Bismarckian state designed to prevent major conflict between funda--

mental competing cconomic and social interests. Along with it came the use of

the state not only as a regulatory agency, but as a protective welfare agency

which, in.excrelsing its autfority, extended fts compulsory authority to cvery

realm of 1life from production to consumption. The larger corporations and larger
unions found it to thelr financial advantage to support larger governmental

. 61 L
authority in many areas of life. Ihat same compulsory state authority which
digulated commerce also came to be used to regulate drugs, aleohol, tobacco, food,
clothing, work, Llefsure tjime, communications, newd, knowledge, research, as well

as medicine, ehild labor, cducation and social welfare.  The concept of the reg-

ulatory 1iberal state could readlly evolve into the concept of the totalitarian
b

I
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'state in the' twentieth Centur§~ The logic was almost inexorable. The control

and management of" mass production ultimately required the control and manage-

ment of mass consumption.

. The new mass production industries concentrated in the industrial centers -

o -

of the North required the influx of the last great wave of immigrants: from
Southeastern Europe. American life was thus rapidly'being changed not>on1y

by industrialization, but by urbanization and immigration as well. .On' qf this

coﬁplexf%ilieu evelved the demands.for a new education,:and ;ndeed, a reinrensi—
fied concern for educating the citizen and Aﬁericanizing tne immigrant. |

In a study of the urban school systems in the dnited States between 1690‘ .

- : B

and 1920 drawn mainly -from school surveys, school board and superintendent
reports, Paul Violas found a close correlation between thégsettlement house

movement, the development of vocational education and.the varlety of attempts

‘to Americanize the new immigrants™and their children.62 "Violas podnts out,

with R. H. Wiebe in his Search for/Order, that .the domimant public ingzitutionbgoal

of the period was a very real quest for order.and stabilityﬁ Within that con-

. e

text Violas sugfgsts that the Americanization process was complex, invoiving

differing approaches to the problem. Broadly, he points to three major responses:

First, were the exclusionists.who sought to not only limit immigration restric—
tion, but to use those restrictions so as to diseriminate against certnin raéinl
and ethnic’ groups; second were rhe n351m11Qtlonists who attempted to Americanrze
the immigrant; and lnstl; were the cultural pluralists who thought of American
citizenship in terms of a confederation nf_many ethnically different natipnalities.

’

Although many of the cxcanionistn justified their discrimination against certain

:.iFOUpH on the grounds thabt certain races and yproups are dif ferent, if not Lmpossible

O

to assimilhte, those who thought in terms of assimllation were not all of one
o>

.

mind. As Violas points out, some were fnterested mafuly in "erase and color.”

RIC
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In other words they wished to eliminate the laﬁguage and‘tfaditi6hs of ethnic

. ) ' ' = . ‘ 2\ . o
origins as quickly as possible and replace them with both the English language
and the Anglo—Saxgn American traditions ‘Evidence for this-positibn can be

found not only in the curricular programs of the schools but also the state

legislation which attempted to outlaw the use of foreign language 1in t)e p blic

school.

There were still'oﬁhers who insisted that one must Fecognize the COntfibq—
tion that the iﬁmigrant culture could make toward enriching Américan culture
" by encouraging a measure of ethnic diversity, but yet develop the immigrant's
.sénse of loyalty, to the United States. John Q)ewey64 and Jane Addams65 gpth

called for "democratic participation' within the system so as to gain the im-
. . : %

migr#ntis\loyalty. A third position of cultural pluraliém as enunciated by*
Horace Kalien éﬁlléd for a lOOSglconfederation of fairly independent an?
funﬂameﬁtally diverse.éthnic groups. ' Needless to say, the,lattef did not
become the mainstream. |

- By and largé, the "demdcratic participation' emphasis as stressed by Dewey,
¢ " | ' .
Addams and others usually implied a very different meaning for both words than

are usﬁally attributed toNhem. Traditionally, the word democratic meant "rule

3

by the people.” In this sense 1t mainly implied the holding and exercise of -

- . political\power. The new meaning of democracy., as developed by Dewey and Addams,

stressed . not so much the holding and us¢ of real power, but rather the psycho-

social effect of participatlon and ity effect on cooperative community building.
While we will analyze this conception of democracy at a later point, Violas ‘

shows how this idea of "democratic participation'" was applied in the settlement
. ; pp _

houses and settlement clubs so as to manipulate and shape the character of the

child in order to meet his "individual needs, In order'to meet those needs a

presumpt ion was usually made, atbiet an arropant one, which supgests that
\ .

edicators know what cach child needs because they know each child's future destiny.
[ BN
LN




Starting with that assumption, the child is "tracked" and 'guided" along the
. educational path the educator has determined. Repeatedly'one is- reminded that
this 1is all done in the name of /"meeting individual differences," "learning by '

doing, relevant" éducation, and indeed, being 'practical." As Violas analyzed

the settlement house, he said, .
| Residents'felt'thég €hey could provide the best 'education for life'

by trainming the chilﬁren for the activities that they supposedly would

perform in later adult life. Immigrant and working-class children

would 'learn by doing' rather than through inculcation of concepts

or sculture. 66 :
The Americanization programs which éppeared in the public schools wére linked
" with vocational -education which tracked the immigrant youngster into relativel&
low skilled occupations. While the immigrant child was required by law to*atténd
schébl, the parents weré encouraged to attend evening classes)\which featured
English 15nguage»training as well as certain basic céncépts aboyt the structure
of American government. These progfams metr with varying degrees of success.

Tﬁe Amenicani;dtion c#mpaign which worked through the schools, the workplace,
the newspapers especially, the forcipn language press, Y.M.C.A.'s etc. gradially
" became orchestrated by. the Burcau of Naturalization of the Department of(kgbor.
Stock queStions about tﬁe,Constitution were learned and their answers given
bé&ore‘a‘judgc who swore in the Immigrant as a new citizen. The Americaniiation
aim was clearly expfesscd by the Burcau as "A@érica does not consist of_groupé.
A'mé;'who*thinks of himself as bclo&ging to a particular national grouﬁéﬁn
America has not yet become an'Amcrlcun.”67 The massive campalgn to Aﬁericanize

the immigrant took a varicety of approaches, many of which not only used the

schools, but made ample use of the immigrants' organizations. As George Cree%k

recalled after World War I, "The loyalty of 'our aliens,' however, splendid as
- o :
it was, had In it nothing of the spontancous or the accidental. Results were
* 68

obtained only by hard, driving work."

.
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Viol;s points out that with,respect to the immigrént's children, the
schooié served a fwin cbmplementary purpose.' On the one hand, they served tq‘
"adjust the child and prepare him for én occupation; and éécohdl&, they served

o | to help the child»identify with American ideals and standards:oficitizensﬁip.

The overall Americanization of the immigrant proceeded within the overall con-

* .

text of rapidly expanding urban centers and fahtéstic increases in output per
man hours resulting from mass production techniques. The holding power of the

school was increased as child labor laws were passed and compuléory education

~laws enforced.

One of the first major attempts to organize and standardize the secondary
. 4

school occurred when the N.E.A. (1892))Committee of Ten instituted its report
whicﬂ recommended the divisiép of the high schodl‘curriculum intb four different
programs: classical, Lat{n—scientific, modern 1ang§ages and English. Each proegram
was‘considered usgful as a terminal education. In its report the Committee of

Ten insisted that there should be no distinctions in course content or method

. . 69 . .
between those students bound for college and those bound for the world of work. 9. -

)

In overall perspective, the curriculum recommended was culturally oriented, tending

to reflect the classica1>notion of a liberally edug%Eﬁq person. While the recom-

. *

mendations included history,. the report did>not mention the word citizenship

education. It assumed a péydhologica; base of mental disciﬁline. That psychologyf

»

‘in contrast to modern behaviotfism took as it's educatiomal goal the development of
. . g . . -

thinking individuals. In the flnhl analysis the thrust of this report still -

\

-assumed that the secondary school ocught to provide a relatively similar cultural

educatlon for all students in its charge.-
Throughout the 1890's the secondary school rapidly increased i number and !
sizes for example, In 1890 there were 2,526 public high schools serving 203,000

‘ 70
students, while in 1900.there were 6,005 schools serving 519,000 students. By

1898 the highly Influential Americhn Historical Association's Committee of Seven

"t
¢ '
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.recommended that the hi%r school curriculum remain heavily classical in orien~-
tation and incorporate four years of history Shortly after the turn of the ié\“
century, owever, the newer social sciences, Such as the American Political
‘Science A CiatiOH\?fgf/) and the American Sociological Society (1905) were
organized. By 1908 the A.P.S.A. called for one course in American ‘government
.. in. the high school curriculum and shortly thereaftq@fﬁhe A’S.S. argued for a

sociology cgﬁlse at the twelfth grade level which Woul help. the "citizenry

.adjust to d‘complex_and problematical social en;
The many recommendations and fundamentally significant policy changes in

- : " . ’

the function of the high school were perhaps best\éapsulaﬁea by the 1918 "Com-~

mission on the Reorganization of Secondary Education of the NfE.A." The report

‘of this commission set the basic direction of Ehe American‘comprehensive high

school for the twentieth century. It cLearly reflected the declining influence

of the classical tradition and with 1t the psychology of mental discipline. With that

.decline went much of the 1ntellectual culture which undergirded-the idea oinn—

dividnal freedom. lhe new psycholopy of behavioiism and the hew philosophy

of pragmatic libcrallsm vere clearly in cv1de2ce.. The goal of the pecondary

school, the committee surmised, ought to be expdnded from what was esséntially .

-anﬂinteilectudl culturc to include yirtually every aspect of social life. The

goals yere: "1. Health, 2. Command of fundamental processes (communicative and

computational skills), 3..Worthy‘homc membership, 4. Vocationf 5. Citizenship,

6. Worthy use of leisure time, 7. Lthical Churacter."72 The tommittee went on to

'S

say that the school,

.should develop - in the individual those qualities whereby éfj LD
will act his part as a member of a neighborhood, town or city,
statd, and nation, and give him a basis for understanding Inter-
national problems. For such citizenship the following are essen- >>
tial: a many-sided Interest in the welfare of the cdommunity to ‘
which one belongs; loyalty to ideals of clivic righteousness;
Practical knowledge of social apencics and {nstitutions; good
Judgement as to means and methods that will promote one social
end without defeating others; and as puttiug all these into ef-

fect, habits of cordial cooperation in social undertaking.’3

P‘}l\
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Throughbuﬁlthe first half of the twentieth century thousands of teachers in
training were réquired to commit to memory tﬁa? comﬁittee's’aims and'goalg
AS ptan&ard‘for all secondary schools of the hétion.

The ideas of the COmﬁittee were further reinterated by a»variety'of

committees and commissions throughout the twentieth century. For example,

‘
t

in 1937, the Joint Committee on Curriculum of the Department of Supervision
. ~ . .

and Directors of Instruction of the N.E.A. and the Society for the Curiculum

Study, listed as their objectives: "1. Living in thexhome;fZ. Leisure, 3. Citi-
, . L« . .
senship, 4. Organized group life, 5. Consumption, 6. Production, 7. Communication,

. 1
"74

8. Transportation. In 1938 the Educational Policies Commission of the N.E.A.

outlined their view of the goals of education in American democracy as, "l1. The

objectives of Self Realization, 2. The objectives of Human Relationship, 3. The

i 75
objective of Economic Efficiency, 4. The objective of Civic Responsibility."' ™~

This list was further recast in 1944 into mbre'specific detailed needs of

° ’

' youth: _ _ ' -

1. All youth need to develop saleable kills and those understandings
and attfitudes that make the worker an intelligent and productive
participant in economic life. ‘

2. All youth need to maintaln and . develop good health and physical~
fitness. ‘ '

3. All youth need fo understand the rights and duties of the citizen
of a democratic society, and to be d4ligent and competent in the
Eﬁ;formance of their obligations as members of the community and
citizens of the state and natiom.

4, A1l youth need to understand the significance of the family for

- the individual an¥l soclety, and the conditions comducive to
successful family life. '

5. All youth need to know how to purchase and use goods and services
intelligently, understanding both the values reéceived by the con-
sumer and the economic consequences of their acts.

‘6. ' All youth need to understand the methods of science, the influencn
of sclence on human life and the main scientific facts concerning
the nhturc of the world and men.

7. All youth need opportunities to dovolop thelr capacities to ap-
preciate beauty in literature, art, music, and nature. '

8. All youth need to be able to use their lefsure time well and to
budget 1t wisely, huldnciny activities that yield satisfactions
to the individual “with Lhoqo that are soctially useful.

o
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- All youth need to develop respect for other persons, to grow in

" their insights into ethical values and principles, and to be able
to 1live and work cooperatively with others. ' ;

10. All youth need to g n their ability to think rationally, to

- express their thoughts clearly, and to read and listen with under-

standing.’8

]




i waards a Psychology and Philosophy
43u; < of Social Control

Not only d;@{the high schools grow in numbers and size, serving a larger

more diverse ctgentele but they hed markedly expanded their function. All
" the needs Oﬁﬂall the‘;outh~now were to be defined and.methby the organized
school. Iﬂ’thiﬁeee;ee, there seemingly was nodend to:the school's presumed o g
ability to meétﬁbgé's needs. Citizenship had come to be defined in man; dif-
ferent ways. ﬁhiie\some continued to think of citizenship education as limited
‘“to/civie tta;niﬁé, foéusing on the individual and his’understanding of his gov-

\ kY L4

, ernmedt,?oth‘,?ﬁthought of citizenship education not only in terms of knowledge
: . N . . .

vof governmeqt"it in total behavior of the individual. Thus, high schooiheborts

o were Justified\~'tcit1zenship grounds,77 as were home room activities, assembly"

-

;zprograms,,magazine sales and school clubs. Here again the character education

movement - and.the mental hygiene movement in the early decades of the twentieth .

’

) i
century.. were concerned with the deve Llopment of the "citizen." 8 Underlying much

ﬁ,,- ¥

of this discussion was thc basic tenet of the new psychology and new 1iberalism.

'

. The yeconstruction that occurred in both psychology and philosophy carried
both'theorctlcnl and prnctlcnl problems wlth respect to the maintenance of the

freeﬂom and integrity of the individual as opposed to the nceds of the social
. ,i:
syst_em. Incroastm,ly, one finds thv ne eds of the individual defined in .terms

E

of .the needs of soclcty and more ominously stilt was tho nppnreht’lncreasing‘con—

~ -

% { Co. ' .
cefn with the behavior of the individdal rather . than his intellectual capabilities.

T . . ‘ .
o ‘Although it is the case that the classical educatlonal fdealist also was
A s . / , -
v ovoncerned with shaping chavactey, It should be restated that their central con-
*ecern was with the development of intellect which was, itself, premised on the
4, S : .
9 v . . . , k .
e agaumption of a free lnd(vidufl, mentally excrelsinge hits treedom of cholce.  The
new psycholopy of behavior, as devetoped by Thorudike, Watson and later B. F. Skinner,
O (28}
A
O
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fundamentally tejected the notign of freedom of choice on the part:-of the-

.individua1.79 Aauskinner'argued: ) ) ,
Tge hiypothesis that man Is not free 1s cssential to the application

of scientific method to the study of human behavior. The free innen
man who {8 held Tesponsible.for the behavior of the external bio-
logical organism is onli,a presclentific substitute for the kinds 80
of causes which are diisovered id the course of a sclentific analysis.

L 8

 On the surface thi# may appear as an interesting problem expyessed by a few
. ) , T ‘ 1 . ) »‘ 4 ~
psychologists. When however, the idea 1s translated into'textbooka, tegchers
. « . ' X .

guides,flesaon'plane, indeed, the very way teache.s are taught to perceive the
1earning process, "this idea . haq devastating conseqdﬁnces for freedom in educa—

tion. The new paychology of behaviorism was a maniaylative psychology appro-

prlate for the management, control, and the'educatidn of man in avtotalitarian
social ayStem.' While Thorndire thohght'of educatianaa a datamping in" process
vand supposedly refuted the notion of mental discipline by teplacing it with a

theory of "identicaI elementq,' a Eﬁcory whioh providea’the psychological basis

A\

for the social efficiency and life adjustment movement, and Watson and Skinner

thought of education in terms of ronditioning, the new-social behavdorism of ’

George HErbert Mead developed the theory of transactiopal relationship.

/‘\‘( - © s

Mead, along with John Dewey,81 put "the emphasis én - the emergence of the .

sbclal self and the way that social self was transactiOnally shaped by inter--
. . ‘.r‘ . 3 . . , v y . . . . .
action‘within one's social environment.° It should be noted that even though

t

Mead and Dewey both .saw Lhc %lhvwdual more 4s an actilve agent than, for example,

Skinner or Watson, theif“pqychnlogy, in fact was no -less’ manipulative. Setting

[ ~

aside the argument one mlghm,&et ln the realm of philosophy for t&e moment there

‘ ‘e

. o -
- . 1s very little difference to be seen “between the social psychology'of "Mead and

Qewey and the pbcial'pSychology of Chairmqn Mao. ‘BothQargued'that'the social

O




The social behaviorism of Mead and Dewey has become the psychology which

-
N

undergirds the poing of view of many of our leaders in political sclence, so-
clology and:anthropology. If one hrings together the psychology of Watson and.
Skinner with the psychology of Mead and Dewey as different but par@iiel\forms 5’;
'of‘behaviofism, it becomes apparent that behaviorism represents the mainstream

of American psychoiogy in the twentieth century. I{ ean be shown practically

that this kind of psychology has had a profound impact on the curriculum of the

public schools. Repeatedly, the primary emphasis is placed on specific behavior

3

. expected from an educational experience rather than on the.understanding of a

free human being who freely chooses td behave or not to behave as he or she wills.

4

" \ .
The educational profession as well as the governmentally supported agencies over-

whelmingly reflect this mentality as:they insist on all objectives to be cast in

.

behavioral terms. : B . . .
: . .
. V

Thought and action,‘as Watson once claimed, have become one in our thinking.

Under the circumstances there 1s no more reason to allow freedom of thought as

3

8 :
there is to allow freedom of action. 3 " :Some years ago, William James rightly
- . \ - ' . ..

warned psychologists that by thcir own theories of human nature they exercised .
. 8 ‘ .
the power of elevating or dtbrading that same human nature. 4 Modern behavioral?

psychology, even when it presumes an 1nner self which is trans;jlgoha11f>p!15ted
. to environment, is,qtill behavioristic, highly manipulative, whHich éhndamentally

9 deni!s thL dualism upon Whth most conceptions of freedom’ have rested in the
®
modern world.
o -

Not only the’ rcconstruction of psychology was important in term8 of the modern

.community, but~also the reconstryction in phiiosophy.' The keymleader, here, was
) John Dewey The nc-wilib’cralism,85 as developed by Dewey was Ahcomorehensive re-

. "

construction of the old classlcal 1iberalism to the new 1iberalism of the twentieth

centuryv While the old llberals thought of the individual in tsrni§ of "freedom
. from," the new Iiberals thought -in texms of ”freedom to." While the old saw
A ' ' ' , T ' .

~
¢

' . ’ ’ : . .4 . c, ' - [
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the freedom of the individual in relation to the state 1n negative terms, the

’
* ]

. new liberalism saw 1t in positivc terms. Thus the new'liberals intellectually

.laid the ideolqgical foundation for the educational state, in twentieth century

[ v

America.

Dewey believed America sufferedf most from what was eséentially an anarchic
) ’) [N
laissez faire individualism. What was needed, he arguad, was the creation of

a new corporate individuali8m.86 He recognized the need to reconstruct American

*»
&

philpsophy which he saw virtually in shambles as the.classical, religious concep-
tion of man declined in the face of the advance of scientific naturalism. Thhs,
not only the school, was changing, but the very ideological framework through
which educators perceived their work was to be reconstructed., This reconstruction

in philosophy carried with 1t certain problematic weaknesses, perhaps even fataLJ/r'

v

flaws. 1If in fact the meaning of an idea was to be determined by it 8 consequences

k]

in action as most pragmatlsts ﬂ.ﬁimed then one might ask what was the social con-

sequences of this liberal philosophy when 1t came to action? The ethical questions
. . B ' : .

. involved in ‘the use and abuse of‘power come duickly to the fore Qnd are extremely
difficult tc‘access-?7 The failure to pragmatically evaluate pragmatic liberal
philosophy was, itself, a- problem. What, for cxample, has been the practical
consequence of the destruction of dualism in our thinking'on'the intellectual
basis of our freedom in the modern world?f’ln the}positiVe planned state freedom,
ltself, becomes problematic. The limits of stdte action become pragmatically

Al - ) '
relative to survival intergsts of the state which in turn, are repeatedly cast
~ . . ) - . ” *

into scilentific efficiency terms. \ <

Throughout Dewey's reconstructlon of philosophy runs a conscious reconstruction

in the meaning of words. God, spirit, religion, freedom, democracy, sclence and

scicnﬁific method take on new and different meanings ‘for hi? These meanings

were reconstructed over t1me as he worked out his new philosophy.
1 ’ A
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The~W9ﬁd "democracy!' for Dewey took on a vastly different meaning than what *ﬂ
. Lo, : . . o

it trnditionilly mennt.88 In his "Ethica of Democracy' (1.888) essay, Dewey

4

began to reconstruct the;meaning of the term. Democracy, he believed, must be

thought of im terms not so much as the majorlty or minorityQOr the will of the

people, but as the way that héjority 1s created. Democrdcy was not to -be thought
of 80 much in terms of politics or power, but in broader, cultural participatory

vtermh. The emphaéié was to be on the qﬁality and kind of participation rather

than a numerical power analysis. ’

Dewey waé attempting, in a broad sense, to fashion aAmodern Paideia. He

- p . ’
" hoped to do for dem‘Eracy in his, Democracy and Education, (1918) what Plato

has_ done for aris;ocracy in his Republic. Déwey attempted. to fashion the ed~
: ) » . ) ~
" ucational ideclogy nece ry for a social de%ocracy._ﬁIn'such a state, class

conflict was toibe minimizé and indeed obscured as one focused less on power

analysis and more on the progressive requirements for the new emerging order.

That order tdok as its guidihg star the development and qu of scientifit method.

By 1927, when Dewey published The Public and Its Problems, it was clear that be-

hindvhis conception of democracy was a chief concern not for a political anglysis
"of power andlits‘felatiopsh}p-co thé will of the people, as 1t was for a concern
" that the best method, the scientific meghod, beéome an integ;al part qf the .
cfeation of a "Public"‘mind.
The‘focus here, was not wifh political power of people, but rather how the ' |
people "gcientifically" came tc make their decisioﬁs. The chief C;hcefn was in how

one g@rtictpates; not in’what power b%é wlelds. With thils view of democyacy in ﬁind,
. C, } . 4 N
Dewey:Visited_the Sovie; Union in 192& and found théﬂ". . .Russian school children
much more democratically organized than our own."89. thn he ;poke#of the Soviet~
SChool;'as more democrat}c; hé was not using<ﬁhe term in the sense of ''rule by the

people" or what constitutes majority rule vqfsus minority rule in any strict politi-

cal sense. He did not ask quesf[bns about power or who controlled the schools and

oo . \ .
. . O _ AR T~
_ . CAVENEE : .
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how'representative thg,Gamﬁanist Party was of the people. ‘Rather, he uled it

in the sense of social democracy as an-organic community that he hadhbeln devel~

“oping since his "Ethics of Democracy" essay in 1888; later in its education

petts

aspects in Democracy and Education in 1916; and in its broader cultura

in The Public and Its Problems in 1927. He, then, was not'concerneg9w1th whether
or not the Soviet commuﬁists really represented the majorityvor the minority of
the people. This was an "arithematical' problem for Dewey. He was more concerned

with how the schools "organically(\related 40 those "foffes" which were in the

¢
-

90
.ascendancy. .

The philosopher of American deﬁocracy, looked‘at the formation of the total-
E B o ,
itarian Russian educational system in the decades after the revolution and called

it democratic.. This.however was no mistakeé. When Dewey looked at the Russian

schools in 1928 he saw students and teachers - school and sbciety‘activeiy unified

A . , ' .
in purpose and aim, "scientifically" reconstructing 'their society, His idea of

-

a socifl dehocracy which put emphasis on.social participation without critically

dealing with quéstions of power had for him come to life. There are, then, some
. ,

particulé: hazards in using the term democracy in education tO mean participétion

without a éorrééponding critical look at who controls the power. Dewey's concep-
tion of power as well as his conception of !'science,” especially as it was trans-

N . R ‘ N . .
lated by. many eﬁucators into the "method of intelligence," or, indeed, the idea

. Y . R .o
of "critically thinking" can be problematic. If and when these methods are used

)

to emphasize participation in the name of "democracy" without a corresponding

real analysis of the use of power, then it is clearly posiible to call even a

4 N
H €

totalitarian system "democratic."

While the citizenship literature in the twentieth‘cgitury abounds with the

i

. . "
use of the words democracy and participation, it usually does not mean democracy

in the old sense of political democrgcy, but more in the social liberal conception.

" s,
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Participation, in these terms, becomes more of a symbolic activity given to
helping pGOPle feel as though they qre making a real dif[erence when, in [act,
¢ they are not. This kind of participatory experience is reflected in student

councils, Btudent.government acttvifies and many of the organized planned school~

91

. '

related activities.
‘ The 1liberal's reconstructed notion of democracy carEies with it the idea
that the crucial social problems we face in the twentieth century can and ought

to be solved by the application of scientific mpthod to the political process

z) : of decision making. The older notion of political parties and public debates
: . e . .
were passe, as Dewey put it,

The idea that the conflict of parties will, by means of public-dis-"
cussion, bring out necessary public truths %a kind of political
watered—down version of the Hegelian dialectfc, ;3th its synthesis
arrived at by a union of antithetical conception The method has
nothing in common with the procedure of organized cooperative 1n-
quirytwhich has won the triumphs of science in the field of physical f

nature. 92 . ) . ﬁ .

\ . : ) R
Dewey's position carried with it a number of assumptions. For one, he
N . J ; . <. . v
assumed that most twentieth century problems dre not so much raw power conflicts

*

as -they are problems of simply knowing the right answers. For the most part,

»

these problems, Le believed, were amenable to S%ientific solutioh., Secondly,

[}

he- thought that most of these problems resulted from cultural lag. Cultural lag

occurred when certain ageas of our thinking as well as institutional structures

have failed to keep pace with our advancing knowledge in scié¢hce and technology.

\

3 The solution, he believed, was &0 extend the application of scientific method

v

to all realms of life. How, then,did the rule of the people fit ifito this
~ ) W .

-.process?' He believed that the public must be educated to accept scientific,

.

evidence. The role of the éducator was toyfrovide a'Pdemocratic" education

which would help people accept the. new sci

———

ntifically directed social democracy_

The role of the professional was vital. ‘He or she-stoodrés the key agent by
_ which the majority was formed. Dewey pointed out that the real heart of the

\
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- - o T s
Q . ‘ \ v .




4
matter, "is found not dn the voting nor ‘in the counting the votes to seigwhere

the majority lies. It is in the process by which the majority is formed "93

That majority was to be formed by a democratic education which did n®t mean

power'to the people, but rather scientific consciousnéss to the people. Dewey 8

conception of American democracy and education rested squarely on the teaching

of this method of inquiry with all its ideological ramifications. '

{

Th%fviewsrof George S. Counts, a close colleague of Dewey's,was even more
\

explicit.z,In Dare s‘f Schools Build a New Social Order, Counts argued that the

schools sh0u1d riot only teach the right scientific attitudes and values which

could undergird a, n'y scientific community, but they should be eaﬁn ‘more explicit

in blueprinting a new social order. The professional educatox according to Counts,

ought to use his or her influence to get youth committed to tRhe acceptance of

the scientific mq;hod and the application of that method to soci lanning. The

process by whiich this Qould come about was what the new liberals called democratic

),

education. Here, again, this did not mean ah education which was controlled by
the people,hrather it’meant an education which would indoctrinate oR-inculcate
those values and attitudes which were necessary for the majority,to come to the

right scientifically.determined solutions. Dewey never’ tired of emphasizing that

‘the important thing is not the counting 5f votes but rather how those votes were

a

determined in the firdt place. .Democracy was not simply the "rule of the people"

"rule of the people" who were

who mightlbe an ilgnorant masg, but it was the
scientifically enlightened by yirtue of a democratic education. - The role of the

e t

professional educator as a "democratic educator" was to enlighten. Counts! basic
itocratic 1ibera1 views were,, Well expressed when he said,

If a democracy 1s to have democratic education, the school must be
protected not only against’ ‘the assaults of minorities but also from
the caprice and ignorance of the majority. A central task of dem-

_ ocratic educatien is to edﬁeate a democracy to desire, to support,
and to defend:a program of democzatic education. %4 —

Aslde from the circuiarity of the argument, it seems clear phat while the

. . ~ - ! _ .
professional educators guided the vast majority of young peop1e<to accept the

o0 . v i 83 -' o "
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values of '"democratic" education, those educators must be protected from the

v / ' : o
"caprice and ignq?ance of thékaduité:ajority," The role of the professional in '
. ) - ) .

faéhioning the new meritocratic ord was evident.” The role of the éﬁﬁfrt as a

i

mid-wife to truth must be protected against the machinations of an ignorant IR
majority. 7Pafticipation of thatvméjofity must be encouraged only when it comes

. to that majority making elightened deCisfbns and discouraged when they make the

"wrong" decisions. The tension between the older meaning of democracy as "rule
; < .

by the people" and the new liberal vie& of demoéracy as "rule for the people by
‘the knowledgeable expert" 18 evident. Throughout much of the citizenship educa-
tioﬁ 1iteratu;2 there 18 é pronounged call for student - participation. The cur-
rentvlitepéture'abounds witﬁ such concerns, even to s; gésting "intern" programs
" 1in citizenship educ;tion. For the most'part, these activities are syﬁbblic acts,

shorn &f real or significant power, effective in.ciéating, for some perhaps, the -

11lusion of goverﬁing'themselves.

J .

Thérelare ﬁimes, however, when tﬁ% older notionléf democracy q’ﬁes to’the
fore and wher*1it does, as it did in the 1960's for example, at Ocean-Hill Browms-
ville and elsewhere in both the civil righté and the anti—Qaf movements,‘;he role
of the expert is”sﬁre to be challanged. ' So Samuel P. Huntington, a Harvard pro- .
fessor of go;ernment, in writing a report to\tYe ﬁighiy influentiai Trilateral

Commission analyzing The Crisis gﬁ_Democracz?S in America in the 1960's found
' | ]

that'American democracy suffered from too.much participag}on of its-people in its
government. What was needed, Huntingtoh argued, Qaé a'return‘?o more respett for
ﬁhé expert and less participation on tbe part of the maj;rity. As he put it; ﬁhe
", .deﬁocyatic system usually requirés some - measure of apathy and noninvolvement
«pn the part of some individuals and groups."96 Tt was clear to'Huntington as it

was with others on the Commission, that too much participation was daﬁgergys to

,sotialqstability'when he saild,




The vulnerability of dem:{ratic government in the United States
' thus comes not primarily from external threats, though such
threats are real, aér from internal submission from the left or.,
the right, although both possibilities could exist, but rather ,
from the internal dynamicg of democracy itself in a highly edu-
cated, mobilized, and participant ‘society. 97

»

The threat to liberal democracy was too much old-fashioned democracy of .rule

"by the people. Participation, if taken seriously, could be a dangerous thing.

While Huntington called for 1ess participation, other liberal educators called

 for more participation of the gtudent.in citizenship education. This however

L. o ,
was not a contradiction. Huntington was talking about real power while the “

. ~ .
educators were talking about aymbolic exercigses in the use of power. In both

cases 1t was tacitly,assumed that the majority was going to be protected from
A

. 1tsel £f*by the professional experts.

Although George S. Counts' notion of a democratic education was essentially

the, same as Dewey s basically liberal views, Counts went further. WhilelDewey
m?reoftenlizzgzoﬂto st%p inculcation of values at the methodology level, Counts
as well as oﬁkli social:reconstructionists, went further in spelling out the
immediate sol.%’ons to a varlety of problems. Even before Counts gave his epic-

making speébh‘before the Progressive Education Assoclation, "Dare the Schools

Build a New Social Order,'" another 1ibera1.social reconstructionist had finished

a new social studies textbook series based upon that philosophy.

Harold'Rugg, working with a team of speclalists, developed a comprehensive
) : ,

.
Pevuey

set of .soclal studies textbooks in the 1920s which can easily be counted as bne

of the most succesgful textbook series of the 1930s, selling ov?r five million

copieg. These texts represented the single most ambitious attempt to implement
)

the soeial reconstructionist philosophy directly into educational practice.

Much critical resedrch needs to be done in citizenship texts, guldes and

tests, school board and school superintendent reports and school surveys on the
: []

actual citizenship educatlon programs in use in the schooii'auring'the twentieth

4
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century. Oné suSpeégs that a differeqtiatéd curkicuhpm'program existed in

citizensh%g education,which-followed'élong ethnic, racial and élass‘lines.

The verification or rejection\of sugh‘a hypothesis awaits much more extensive

and iqtensive emq}rical research than i1s done here.

- | Our'hnalysié will proceed by considering a Vafiety of diverse but‘éxéénding
thrusts in citizenship éducation in the ﬁfriod%%?i?_through 1960." We‘w111 then ’
consider some 1imit§‘plaéed on cgrtain citifeﬁghip:éxercises by the Uniféd State;
éupreme é%urt and 1a§t1y we will turn to an analysis of three sample a;proaches
to citizenship education that were used in the schools during this period. No
claim is made as to tﬂese being the only programs in the schools or the éxact

"extent to which any one was or was not dominant in the curriculum of thé échools.
As our analysis uﬁfolds our focus will be on a "1life adjustment apprdéch;"hthen
a "sécial recénstructionist approach" and finally a "methoa of inqﬁiry approach.”

" Each approach was philosophically footed and had historically occupied a gigni—'

.ficant place 1in 'the &c@gols during the perioa under study.




- VII

Selected Approaches . .. L <)
to Citizenship Education

While not all citizenship éurricular experts thought of democracy and
pa‘.‘cipation in exactly the same way as Dewey, Counts or Rugg, for most, how—v

ever, the meaning of the term had radically changed from its former usage.. Under

the mantle of . democracy, not only a lesser concern for the pqlitical understand—

ing of the qitizen was manifested, but more importantly, a greater COncern for

“

his or.her personality character, and emotional development was expressed. . Not

much seemed t’ be missed when the Educational Policies Commission defined the
"Hallmark of Democratic Education” in 1940 as: . . 3
A . A
1. Democratic education has as its central purpose the welfare of all TR,
the people. e R
2. Democratic education serves each individual with justice, seeking L
to provide equal educational opportunity for all, regardless of
intelligence, race, religion, socjal status, economic condition,
or vocational plans.
3. Democratic education respects the basic civil l1liberties in 'prac-
tice and clarifies their meaning through study.
4. Democratic education is concerned for the maintenance of™those
economic, peclitical, and social conditions which are necessary,
for the enjoyment of liberty. .
5. Democratic education guarantees to all.the members of its com—.
munity the right to share in determining the purposes and pol- '
. icies of education. : '
6. Democratic education uses democratic methods, in clasgfoom,.
. administration, and student activities.
7. Democratic education makes efficient use of persordnel, teaching . ,
respect for competence in positions of résponsibility. . o o
8. ﬂ%mocratic education teaches through experience that every oo '
privilege entails a corresponding duty, every authority a res- oo
ponsibility, every responsibility an accounting to the group
which ted the privilege or authority.
9. Democfratic education demonstrates .that far-reaching changes,
of bokh policies and procedures, -can be carried out in order-
ly and\peaceful fashion, when the decisions to nake the changes

have béen reached by democratic means. .
-10. Democratic education liberates and uses the intelligence of
all.

11. Democratic education equips citizens with the materials of
v knowledge needed for democratic efficiency.
12. Democratic education promotes loyalty to democracy by stressing
. positive understanding and appreciation and by summoning youth
to service in a great cause.98 ' -
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The citizen was to be shaped by the stfte to conform to "democratic

‘education” whatever that id:luded. Lost,
N

ere, was any sense that the state

was only a necessary expedient and that tie citizen ought to be free as much -
' o A ,

asspossible'from its controlling influenc®. ' The power offthe state'to do

things to its citizens seemingly appeared limitless. Some, however, held more

" limited views. Especially was this true of those ,who thought of civic educa—

v

tion in terms of the standard discipline of history or the newer emerging social

science disciplines, political science, economics andysociology. Throughout the

o . _ ‘ e .
century a variety of committees have attempted to créﬁte standards for what
o ' 3
' ought to be considered social” studies One- such committee was the 1913 Committee

e !

‘on Social Studies working under the N.E.A. Commission of the Reorganization of

Secondary Education. Another very important committee was the Commission on

Social-Studies of the American Historical Association which grew out of the work

of%A.S;' n 1929.  From 1932 to 1941 this commission produced sdme seventeenﬁ\

a

yolumes. se commissions and committees usually attempted to set  guidelines

and standards within.a framework of applying the social scilence disciplines to
- ' ‘ ' '

% !

the elementary and'secondary schools.
In contrast to these discipline—griented programs, there were many programs

,which took as their central focus moral and spiritual character, attitudes} habits,

¥

'skills of participation and value clarification. While a_few'programs'had’taken
the idea of a.classical liberal education seriously, arfd had attempted to construct

programs on the notion of using knowledge to help develop a free thinking, judging,

: ¢ . . ¢
yilling and acting individual, most programs tended toward&i\central concern fgr
S ) : -
h

specific habits and behaviors which preclude judgmeﬂ! on the-part of the individual.

4

. Vernon E.;Jones came close to a Fichtean model of citizenship when he focused his

+
N

attention on character education as he said,

- Charag;er is less.entensive than personality, but it covers g
“tain segment of thought and overt behavior ‘more intensively.
.ter deals particularly with the volitional and inhibitory phf;n

human behavior- and concentrates on values which giye directionYiy

(oW
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- and meaning to life. It stresses creativeness in mind and action.:

In character we are always conscious not only of what is but of what
ought to be both in conduct and condltions of life.99

If the state could only shape people's character, what people willed, then, in
faxt the proper behavior, would be secure. The overall conceérn was to teach -

people how to feel, how to will, what to think and ho&'to act.

A number of patriotic organizationsthave been actively iggolved in the schools

‘ , ' : "
such as the D.A.R., the American Legion and Veterans of Foreign Wars. Through a
variety of8 activities these organizations have espoused a conception of citizen--

ship in terms of unfailing loyalty. For eianple, the Legion defined Americanism
_ ‘ o //
Y

/

as:

\

-An unfailing love of country, loyalty to its institutions and ideals;’
eagerness to defend it against all. enemies; individual allegiance to
the flag; and a _desire to secure the blessings of liberty to ourselves
and posterity. 1

The citizenship literaturefof this kind of organization usually abounds with much
conce¥rn for the emotionalwzeal and committment the citiien'ought to have towards.
his or her country. In the early days of the Cold War, just before‘the McCarthy
era, (1948) Commissioner Studebaker of the U.g. Office of Edulation launched a
program which he labeled'the Zeal for Democracy in which he voiced ‘the following

concern: o ' '

A nation cannot be strong unless it is united in support of a common
civic and social creed. The American creed is that of a democracy and
human liberty That creed cannot be viewed with apathy and indifference.
It must be propagated and supported with an;individual collective

'..passion by all good Americans. The propagation of that creed is a
fundamental objective of American Education.

A

In a similar vein, Philip H. Falk Superintendent of the Madison, ‘Wisconsin
public schools registered his Yiew of the citizenship training in the 'schools when

he said, "Equally»important is theé needgfor indoctrinating youth with conviction

J

regarding American democracy There are basic principles for which America stands.

There should be no doubt in the minds of youth as to what principles -are. n102

- Neither Falk nor many ‘others seemed to find much incongruity in "indoEtrinating
. \J v
for American democracy." Their chief concern from this standpoint was loyalty,

"k‘\z
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indeed, emotiOnal loyalty, as J. J -Mahopey put it in For Us The Living, (1945)

"The dominant purpose should be to cause r@ilgfen to fecl as they ought to .
J{
1. 103

Q . W
fee L

While many educators Had clearly passed Into a totalitatian vjew of - the

vpurposes of citizenship trainlngjisometimes éhia"ﬁiew clashed with other loyalties.u

These clashes centered on certain school practiceaewhich ultﬂmately pinned state

\

authority againsgt the individual s freedom. ' So%e oﬁbthe more tritical problems

eventually found their way to the Supreme Court j The recent ['inker v, Des Moines
. 4 ’ - ‘
Independent Community Scheol Districb (1969) case was _one such instance which

‘finally established the right of the: student to peaceably, symbolically protest

government action while attending government owned schools. ‘An earlier geries
of cases involving the exercise of the state authority to compel -citizens to

. b B ’ .
symbolically express their loyalty occurted in the form of the flag-salute cases.
~ . 3 . . ,’ ' 'h‘ - -

In these particular cases, religious conﬁﬁktion was pinned-against the power of

the state to compel tbe.flag salute."The question was posed: Does the citizen

* . ‘have a_constitutional;right to refuse to.salute the flag in an. educational in-

< stitution where the state reqiires such an action and when such a salute_violates

“

his religious conscience? In“MiﬂepsviZZe,SohooZ District v. Gobitis(1940), the

court concluded, in an eight-tb-one decision, that the state educational authority
.)_ . . .

may require saluting of the filag in the interest of '"national feeling and ug&ty;"

as a condition of school attendance;A In this'case, a Jehovah'sJWitneSS' religious

beliefs were directly opposed to a state practice designed to achieve national" .

unity.104v By a large maJority the court qpheld the'state S gight to inculcate

-

v

patriotic values:through the use of a required flag salute in the schéols.

Only three years later in essentially the same kind of case,105 West

oy e

'Vtrgtnza otatc Board of FJuoatzon v. Barnctte (1943), the ‘court reversed itself

—.'-- ‘ - -

in a six;baﬁghree dec131on. What accounted for such a quick‘reversal?' Two hew

. - S N : RS
justices joined the<ijjrt,and three justiccs changed their opinion. It is.".- L
. '- : . .A r‘::;‘ B
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The consequences of the Minersville deGision wéré.immediéteiy.apptreQQ;' a
Withih one week after the decision was méd?,‘hunareds of'JebOVah'é‘WLtnessés -,
. y o . - \ . , .v . .'-_ “ o -
' men, women, and children - were phygically attacked and abuseéd in most in-

] . . .. . B LT \

B

‘humane ways. Jehovah's Witnesses' meeting plases weré burnedlgnd”pheir leaders -

.driven out .of town, usually with theklaw‘enforceﬁent agency of the coﬁ@uﬁity
leading the way. FOTr example:

L

In one town, the chief of police and the deputy sheriff forced a group

of Jehovah's Witnesges to drink large doses of castor 0il and then .

paraded them through-the streets tied together withi policé-depdrtment - - N
" rope. In another, a local judge warnedya group: of ‘Witnesse® that un-

less they compelled their children to salute the flag he would take

the children away from them and placeé them in an institution where
they would be taught to understand what Americanism is.%

A wave of religious Perseéution, fanned by wartime nationalistic feréor, swept

the céuntry.107 These were some of the Conditioné‘surfounding the Barnette

Case, in which the court made one of the quickest -reversals in its history. Ob-

Jecting to the reversal, Justice’Frankfurter argued:

»

o

As a member of this Coyrt I am not justifisd in writing my private
notions of policy into the Constitution, no matter how deeply I may .
cherish them or how mischievous I may deem their disregard. The duty
of a judge Who must decide 'which of two claims before the Court shall
prevail, that of a State to enact and enforce laws within its general "
.competence OT that of an individual to refuse obedience because of
the demands of his conscience,is not that of the ordinary person. It
can never be emphagized too much that ‘one's own opinion about” the
wisdom or evil of a law should be excluded altogether when one is
doing one's duty on the bench. Most unwi]llingly, therefore, I must iy
. differ from my brethren with regard to. legislation like this. I can- s
" not bring my mind to believe that the 'liberty' secured by the Due

Process Clause gives this Court authority to deny to the .State of

West Virginia. the attainment of that which we all recognize as a.. -,

legitimate legisIlative .end, namely, the promotion of good citizensrip,_

by emplbyme“fIOf the means here chosen. 108 o :

.~

. °
-

Oﬁ the other

PR}

: , ‘
hand, in ‘delivering the majority opinion_of the court Justice

Robert Jackson argued that this was not so much a-case involving freedom of
' . o . . - S .
. Cam .
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e r?1}816n as a casge involving freedom of spefch, which includes the firéedom not
to.speak. Does the'state‘have‘the,auﬁhority to coerce its cltizens jto say that R

“which they don't believe? While it may be that the national unity which officialé
foster by persuasion and example 1s a desirable end, Jackson arguea_ hat ;.
Aslgovernmental'pressure toward unity becomes greater,"so strif
becomes more bitter as to whgse unity it shall pe. Probably no|deeper *;
division of our people could proceed from any provocation than

s N educational officials shall compel youth to unite in embracing.
' $ timate futility of such attempts to compel coherence 1s the less
" of every such. effort frqm the Roman drive to stamp out Christian

as a disturber of its pPagan unity, the Inquisition, ag a means t

- religious and dynastic unity, the Siberian exiles as a meftls to
, unity, down to the fast failing efforts of: our present totalitar].
enemies., Those who begin coercive elimination of dissent soon f

‘themselves extermiﬂating dissenters.109

]

3

'which make little difference-but must be extended to those things whic we view.

.as important.

- : ‘

S are voluntary' and SPontaneous instead of a compulsory routine ig
, make an unflattering estimate of the appeal of our institutions tc
" free minds. We c4n have intellectual individualism and the rich cul-’

of occasional eccentricity and” abnormal attitudes. When they are 8o oo-
+ harmless to others or to the State as those we deal with here, the|
*  Price is not too great, But freedom to differ is not limited to
thingsfthat ‘do "not matter much. .That' would be ‘a mere shadow of frde-
‘ dom. The tegt of 1its substapce 18 the right to differ as to thing
¥ " that tonch the heart of the existing. order.,
. . If there is-any fixed star in our conStitutional'constellation,

. . 1t 1s that no offiCial high or petty, can pPrescribe what ‘shall be .
orthodox in politics, nationalism, religion, or other matters of ‘.,
opinion or force.citlzens to confess by word or act thelr faith there-

"', . 1n. If there are any circumstances which permit an exception, they

~ do not now occur to us, . . . « 7

:
>
-

‘The Barnette decision was ‘based, then, on both frgedom of religion and freedom of |

-

N . \ ...‘ . . . 1ll
speech, guaranteed by the First Amendment.

While at critical momsnts’the.courts.have drawﬁ-a‘iine blacing~11mits on .

i

the state in the exercise of its authority, the bulk of the thrust of educational

. literature ‘came up° on the side of the social system and required conforming

Orw
Jld
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Emotiénal health and mental fiygiene have often been tied to

AT
112 Most of this literature uses behavioristic psy~‘

v

:f dholdgy tending to specify behavioral outcomes. The guiding educational PSY?1

'"chology of the twentieth centpry has been a behavioristic psychology which

is fundamentally premised on the notion that man is not free. * P

e

"
.

i 'The "ideptical elements curricular" notions of Thqrndike and the "behavior_

Wegtson and Skinner have directly contributed to the social efficiency

// o
ism" ‘of U;V’q o

thining which undergirds much of - the "life adjustment" curriculum This cur-

R

L e

[
,0

v

lculum is élOSely tied to vocational competency and sodlal efficiency.113 is

HE

'f'approach to citizenéhip education is behavioristic, fﬁcusing on specific behav or.

. -

It is "practical V concerned mainly with'prectices as it places emphasis on par-\

v,

ticipation and tends to sloganize the educatioﬁal jargon of "learning by doing

-~

’ t';‘.

Y to see this emphasis 1

2,

v

text which employe this approa h. In many ways, the ?able of Contents o;AE
. ~ ‘
Crawford E G. Cooley, éfgC.

*almost speaks for itself T ST B ’

£,

lTEe.overali thrust is on adjustment to the social order. Perhaps the best way

<

‘ok briefly at the Table of Contents of a citizenship

-
<
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! ‘ accident. 2 e ., 385
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‘ v 'LEISURE. How to Do What You Wann to Do - 399
I-ETige to kill How to keep leisure above the leVel '
of unemployment. 400
2. Active-aptics., How(to provide for vigorous physical

_ plgy ) \ 403
- .~f 3. The best things’ “in life aré free. How to use Public

~

parks ‘and laygrounds..,v, 405
‘ 4. Hobby hordls. How to practice a handicraft hﬂbbY- 4071
. - .5. Do, re, mi% How to use music to brighterd your life. 409
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. 8
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' waves. . -
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. movi § -
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dined, and danced," and even how to share a bath;oom. Th? main Joint.was.to : . 7;

train the individual to adjust to specific practical aspects of

emphasis, being clearly‘practical:and highly relevant, was on

' . . R

The manipulative'behaviori%m is cléarly in evidence_as is the

l itarian view of the limitlesSVfunction of the school. -

Iﬂifundamental philosophy, the li?% adjustment educators were usually lib rals .
€l " .
Who saw.their educational nmissionsas adjusting the student
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- of living-as they saw,that—world For th mOst part, ‘that worBd turned out to L

(]
be the benign, dream—like world’of the. white mtddle class. This approach did

ﬂbt place emphaeis on controve{sial social and economic problems, but rathon 6n g A

Lt n B

»
+

2 solvablg personal problems of sogial living

. s -
. » ; Ty »

In contrast, the social reconstructionism of Rugg placed heavy stress on

larger social'and econOmic\isaues. He, too, believed the function oﬁ the school

< l’

.was'tO'adjust'the student to live successfully”in his age. In order-to do so,- /
gugg believed tt. was neceseary"to squarely face the ;any socialeand economic .fff/\.‘
problems whic; have been a by-product of the great advances in science and tech-
nology in the twentieth cegtury " "As. fhe student studied Rugg 8- textboohs, he i

RLE ‘.&,‘ .
came to confront a variety of social and “econpifiic problems. Invariably he did :

‘e

. go inche/conte;t of what Dewey and others called Cultural lag . For exgg;le,

2 .o
-I . /

the stGdent was told. that the problems he was studying were usually caus by ' ..

4

. the fail:;g of. ce;tain groups, beliefs people or institutions to keep up with {

' A
4 the ‘progress, of science and’ technology He also was, told that there Wasza '

. . R 5 . o,
l »

solution to'all'these problems. Whether: gne faced problems of unemployment .

P R v D)
" poverty, disease, medical services, urban congestion, propaganda, immigration,-

-

law enforcement, honesty in advertising or big business excessive profits,_{gl/ o

'S
’

~ was alwaxg suggested that- thesé“problems could be ameliorated in ‘the. end and

solved through écientific planning.: Rugg s approach was that of an engineer,

] N .
¢ ¢

socially engineering what he perceived to be a better world

It is important to fealize that Ruggs first eXperimental edition was worked

out from l921—l923 and the second from 1923 1926 The work was accomplished by o

-

. ,
a- large team of research assocf:tes who utilized curriculum materials worked out -

' s

in a variéty of school settings, and then shaped and reshaped through the

’ »decade of-theil920s. .When Ginn and Company published Rugg s“An Introductidn to""’v:
R IS L
‘Problems of American Gulture in 1931, the entire Rugg gocdal science series were
¢ t. ’ - »-.
available«for the.schools which 1ncluded ‘gix textbooks designed for fferent y

' . Y . . 4
7

.
.. ~ ! - 1 '
) = . Il .
N : N . . - ey . . .
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zrade levois, with an accompanying workbook and teacher 8 guide For each te

The work waa a major accompliahment., It waa used extensively in: the ach(pla .-is

thfoughout the decade of the 1930'8- These textb aeries ‘were not just a
: ’ _ : o
~ response to the Great Depreaaion, nor wer hey a reapdnae to Counts' Dare ' \

ther they were a clear.attempt to

»

."the Schoole Build'g New Social Order,,

-

educationally inatitutionalize the 1ibe al reconstructionist philosophy Here

againk thiggapproath can perhaps be best *énaed by 1ooking at the Tabie of / .
R

' “Confents of one of these-teﬁts. The Table’of Contenta for Rugg 8 Volume 6 of

v Toa

¢

An Introduction to Problems of American Cultuge is as follows.

f b . | ‘_ ‘. B ‘ | L \w fﬂ '”. - »
s ST CONTENTS = -
S A S
' o . . Unit I )
: 5 : g
. An Intrtduction To Problems of Amgrican :
# ' Gulture . O o ,
. ] N . . . ) . . ’.‘ . ) : . C '.},"},v ~
"+ . . Chapter : ° . ' ' © . ' 'Page
’ 1. Introducing Some Important Problemd OE Our ' 7 ) ) '
'u\ Changing Culture e e e e e e v e j/' e e e 3 3
’ ’ C o " f '. . . . . e v )
N . ., o ,. ! ( Unit II . . ‘ | | R . “ ’ g .
) AmeritanﬂCulture_And Changing,Grouﬁ Life ' _
‘ » o i . - s ‘ ‘ . I i-‘
P ¥I. America: A Nation of Commuqities B L .1ig‘v¢\_‘

III. America's Million Neighborhoods C e .', L

“ IVi] The Immigrant in Comm7nity and Neighborhood Life ... .70

Ce

A ) V.' The Changing American Family .. {'. L .':r.,. ;'.'ZJ;M'CZ

7

' VI, The~Changing American Family (continued) .'.;.,; S 124

: J . : ~
o Tte o VILL The American and Eis Organizations‘.'.v. e I 145/ﬁ

~ -""'“'.'"' L. URLe pmn
P ' ,g The American akd His Work .

'VIII. Machines, Men, and Their Jobsl . « + « « v w « o « cw o 17
1IL M , Men, and Thelt Jobs ; - . p

.CIX. Scientific:Plannihg in Industry e e Ce i e 196 ;h,

\ .

- .
A )
\

v . \ .,o.' ‘. ’
T . 1(-.’“ P o : ) ‘ -
LT N A, ) N . o : N o R




. N \"‘ , ; . . . .‘ : .. oy X . E o A .\‘
. et Unitxvi-7 W s . o
ce Government add Changing wan and City Life v ’_‘U R R
- S 2\ . . KERACT R
h VX S phang:lng Community ernment m America\ . e e e e e 221
ce XI. The Real Government of the ‘Commun.ity, . . ' rely e 1263 b )
FEe XII Introducing the St;udy of Law e . ".0 v ~ooa . 1270 v
2 X111 Sbme problema.gf Law Enforcement ‘and Crime ceb e ... . 288 b
. - .je. ) // ;f,f D = \,.\_, e : ;
.‘ . ,". RS RN Unix. v v e z, o
L ' ' ‘/ . . ‘; . . N w - .
‘ t 4 The Press and American Cultune . aeotoye A

\;.;..: e . ‘ ‘ | - 5
- XIV. The Story of AmericangNewspapers, Magazines, and.Books . 315 - ;\_

XV, Wha/t the- American People Read . 'L.) ‘e e \. 348‘ )

- i Ty AT T -
B . L - R . ;/’ '.“~ . ~ - . N _:.. ._',.‘ . &
\ o ot Lot T Unie, v1 - ;. s B - .
PR U ; Lo . — S, , . . FRE CoT
VL oS S Lo oo A
. l.Puhlic Opinion and American Life e )/ff SRR ’

Introduction to the Study of Public Opinion :"<'if;3' L3790 ' Asj-

/" How Public Opinion is Formed '; C U C e e e 391y
11. Li erty in: the Aﬁerican Democracy “ e e e e s e e e . 418 -

. e St y L.

P '/2//4'”J | L= e, tfevin - A
. ~ s T ' ’ " o

S .o Other Aspects of our Changing American Culture . Ca A

XIX- Advertising and the Consumer .'};. ;' '{-rZ: .dff."{-. . 4477
. . . ) 4‘_0 B ) v . .
C ';xxl.fThe Changing Customs, Standards, and Recreations of e ' :
‘ /. oo the Conmon Man O T T T S IR e Tyl e e 478
. Ce T ) R © e ? S v ‘ a7
Tt OXXI. ,The Rlse of the Fine Arts in America ; e e v s 4 4 . & 514 oo
- \ ) . O . v iy &
. XXTII. Assimilation of.Differeht Nationalities and Ra%es. . ... 553 .
<A - D L .
XXIII. Lookihg Ahead: The Age of Planning " . . . . . . « . . . 591 =
o . N ) . a o B - . Iy
i , ; a N
" INDEX . .. e e e, O T P R T I B A B 607115 o
. “ : B < B i C . L .
. D o ' ] . , C
N ' i . '
. v H Yoo s .;7 )
. ‘ ' 2 ) .
- ) e i .
T - ‘ / . '1{31J ) : .




through economic and social probleMs of neighborhood family 1iving, work gov~
ernment, theé mass média, the shaping of public- opinion, fine arts, as well ‘as

-:BFthe pr lem of ethnic -and racial differences The cauhes for these problems

L were repeatedly found in the advancing new industrial revoldtion and its,impact

on 9|§§el-1ife. Progress, through scientific technology, had wrought positivé;
~_change and. improvement in the American-standard of living. Modernization was
treated as a positive good This’ was demonstrated by looking at the "ordinary" ' 1

day in the life of. the American family 1in 1890 and again’in ‘the modern day:
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Fig. 37 An ordinary day in the 1ife of an ‘ Iig 50. An ordinary day in.the life of ‘a

American family in 1890. . Compare T "~ - modern American familyll7
this picture with figure So11 ’ _ .
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- The blessings of technology and modernization on the Apmerican family are clearly

in_evidence. There are problems however with this 1dyllic picture, as Rugg 1is
quick tOAﬁQte- He goes on to describe the ‘home 1ife of "MrH‘Very,Poor,Man,"

-

"Mr. Avefage‘quker,"'"Mr. Average White-Collar," "Mr. prosperous-Businesg Man"

and "Mr. Cultured Man Comes Home. A variety of SOCial—economic classes are

represented in the texts, along with the 1mPaCt of technology on the world of

v

work and family., But thrOughout, class is not represented as a class out of

which one's own self interest is to be politicale organized More often, it is

-

'represented as.a social ladder upon which eveéryone GSpires to a higher Standard

" of living and social power over one s fellow men. This view of society was a

Y

~given. rooted in the very nature of man. As Rngg Put it in a later text,

So man's struggle for a better 1iv1ng has been partly influenced
by his desire for. power over his fellow man. _So it has been in
all times and in all places throughout the 1i¥® of man on earth.

. « «Now all these things that a man desiresg and struggles to get
can be described by one phrase, 'standard of 1iving.

What a man wants and sggggglgg_gggzlgggigglx to EEE is his
] standard of iving s

'Rugg s view of the social class .gystem was that of a meritocratic liberal’

who saw‘the SOCial class system, structured as a ladder system upon which men’

\

Struggled for a prace. Throughout Rugg's analysis is found a fundamental com—

mitment. to this vyiew of social structure. Even as-the conditions of each
X : - _

rung on the ladder can be made better'anijSShaPSAmade even closer together

. . L“*’;‘v- - N .
through progress in science, technologyruﬂdicorporate_life, the ladder system
remained. Undergirding Rugg's textbooks-was a fundamental acceptance of the

corporate ' system. There were, of course, many social problems as Rugg Pointed

out®

There are difficult problems of the changing family.

There are problems of the breakdbwn in neighborhood life.

There are problems of assimilating the immigrant.

There are problems of.unemployment.

- There are problems of honest and efficient commynity government,
There are problems of law enforcement. )

There are problems of controlling and improving the press.

~NoundDwhE
: e s e s

s
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8.  There are prob ems of propaganda and censogship. - '
9. There are Problems of controlling the uge of advertiSing and of
the increasing eéxtravagance of our people. . - .
10. There are .problems of educating .the: congsumer in scientific buying. - 7
11. There are problems growing out of the: increasing.reSthSSness and
speed of 1life. o
12. There are froblems prowing out of the interest o£ the people in .
: accumulatifng money and property. . )
13. There are problems of intolerance'and interference in individual
and group life 119

. <

Rugg repeatedly emphasized that the solotion'to these many problems was more

sound economic and social planning. - The state power was to be used not -only to .
V

regulate business and social life'for effiCiency purposes, but to partially re~

- . [

discribute income “s0 that all might have the best standard of living" possible.
Rugg said, | o

Finally,'we'mUSt have plans which will help divide the national income
among- the peoPle so that every person Will have the best Standard of

ldving in respect to comfort that the great wealth of the nation now

makes possible.

L.

This redistribution’ ‘would come -about as sclentifig planning would be employed in

all ‘areag of life. Even before the New Deal took place in: 1932, One found a
: .4

. - 4

series of proposals for government“planning in ‘the Rugg textBOOks which were
Presented as the solution to most social 1lls. There is, Rugg Surmised, ". . .a

. , v ,
need for a great multiplication of-éovernmentallagencies to aid the man on the

2
~ street ip his purchasing nl21 ‘hlosely attuned to .the major social, ecoPomic and

1iberal policy direction America was about to take, the Rugg textbooks, created

in the 1920s andyfsed in the 1930s, certainly appeared to fit the social views

N

of the times,}gghleast for those who had adopted the liberal view of the positive

welfare state. From the very beginning, Rugg seemed self—consciously aware @9

N

the 1iberal philosophical underpinnings of his social ideas and the new education.
. )
A new gociety was to be engineered by the new educat ion-under the leadership of

"wise" educational Philosophers. Closing his 1931 text, he said:

5 1[1”1' . 'A ~
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8. But the basis of- the new age of planning is the ne education
The launéhing of far—reaching plans depends uponrone fundamental
step - education! The education.of grown-ups! The education of
. -~ young people Already a new education is appearing.in ¢ur pro- A
) gressive towns and cities. Under the leadership of wise.€ uga- o e
tional philosophers and thousgnds of progressive teachers an
adminiscrators; neW‘Linds of tlementary and secondary schools
- are appearing. The spirit of these new schools is one of Bgtive
. work, ' Young peqple in them play an important part in ev rywas-
. pect -of school work — in the work of the classesg, in th various
organizations, even in the government of the school. ;ﬁfhef

L.

learn to live in a democracy by l%arning to govern themse

By 1940 the social cllmate had changed As.the uncertainty of America s

osition with respect to the war raging in Europe combined with the growing

)

recognition and awareneSS,Of the bloody repressive policies of the totalitarian

~

. states that had emerged in Russia, Germany, Italy and Japan; - the - notion of-

state planning and state authority had.begun to lose its luster In his owm’
life, the auerage American witnessed a decline in personal freedom. . As not
- 7
. . . :

only the welfare state emerged, but uithin that'system the larger bureaucratic,

corporate organization moved to manage and control production and consumption,
»

more ‘and more areas of . personal freedom were .eroded away. Under such cireum—

stances that populist rOOt Of American consciousness which usually hcld a 8trong

‘ distrust of central governmentnand eastern banking conglomeratés<came to the

H o *, : . . ) .
fore-lzs' With America reflecting all kinds of insecurity and fears, the American
- . . .

- Legion, the D.A.R. and others such as the Guardians of American Education,

’

charged the frontier liberal thinkers at Columbia University with subversive

vy . ! -

activitieg. At this same time, while some, such as George‘Sz Counts and John °

Dewey Wé;e carrying on Strong anti-communist campaigns within the Teacher's
12 4

§
the thrust of the anti—frontier thinker campaign was directed at Rugg
. \ _

and his textbooks.: itLin'the'year, 1940, Rugg was not only publicly maligned

Q

and rePeatedl){ refused the opportunity to speak in communi ies across the c0untry,
125

_Union

'~ but his textbdoks were Cffectively eliminatcd from the sch ols

I L




Shortly after the Korean War truce was signed, another text for teaching -
: . 4 - . . A . . ° o -
\-higﬁ,sch°°1uSQCial studies” was pyblished which was to become a’lapdmark text -

5 ' ¢ W ¥

u

Metcalf and Maurice P. Hunt, Teaching High Schéol

fofjthe'l9608. " Lawrence JES
\ .

Social Studies (gew York ] rper Bros., l955); tookkas their central concern

~

the development of tAe in ividual citizen s ability to think reflectively

AN

Along with that. foqus went a special concern for the application of reflective v

/1' ¢ 2 SRR

_thought to areas of hmerican dife. that have tended to ‘be” controversial. These - .

T -

areas wvere termed cIosed areas. Here, qnce again, the TabIe Of’Contents re-

_flects this very different approach to citizenship education

.
» P

, ' CONTENTS . = - : ‘
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~ 4. The Reflective Method (continued) ‘ _ "~ 65
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' 7. Climate Making as a Part of Methed ’ : %130
8. Discussion as a Tool of Reflective Learning ‘ 157
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-National Institutions 323
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Unlike ‘the 1life adJVSEAEnt" texts which placed aWQeavy emphasis on gpecific ‘f
beha&iors in terms of "how to" activities in virtually every aSPeCt of life,
. » PV @ -

fMetcalf—Hunt text emphasized reflective thinking. ‘By” this emphasis they were

!

, assuming that the most. important characteristip of the citizen is his freedom
p to think clearly, accurately and critically s a prerequisite for deciSiOn—makdng

\
-

and choice. They did not preclude or short circuit choice, as most behaviorists

]

had done by advocating a social conditioning process, rather they placed their ,e
\

emphasis on how to think instegd ‘of what to think.. Unlike Rugg and other re— N
s ¥

! c°“3trUCti°“15ts who presented SOlutiOns to- social problems in their texts,

e

Metcalf and Hunt turned the student s attention‘to a critical examination of ways
of viewing controversial\areas, leaving open’ the final solution. While the dis-

cussion of closed areas is clearly limited by the liberal views of the authors,
4 @ T ~ " . |
especially in the areas oé’economics and social class; and the alternatives are clear-—

1y liberal perceived‘choices, they still are choices.
Metcalf and Hunt knew very well that the use of this method preSupposes a .

comunity which~accepts the process. Therefore in the closing section of the book

-~

can be found an extensive discussion o@dthe need for academic freedom in the high

\

school. If, in fact, the method of reflective thinking is used efFectivély in
education, it could undcrmine those social<belicfs, attitudes, values and 1in-

. . ' - ’ \ . B i
stitutions based on existing arbitrary uses of power as Socrates knew. John

. I . . 1 1 P
. . A
) N .
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Dewey suggested as muph when. he sa If\We once start- thinking no éne ean

e
.1 o .

uarantee ‘what will be the outcome eXce hat many objects. ends and institu~

a'tioq? will be surely doomed.”._ just whe‘re the préctitioners'oe this mebhod

usually detérmined by the“way the reality j

>

i g N .
at:oliE short qf taking the hemlm:k i

Uf'social_iSSUes are structured. The- liberal's sogial fﬁeas set the boundaries

.
PR

/, and are, in fact, tde limiting dimeﬁéion Of\wha& coﬁstffhtes reflective thought-

-

Tp {he extent that those)in pgwer feel Seche with those 1imits iS the extent

to.which they willrpermlc the uge, of the method of reflective thinking
- .
#~  The underlyingPhllosophy‘which Permits this approach is, as the authors

“ - 128

Contend that of. Dewey, Bode,, Hullfish and Griffim : One might furthg\ sur-

.

mise that they perhaps\QEXEfﬁéken the‘beSt, e pecially of Dewey and Bode, to ,
delineate their POSiiiGﬁ It was, after 81112p

ewey 5 contention in The Public

¢ u

and ItsyProblems, (1927) that ”method was. the key to the deVelopment .of his-
o

7

- dream of a free public. One of thie/ many Prpblemsiwit this liberai philosophy,'

K . '@N«‘{— .
as it was applied to the social issyes Of he time,'was EBr only the problem of

where: that philosophy intersected with power bu the extent to which the liberal
Ladi) ¥

"reconstruction of demOCracy and posltive freedom cpuld be used Lo move easily

>

frOm the conception of a positive tiberal qtate to a_modern tOtalitarian state.

Ezéghis regard, Metcalf and Hunt, in placing the emphasif on method and keeping &Q
Yy ! :

Open'the idea of ChOiCe, not only developed the best in Dewey's libesalism, but
Stopped short of the totalitarlan gonception of the state which tends to dominate

much of the purrent literature in citizenship education. " The Metcalf Hunt work

B H
b '
then, can be viewed

a kind of benchmark from which others in the 1960' Jand
1970‘5 have workedt

In the'decades ' NS ties'aﬁdﬂsenenties a Variety‘df Ciéizenship educa-
tion.proposals'were : CUffiCuldm development centers at Teaehers

/

College Golumbia, Amherst, Upiversity of Southern California at Los Apgeles,

PR

——
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'_l ucarnegie~Me110“’ Harvafd Ihdiana,Nggfis and onheﬁgi

v : "

- P
et . y'

H \-direction of these pr0P0§als would requine a COmPrehensive researchﬂg?nject in

ﬁ-\.

“fitaelf Our anak?sis, here 1s therefore 1imite Lo, only a' féw of broader

-~ .

o tendencies whiéh tend to clt across many differemt proposals iﬁ the area of

Y \
» o \

cltlzenShip gducation- _’“' . » i& e h-' - ‘\_

4

2 \ Many social studies educacors in the schoqls in the 1960s tended to follow 3

Wb ) > . .
Edgar Wesley s definition of social studies das Fig sgcial 9ciences Simplified

)
for - Pedagogical purposes. ? Tney generally thought of social Studies in terms ’

of geography, h&gtory, economics, sociology and civics, and/or a variety of ¥3ﬁ=
'-" 2 4 .
fhation of subJeEtS- 56111 Others moved away from the disciP nes, as Edward%

130 . -
Krug and 1 James-Quilleﬁ did in Living. In Our Our Commu 1tieS-_3' This Fext ‘was
p ——-wJL———-— .

y
‘. an outcoma of Krﬂg s and Quillen s involvement in the Stanford 5 year Social
) .

_Edueation study fioanced.by the General_Education Board- Living EE.OUY Commun-

N . . . . E)
- [T . .

1t1€9 Came fairly close:to.a modified'life adjustment approaCh-\ An a8nalysis of

thiS text reveals, for example a. thirty page Chap%er devoted to "HGV?ng a Godd:

:.Time. as-opposed to two pages devoted to descri?ing the federal jadigial sys;emij'
On the ot;%r side, the work. of Jerome s. Brunner ip The Process of EQ2933192)
emphasizing the "discovéfy method” as well &5 Edwip Fenton s work in the 1960s
‘which Utilized a mode of inquiry apppoach-zékmed to cnt closer te the.tradi-.

~ tional disciplines than Hunt and Metcalf had done.

-

By’ the 1até 1960s political wscientists began ¢q once again’become more act-
ively interested in the public schools and Produced a variety of literatyre
. 131 .
on the quitical socialization of children-. While much of this literagyre

and research has produced some interestiﬂg'and helpful material on how children

learn political concepts, for the most part, these gtudies are basically des- :

-

criptive gyrveys of what was taking place at a d;:;n time. They are not ex-—
. ¥ . \

'periméntal; exercising rigid controls and therefore, can be relied on only as

¥

suggestive of what was going on, To unlva(Salize these findings 1is a serious

mistake. For t_xampl(,, tO !‘\y thdt all (',hlldren can cOnceptualiZe the principles

| S - 1ic
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tn the Declaration Of IndePEndenee at a given grade level because our sample of -
. : . l
L 500 cases 1nd1cates tgis‘to be true, and therefyre we ought to Create a cur-

"*Qulum program“accordingly 15 to commd ¢ the sanme error Whicgﬁ;urricular experts
A education in the 1950-19503 did,when tHey uﬂive;aalilgd their findidgs based
o, Linited Samples' H°we"er even 1f the Sample ig adequate, the. Problem of
. édgﬁusing what 38 Vith -what, can be4 and indeed, what ought to .be, remains. ‘A
dOuble error 1s thus committed When one propoees that study of the principles v,? ) au

. . a i . ; -
of freedom ought - to be restricte@ to a parthular age level whena‘first of all, ‘ }{2\‘/.

,»

\
muﬂﬁproposals are based on queStionable sampling procgduréﬁ, ' and secomdly; even

&

1f'the~procedures.ane S°““d the static a/gcrlptive nature¢
- 4

L3

£ the study Of what ed‘

is doeS not and cannot deseribe what could be, 0nly a éﬁrefully Worked—through
A
and controlled experimental tudy can answer that qgestion. Most of the political
*.
SbCialfzation’literature falls Z“to these areag of description and therefore

\
‘ [y

shou1d oaly be taken as Suggest .

LN

This problem 1s further compounded when some >such as Lawrence Kohlbefg,
'Confuge conceptual deve10pment d%th a Prefabr1Cated hierarchical schene of moraL . _!
‘ \
development.\ The miStake is” fﬁrther compodndedzﬁhen Edwin Fenton clains that,’
. These stages are EEEEEEl.steps}in ethical development, not something artificial

,.A_
~

or invented. "132 InVOklng the support of x‘“ature" to what amountsg to a very shaky"

S

theory without hard experlmental evidence 1s to say the VeLy least, highly ques Yﬂ

@

-~

tionable While KOhlberg work 1is heuriscically {nteresting and Suggestive '/‘.
of more careful and criticj§§y controlled research and experimentation, the o
Credibility Of rcSearch at the Present ]_evel hafdly warrants bUilding a So(_\_iél )

studies curriculum around At as, ‘Fenton proposes TO do so, it seeds; is to ' :N‘l

Succumb to the band Wagon 8§§eCt which so Often has caricatured currigular efforts

4
In this area in the past.
]

There‘aré\a pumber of Political'socialization studies which are suggestiveu {7t.

and do warrant further more oxrensive,.inteénsive prearment. vhe such study was

that yhich was done BY Edgay pite, entitlejizqeivic Education, Commupjty Norms,

‘—_Q; : * - < ‘
. . ’ . 7




_ 8fﬁluent connnunit;y,rjb

Y . ¢ .

and Political Indectriﬂation "xi? Looking at ‘the citizenship edUCation program
‘( B

A
3 " [! il
in a working .class! bommuhg;y in comparlson to a middle claSS and an upper class,
= . '»—‘F;‘\_,J/ \ i !
‘discovetedf%ﬁ§§~ﬁhere appeared to be signifiqanc differencee
i“‘PdUCational tresihent aespeciali;ﬁtﬁaﬁ\it\came to the 1evel and" kind of par- :
'

;..

i tiCipatiOﬂ-‘gyhixe ﬁh&s Study does ﬂoﬁ LﬁOVide sufficient empirical evidence upon .

A

- ’(,»

further suspect that a coﬁp H nsive hiStofical‘ P
) ¢

citizenship education.i$’1ike1y to reveal thac we have been using a class dif—

ferentiated curriculum for ‘some. time-

;
g

1.‘(\
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L VIII

“

Educating the Man or the Citize

Richard Remy in "The Challenge of Citizenship Ed caIiOD,i conc}uded his

(f . "
summary,"in part by remarking, : . '

/ S
' The task of citizenship education in a democna v involves paradees. *
\\‘ ' Can such education instill orientations suppor ive of American de- .
. mocracy and also teach critical thinking skil Can such education
_ teach participation skills which are both eff ctive and acceptable to
«" the majority of citizens and their representa ives 'in government?133

‘The paradox he found-came to the fore in the Viet am.War PrOtEStS an‘ the\civil .
[ 3 ’ : B
rights movement when effective part1cipation required violation of generally

"136

held norms for acceptable'citiZen action, ! This problem 13§5ecessarily

paradoxical only when one ultimately holds divided 1oyalities to the individual

- v

"and the state. There is no paradox when one holds that one's ultimate loyalty i

/

' 1s to the individual as Humboldt and John/Stuart Mill argued "The grand

1eading priDCiple, towards which every argument hitherto unfolded in these . e
, 7 .

Pages directly qonvérges, is the absolute and essential imPortance of human

L

’development'in its richest diversity.-‘ Or as T’oreau put it, "I think that

we should be‘men first, and subjects“afterwards. It is not desirable to cul-

tivate a respect for law, so much as for the r%ght Or, as Martin Luther King

said in his letter from the Birmingham Jail tPat resgpect ought to be paid to’

the right law, the just law, ‘but not to the UJJuSt law. How does one determine

¢

/
!

the qifference? pjwﬁllg; f . f‘
e : . NN l v o R e ,,,', JREN
L An unjust law is a, ‘code. that is out of harmony with the moral law. To ‘
_fI““#jI in the terms of Saint Tﬁomas Aquinas' An unjust law ig ‘a ‘human b
'f_law that is not rooted in eterndl :and-nyatural law. Any law that vplifts .
" human personality is just. Any law that degrades human personality is
unjust.137 B . I . ‘ _ -
: L .’ . . . ..
There was no paradoxical problem here, .. lhe appeal was to a higher law than the
| .
-mtate law and the test of that law was human dignity. , . T
| without oversimplifying a very diffi7ult and complicated process, one should

" -

.recognlze that there is 8 very,. dlfferent bonception of citizenship at work here,

: ~ Lok




The'individual and state are not balanced as equals;, but rather the state is

- . - ' - t

'only ajnecessary expedient against which'one.must forever ‘be on guard. The
right of'revolutisnf indeed'ultimately viofent'revolution, must be -preserved in
3 o - el . . i - . v v ‘

this conception.ofﬂcitiienshipl No state‘ought to have,ironclad"guerantees-

_that its citizenYy will not takevup arms against it. The citizen, as'Jefferson
- L K e ,’
argued ought to be SO educated as to recognize tyranny and be able to revolt

i
4

;against.it.' To be sure, the price of revolution is costly and as a rule, people

do not’ take up- ‘arms against their government for 1ight transitory reasons,-as

The right of revolution,-as

> 1

-

Jefferson wrote in the Declaration of Independence.
}

a last resort, however, mus¢ be preserved), Given, then, the ideas of citizenship
S

that 'Humboldt beautifully analyzed in The Limits of State A tion and the ideas

‘reflected by John Stuart Mill, Thoreau, EmerSon, Martin Luthe¥ King and many

others,’ one cannot help. recognizing, when 1ooking at the course of American
: }
history, that AQerica has witnessed a profound expansive development in the '

power of the state over ‘the indiv1dua1 While one might recognize the political‘
social economic and practical problems that have given rise to the expansion of
those powers, and at times seemed to justify that expansion, one might Hlso rec—

. ognize the tenuous, problcmdtic nature of individual freedom today As AmeriCa

13 - . _,.A
o ) - e

‘moved from a merchant state to an 1ndustriai statﬁ, we ;reated a corporate liberal,

positiVQ“State Which*has'Peruceds*in;the_name of,spcili welfa?¢,‘é'conceptdon'of
: S . SR E . : L ’

-the‘reldtionship ‘between the individual and the statc which no 1ong8f paradoxif
cally balances4the individuai and the sthte -as many 1iberals, such as Richard
Remy have done,fbut more often conceives of 'the right of the state as being so

}‘quperior thnt there can be seen no reasonable grounds upon whieh the statgﬂedn-
..cational nuthority ought to he.limitod; Ihus, the state is given ‘A free "hand to
manipulate itQﬁcitizenslinyoducation to whntever e}tent.the mnrket wili beqr,_;
Without a guiding educational, philoso}hicnl ideni, the end comes to:justify the

14 ' N —
- . o
- : .
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fleans as drugs, "time-out," 6olitary confinement.bbiés, as well'as'allfij .
oy . N %
) o ' & . . . ) .- - .
{;kihds'of‘psychic ﬁanipulatyﬁn techniques take their place ?n the schools.": .

l Earlier in theé cgnﬁd?y,'bharles Edward Merfiam, a leading liberal reformer '
L ' L v T o o i ‘ . ‘ . N . , e o
of citizenship education programs, argueds that our mnew knowledge of person-~ '2
ality developmgnt must Be used in the schools Becauﬁe,.in the end, all know-

LN 4

:'1édge is useful to the race.’ As he saw it, one should not take:a stand againét 4
progress. In 1931, beidfe Buchenwald;nDachéﬁ, Belsen, Hif@éﬁiﬁédand‘My Lai, hé Ny
- = Do ks . L g - o . e
";}V.J_fotE, Vs o ' . - oo R

R
I

iy

It may be said'gﬁaﬁhén ﬁnﬁcfuphlous_or coTrrupt gQVérﬁment_gpdoﬁéd'with
these far-reaching powers to shape personatity might inflict 1ng91culable
injury upon the race and ‘set it far back. But the sSame argument may be'’

' made as to high explosives of any.sort, capable of use against the very . -
S xg.intelligénéq'thétjunearthed théig secret. The inventions of mechanism '
o either material o6r of social and zpolitical control will not ‘stop be-
cause they may be turned to anti-social uses; ‘forin the long rug the Y

assumption must be that they are’ useful for the race1138_9¢¢wH

. "Merriam had crossed .OVer. rather early to’'a totalitarian view of the individual
and-zhe state wﬁenpbérgéid» - o e S

The anti-gocial and non-ar, ‘apolitical types are a central problem. in J
[ political and social education, andgfhey»gannot be“omitted in ahy’Scheye
o of political education whether in the school or without it. It is not™ . ..
“merely the enemy or the criminal outlaw who obstructs the development A
of prderly relationg of co-operation among men, but also the type who ' '
is neither; who may ‘be called a disorganizer, a nonconductor, a resis- . °
. tant to the general process of gsocialization. How to deal with him,
. and how to integrate him into the political community without destroy- ‘
ing the individuality and the eccehtricity that may border upon genius, :
_ is one of’ the central problems of modern social and political education;
. . and.unless this is solved, relatively little’ progress can be made in
< . othér d¥sections. «This is the limiting Factor in the constructipn of
the citizen.139 - e ;
; The citizen's pefsonallty must bé constructed so that he fits into the "demoeratic"
community. His thinking must be engineered so.that he will become a valued con-
’ e 2 ‘ :
tributor to.the community. Edward Bornay§ﬂ once honored by the American. Psy-

- dhological Association for hls contribution to science and society reflected a

- KN TV b
r -

similur'totdflcaffan view (0 1947 when he safd that éngineering of consent,
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Py .
.+ .quite simply ireans ‘the application of scientific principles

»

~..and tried practices’to the task of getting' people to support ‘{deas éa/ ,
. and program&. - The engineering of, consent 1is the.very .essence. CEy
L of the uemocratic process, the fréedom to. perSuade and sUggest B .
"7 *A leader frequently cannot wait for the people to arrive at even e
T .general understanding._.,m,.democratic leaders must play their part. ’

,/in...'. .engineering,vv

140 .consent to socially<constructive goals and
values. Y

. B
o] S - .
ot "- L :"?, .

'." 4

Within th e

Ontexts of the decline of both the classical and’ Judeo-Christian

a“#ff”*traditions, and a corresponding emergence of the compulsory secular state, the

’

'notion of the totalitarian society was'born.g With it a neW'totalitarian person’

v . ’ it

was born whose satisfactions, wants, feelings, ideas, indeed whose very will was

- L

o .‘to be’ engineered. In the process, words were ‘made\ to take on new and different

S N o RO e o
_\‘ meanings. Freedom meant control while a word like démocracy no longer meqnt rule

- .

o by the peop]e, but rather how human beings came to- relate ‘to: each other in gr0ups,

.., AL

. Participation was t6 be measuredrgffective not on the basis of real political '

P ,\‘(:4(

r"

difference such participation achieved, “but by the psychological feeling of -
. PReY
,belonging that it produced in the participants.' The problem of-freedom and in—

3

tegrity of the individual in the modern totalitarian world is prof0undly dif- -

-fieult, and thUs, the education of the citizen lin such a- world is no less dif-"

'lficult. Erich Fromm capsulated the problem when he said’ that,;rj;}lh "'i

. in a successful manipulation of- the mind the person is no longer*‘

saying ‘the opposite of what he thinks, but he'.thinks the opposite of what

15 true..  Thus, for instance,’ LE he has surrendered his independence and \
toen fkhis integrity completely, 1if He' experiences himself as a thing which be~
R 1onges ‘either to the state, the’ ‘party or the corpgration, then two plus
“two: are five, or 'Slavery is Freedom,' and he fegls free béecause there
1} noilonger any awareness ‘of the discrepancy een truth and false-
“"hood. . <L ‘ T ’

Given the conditiOnsiof the modern world, Rousseau-might have, been correct‘u

when he said "Forced to combat Qithet:nature or soclety, younmust make your
’ choice betwccn the man and the citizcn, YOu cannot train.both " Perhaps Humboldt
-‘was even more correct when he said, "The grand leading principle,,towards which

every argument hith01to aunfolded in these pages directly converges, is the absol— ..

-

ute and ;sscntial importancc of human dovclopmont in its richest diversity.
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. scholagtic Athletics and the Shaping of a Meritocratic Consciousness,". Unpublished
Ph.D. thesis, University of Illinois, Urbana, Illinois, 1978.

_ 8For an analysis of some of the early character education movements .in the’
twentieth centery, see Stephen Yulish, "The Search for a Civic Religion: A History .
the Character Education Movement in America, 1890 - 1935," Unpublished Ph.D. J‘g
o .

. thesis, University of llinois, Urbana, Illinois, 1975

« » i

JFor example, see John B. Watson' diseussion of free speech in Behaviorism..
_(Chicago. University oj Chicago Press, 930), p. 303. Also see B. F. Skinner's
-discussion of the subject in his more recent book, Beyond Freedom & Dignity. (New.
York: Bantam Bdoks, 1972) . ‘

80B. F. Skinner, Science and Human Behavior. (Nen York: Maenillan Co., 1956),
p. 447. ' '
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© Blgee George H. Maad, Mind Self and Society. (Chicago' Universh:y of Chicago

o Prdns) ,George H.. Mead, The Philosophy of ,the Present, ed. Arthur E.!Murphy. "(Chicago}

“/he Open Court Pub. Co. 1932),George H. . Mead, The Philosophy of thé Act, ed.
chariaa W. Morris. (Chicago: Univ. of Chicago Press, 1938). “Also sek John Dewey

’ : and Cond;Et. (New York: Henry Holt and. Co., 1922)

f-‘;"":"‘"‘" o -

: ewey, Human Nature and Conduct, p. 311 R - _‘ : ' oo

;':1 nehaviorism, p. 303.

See'xarier,-uan, Sociét ‘and Education, p. 135. .,

o oaE ) ’
B 85See Clarence J Karier, Paul Violas, jand Joel Spring, Roots of Crisis:

,(Chicago. Rand MbNally & Co., 1973).

L
\

86See John Dewey, Individualism OLd amd New. (ﬁew York: Minton, Balch & Co.,
-1930)

8zSeei larence J Karier,i"Making the'World Safe for Democracy," Educational
eo!x Vol. 2? Number 1, Winter 1977.

88For a more thorough analysis of the way Dewey used this concept, see an
unpublished paper by David Hogan and Clarence Karier, "Democracy ‘as Organic
Community," University of Illinois, 1977. ‘

89John Dewey, Impressions of Soviet Russia. (New York: New Repmblic Inc.,
1929), pp. 105-106 Lo - .

.

¢

+
-

90For a more complete analysis see Hogan and Karier, "Democracy as Organic
Community.' ‘ . g . ) ‘
ngee Violas, The Training of the Urban Working Class and Joel Spring, The
Sdrting,Machine (New York: David d McKay Co. Inc., 1976) -
3 &, John Dewey, Liberalism and Social Action. (New York: Capricorn Books, 1935),
p- 71. . . o ,
93thn Dewey: The Early Works, 1882-1898, Vol. 1: 1882-1898 (Carbondale and

“'Edwardsville, I11l.: Southern Illinois University Press, and London and Amsterdam:
Feffer and Simons, Inc., 1969), p 234, )
*

9I‘N.E.A. Policies For Education in American Democracy. (Washingtoni N.E.A.
‘of theMU.S., 1946), p. 142, G.S. Counts, "The Education of Free Men In American
Democracy." ’ . , ’ , :

95The pnasident, the vice—president and most of his cabinet belong to this
Commission.

| 96Michel J. Crozier, Samuel P. Huntington, Joji Watanuki, The Crisis of
Democracy. (New York: New York Univ. Press, 1975), p. 114,

9 Ibid., p.‘115 ‘ . “
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98As quoted by I. James Quillen and Lavone A. Hanna, Education For Social Com-
petence. (Chicago: Scott, Foresman and Co., 1948), P 22 o
3
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f 99Vernon E. Jones, Charact r and Citizensh;R,Education- A Syl abgs for Use
1n Teacher Training (Washington' National Education Association, 1950), p ‘2.
10
American Legion, Americanism Manual (Indianapolis, American Legion, 1952)
pe 7y aa quoted by Lewenstein, p. 102. . _
101 ' {r "
“"John W. Studebaker, Communism 8 Chalhmgeto American Education. School )
Lifey xxx (Feb. 1948), P 1 a8 quoted by Lewepstein, p. 104.
—————— L B
102 : :
Philip H. Falk, "CitizehTNJaining in the Schools. (Hiacnnnin.lnurnal.qg

» LXXX January 1948), 257, as quoted by Lewenstein, p. 104..

-1 quoted by Lewenstein,p” 105.

4l

The Jehovah's Witnesses‘interpret Exodus 20:4~5 of the Bibleeliterally
While they may respect what the flag stands for, they cannot ‘salute it because
such an act is deemed as bowing down before graven images.

10 y
5There were, however, some differences. the Minersville Case of 1940 in~ 5
volved a local board, while the Barnette Case of 1943 involved a state lay which~
carried explicit penalties for. thOSe who violated the law. _ il'

+104

106Leo Pfieffer, The Liberties of an American: The Supreme Court ~Egaks.
(Boaton- The Beacon Press, 1963), p. 51. .
.1070ne is8 reminded, here, that the real test of religious tolerance of a
,community, like a test of individual character, 18 not what one does to the
‘powerful individual or group that has the means to fight ¥ack but what one does
to the weak who cannot defend themselves., The question, then, 'is not how much
freedom the politically powerful religious groups ‘exercise but rather how much
kfreedom the politically weak religious groups have within that society. 1In the
"1830's, it was the Roman Catholic' who was in the position of threatening the
.community and getting his churchey burned. = A century later, in the 1940s, the
.Jehovah'sg Witnesses were in a qimilar position. ‘The main defense this weligious -
seét has had against local commnn{Ly attacks has been the federal courts. Thus,
between 1938 and 1950, the Jehovah's Witnesses have been involved in,over twenty
major cases concerning religious liberty See S lock, Education and the Supreme
Court, p. 101. Perhaps the réal test of the AmeTican sense of religious tolerance-
is not Whether we can elect a Catholic president ‘but rather what we have been
doing to the Witnesses within Ourdcommunities-

. 108 . oy .
: West Virginia State Board of Eddcation v.” Barnette, 319 U:S. 624,63 Sup.
Ct. 1189-1190 (1943). .

[

109, | . o
’ 9West Virginia State Board of Education v. Barnette, pp. 1186-1187.

10 . S
West Virginia State Board of Education v.’ Barnette, p. 1187.

See Pfieffer, Liberties of an American, p- 89, also see Pfeiffer, Church,
State and Freedom, pp. 524-528.. This mixture of freedom of speech and freedom of-
religion has further complicated this dissue. Can a gstate compel a student to salute
‘the flag if he objects on other than religious grounds? New York State has a com-
pulsory flag salute law (Chap. 874-No.. 801 and 802 of the N. Y. laws of 1963), which
requires a daily flag salute. According to the State's Attorney General, Opinion of
Counsél No, 135, April 8, 1964 the school board may coerce all children to salute
the flag except those who object on religious grounds, The cOnstitutionality of o

this practice is yet to be tested.’ ‘ -
[ o
’ o (2
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" ' “Student Government Service" National Council for Social Studies,
B oping ;tizenghig Through School“Activities, Bulletin, 22, ed. by Laura M
.~ Shufelt (Washington:/:The Council 1949) Chap. 1T, PP, 10-31 for a diecussion of
fthe ﬁae of the home ‘room for mental health.
[ \ . . .

%lslt had its strongest exponents in men like Franklin Bobbitt, see How to
'Hake(a Curriculum. (Boston, 1924) also The Curriculum (Boston 1918) and the in-
fluential activitiea of Charles A. Prosser in both vocational and civic educatiom.
See Violas, The Training of the Urban Working Class; Edward Krug, The Shaping of
the . American High .School, Vol. 1; and Spring, The Sorting Machine, Talso Education

and The Rige"of the Corporate State., (Boston. Beacon Press., 1972)

. 114Claude E. Crawford Ethel G. Cooley, Cc. C. Trillingham, Emery" Stoops,
Living Your Life. (New York D.C. Heath Co., 1953), pp.- v=xiv.

dé

115Harold Rugg, An Introduction to Problems of rican'Culture. (Boston;'Ginn

& Co., 1931), T

16:p14., p. 93. ; ‘ . , X
, 117Ibid P- 125.
118

Harold. Rugg, Our Country and Our Pqule (New York: Ginn & Co., 1938),
pp. 540-541. Underlining. for emphasis 1s. in the original.

-119Rué? An Introduction to- Problems of American Cnlture, P, 594. o
#
121 . ‘

Ibid., ‘p. 603.

g 1221b1d., p. 605. , -
I . ) ?

123Perry Miller' in American Thought: Civil War to World War I (New York: '
Rinehart and Co., 1959) P. xxx, once suggested thathmericE"has never really
decided between the classical individualism as reflected in the works of William
Graham Sumner as opposed to the new liberal scientific collectivism of Lester F,
Ward. Perhaps he was right. '
| 15?' 4 \
. AEe Robert W. Iversen, The Gommunist and the Schools. (New York: Harcourt,
Brace & Co., 1959) .

125For a sample of the kind of attack which .was carried on, see Augustan Rudd
. Hamiltom Hicks, Alfred T. Falk, Undermining Our Republic. (New York: Guardians
- of American Education, 3940) L . .

126M8uiij:/;/ Hunt and Lawrence E. Metcalf Teaching High School Soclal Studies.

{

"T

(New York: Harpdr Bros, -1955),pp. v—vi.
127

John Dewey, Character and\Events. Vol. I (New York: Henry Holt and Co., 1929)

128
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As quoted by Quillen and Hanna, Education For Social Comgetence, p.fl6.

. 3OEdwa‘p:d Krug and 1. James Quillen, Living_in Qur Communities. (Chicago.
Scott Foresman & Co., 1946). : .
- See for example Robert D. Heaa and Judith V. Torney, The Development of .
Political Attitudes in Children. (Chlcago: Aldine Press, 1967); David Easton, 1
Jack Dennis, Children the Political System. (New York: McGraw Hill Book o.,
1969); Jack Dennis, ialization to Politics, A Reader. (New York: John gjégy,~
1973); Richard E. Dawgon and Kenneth Prewitt, Politic§1)Socialization. (Boston:
Little, Brown, 1969);|Richard M. Merelman, Polltical Boclalization and Educational .
. Climates. (New York: Holt, Rinehart andyWinston, 1971); Kenneth.P. Langton,:.- SRR
Political Socialization. (New York: Oxfprd Univ. Pressy’ 1969) and Norman' Adler
and Charles Harrington, The Learn;_g of Political Behavior. (Chicago: Scott
Foresman' Co., 1970). . ; P 8 o

J ' '132

129,

B. Frank Brown, Education For ReSponsible Citizenship, The Report of the
National Task Force .on Citizenshiﬁ—ﬁducation. (New York McGraw Hill Book C Co.,

1977), P- 101. Underlining for emphasis added. u o . ,ﬁ“

133Reprinted in Adler and Harrington, The Learn ing of Political Behavior, pp.~ i
163-169 , ) T
o 134

It is 'interestihg to note that recommen ation number 3 of the Committee
which produced Education- for Responsible Citizenship was that, ", . .in all schoolacti:

ities dealing with civic competence, and school~directed comitunity expériences, 7 .

students 'should be assoclated heterogeneously " - Heére, one Suapecta the committee .

is assuming this condition to exist and is responding to it. P
2135 .

Citizen Education Today Draft, A report of ‘the U. S, foict of Education‘hﬂ“‘,
e to identify the challenge of citizen education in contemporary Ameri7a, p. 31.:: —

' € : d e ' - -
¢ 136Ibid ., P 30, S B LA L
137 | ' R ey
5 Martin Lither King, Jr. ,,EHX,EQ Can't Walt. (New York: Harper and Row, 1964), -
at p. 85 ,,,, . .\‘ ) ) . L N\ .
38

Charles Edward Merriam, The king 0f Citizens. (Chicago: Univ. of Chicago
Preas, 71931), p. 334. , : ,

139,

. 2
Ibid?, Pe 330

140As quoted from Naom Chomsky, Huizinga Lecture, Leiden, Germany, December 9,
1977. .

141George Orwell 1984 with an afterword by Erich Fromm. (New York:
The New American Library, 1961), p. 265. . ’ :
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‘Introducfion

1t 1is this diversity, they claim, which has madelAmerica strong, given

: *Marvin

. There is probably no bettex place than a schoolroom tq

. ‘Judge .of the charact r of a peopIe,...Whatever faults' OF.

" weaknesses may be entailed upon them, will show themselves
" there withoit the h pocrisy of advancad age, and whatever
virtue. thiey ‘may posgess’is reflsctcd without admixture of
vice and corruptio .. In g0 humblega place as. a schoolroom
 may be'read the commentaries on the" pqst, and the history
of the future development of a nation.:

/ o Francis J. Grund, 1837

=1
!

. . L
. ! ! . . e — co
el Lo ' . ! .

2
'

Americana have never been comfortable with the concept of pluralism.

On the one hand they admit that their society is heterogeneous, built S

Ca

upon different peoples with different cultural backgrounds. Indeed

\ .
it the flexibility and vitality to meet ' new challengea and conquér an v

worlds. But their treatment of diversity has always been conditional
0
eh,

and tempered' Diversity is acneptable only as it contributes to hhity

- YR Y e
and common citizenship.‘ Lt must conform .£t0 established’patterns of

»behaviour or enter the melting pot to be shaped, to an American identity.

1f individuals could ‘be. different, their eccentricity acceptable in a

b @

f,society which applauded ihdividualiam, groups could not. <A society ‘ i

built and dependent upbn heterogeneity has tended to reject a conceptual’
“.,-’ . ,

‘Nframework for éllowing group differences to- flourish America has, been

: 9 , o
a pluralist society refusing to acknowledge the meaning of ita own
4 a - P L N

) " o
[y i . . . . . - ¢ ot VIR v DI
Red N X . . . . : . oo o

”1;?23 ‘. . C '? ‘L

*Lazerson is Professor of Education. Universitv of British Columbia.
f; This paper wag prepared for Research for Better Schools Inc. - . 4
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role in reflecting and shaping these vi f citizenship. Popular

\

educatioﬂ and citizenship, schooling and social cohesion have gone hand o

5, et

- in hand. The expansion of educational opportunity,was deemed essentihl

- to the fibre of democratic life, enhancing the republic by teaching in* e

<

dividuals the essentials of citizenship and forging common values among.

heterogenous people. Unlike eighteenth and nineteenth century Europeans,; e

P
‘h

VI Americans did not debate whether education for the masses WAs a; goad

» =

. thing, but rather assumed that it was necesssry.. Whereas Englishmen
. 15 . i o

' “conflicted over whither education would unfit the lower classes for their

) e o ” .

o . ' occupational and subsefvie t social roles, Ameticansassumed that education
. M wt oL b

" was essential for a republic to function. About education, one historian

N .
2

has noted of the early nineteenth century, there was a "wide-spread con-
' ~
‘sensus among American elites about its desirability.- Unlike the English

2
[} ‘. \
vy

Tories, conservative Americans generally advocated schooling for social v

. ‘. ( _'!"

stability. They feared ignorance, not instruction.‘ The more skepticsl .

o ab o .‘1'7 B L
CT they were about the éurvival of the republic, the _more; they favouspd mass ‘%

N -~
'3 N A

o education. - (Kaestle; 1976)' _g' ”j _ _g o "‘. ',j’ EAR

The consensus thst schooling was a good thing ‘was intensified during -
period? of social and’ economic instability, at times when traditionsl

RD

:h_Seemed less effective socializefs

than previously Where morality seemed 1ﬁ decline jwhere class ot ethnic ;

3 ' Sl
b conflict .was deveﬂoping, the school had a role as an agent Of stabilization.
Vim

Rt _ Schooling w&s\thus essential to, citizenship and crucial to the development

of moral character for social stability

| . - , '.~‘<.' PSR . T ¢
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ii"bnff ﬂ;“f i But ochooling has also been viewed ‘as a means oi social mobility,"

parbially deatabilizing procesa.ﬁ Especially after the mid-niqpteent“;ﬁﬁ

‘ educamional opportunity and economia advancement were conceived of as

'1

aynonymoua.- Whnt was learned in achool behavioral and attitudinal traits,"

-

liUQracy, dt oecubational skills furthered economic_ngigreas for the indi—

vidual and society. Certain that schools vere nhecessary for social sta-

bility. Americans also viewed them as vehiCIes of social opportunity, - the :ﬁﬁiiu

means ﬁhereﬂy sons did befter than their father, daughtera ﬁ:hioved more - ., . %
¢ 3‘ than their mothera, and the children of minorities surmounted their 1imi-

Eations, and discriminations againat their group. Schoors have thus been : i
‘ﬁ“ﬁ S 41'.8up;orted‘because they are believed crucial to political soeialization.and
| " economic advancement; they preserve the social order by converting-dir— ii
ferencea intofcomnbnalities,‘questions ofysocial reform aﬁd;the distri—

v bution of economical rewards into educational problems. Reforming th

achool and " providing greater opportunities to attend school have become'

. ,’a\ /5' | g .

the dominant,American response to_socialJinstability and to ethnic, class, . .
s T P o o ‘ R
and racial*tensions. ‘ Ly, o . K o

‘ !

‘- o While’faith in”schooling hasfbeen widespread, the consensus ha

o qlways been beset” by conflicts and ambiguities. What political homoéenJ
y!e- “'1 &\
eity meant and how to educate for it have alwyays been open to question.

l

Not until the/twentieth century was schooli‘

,hpdght essentisimenough

B .y for all states to make attendence compulsory. Ethnfc groups have been i

Yoo
L. by
.nc
2 NE

at odds with governmental and | educational authorities over the beaching
"""" ") : vy

W bf alternative cultural values, often centering on the questions of - . LoD

v [ .
adi I B

bilingualism and biculturalism. When applied to black slaves, educaééon

T

in the decade before the Civil War was seen by Southern whites as de«ﬁf“~5" e

atabilizing, they rejected the

: el B N .
N : PEES R N
. v
Y RIS : '
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the idea that achooling for blacks enhanced social stability. Inatead'
they argued education would unfit blacﬁa for their placo in the social

hier!rchy. Fbr women, ci"’enahip was often tied to "domeaticity." Women
' 2 , g ; , ,;',‘&M LERN

Al

protect the home. auccur the male, and rear children., Social claaa dif—

. , s B
A o i

. ferencea have also cauaed divisions over the types of education to be offered

l"t

‘”and over the benefits to be derived frém expanding educational opportunity.

have been raised over who should control the schools,and IR

what curriculum and pedagogy best teach citizenéhip and assure 'economic
f . ‘{ D . . o
Qt wprox " f' .

' advancement. Although often argued in political and pedagogical terms

‘A i . '3,
!

the American Revolution.: On one level the Revolution had been, as John
" . Yx ‘ .

: Adams believed, effected before the outb a¥‘nf war, an evert already @f: _»fﬂ.m

1

created in the ﬁinds and hearts of th_x:

:!‘-»' ; .

”ople.‘ At another Level the o '.Aa

-.\.

process of cred%ing and fighting the Revolution created a cultural ‘cause.

"2 .
et -

ca

The Committees of Correspondence, the Sons of Liberty, the handbills, ffﬁ.,‘

: pamphlets, 'and newspapers taught the colonists what it meant to~be American.'

.
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But independence 'and a sense of being American stood alongside the tenuousness
- - . ' ;4 : o :
. of the experiment in republican government; and revolutionary leaders turned
to fofging institutional structures to insure social stability and cultural
1"

. unity. "We have changed our forms of government,'" wrote Bgnjamianush, a

§igner of the Declaration of Indeﬁendence,*"but it remaiﬁs yet to effect a_
revolutionlin ﬁéincipies, opinions,‘énd manners so as to accommodate them to
the forms of government we have adopted." (Tyack, 1967) |
The accommodatiép took place in a v§£iéty of ways: new constitutional

structures aé.the federal and state levels, the forging of political parties,
an ideology of equality for whitessand slavery for blacks, a search for a
peculiarly Ameriqan culture. échoois, too, had a special role in the dis-
semination of republican citizenship. By 1800 seven of the fourteén states that
'aaopted>new cqnstitutions had provided for pubiié aid to education, while

the AmericanvPhilosophical Society ran a contest in 1795 on proposals fof

a national system of edﬁcation; An "American-centered" education was urged
on the popuiaée. George Washington anﬁ Thomas Jefferson opposed European
study as leading not only to "habits of dissipation and extravagapcé, but {to]
principals unfriendly to republic gdvefhment, aﬁd to éhe true and genuine
iiberties of mankind.q In his last annﬁal message to Congress in 1796,

i ' .
wﬁshington proposed a national university under federal sponsorship to train
the nation's leade;s, and he ultimately bcdueathgd land for that purpose.
The state of Georgia took ;tcps to reduce foreign study and thus alien
influences when in 1785 Lt‘dtghnrred from civic office for an equivalent

number of years anyone who had studied abroad. 01d World textbooks met

similar hostility. = Suclp books, Noah Webster, Amuflcn's ffrst major textbook

1 e




author, wrote, would, "stamp the wrinkles of decrepit age upon the. bloom

of youth and...plant the seeds of decay in a vigorous constitution.
. 5 o ) ‘
(Tyack, 1967) ; Sk

Fear of 01d World contamination, the call for a distinctive Americamv>§n
character based on an American language and literature was reinforced hy
the notion that a republic placed greater responsibilities upon the individual.
A society dependent upon the franchise would always be menaced by an ignor-

ant and unsocialized citizenry¢ Education, Jefferson wrote, was thus "the -

v

_most‘certain and most legitimate engine of government. Educate and inform

the whole mass of the people, enable them to see, that it is their interest

s

to preserve peace and order, and they will preserve it, and it requires no"
very high degree of education to convince them of this." (Welter, 1962)
The educational necessities varied. Noah Webster believed the need was

for a national identity through a national language. Benjamin Rush found

s

that "the form of government we have assumed," required us to lay "foundations
N . .
i

for nurseries of wise and good men, to adapt our modes of teaching to the

peculiar form of our government." A prize-winning essay in 1795 on the

)

most suitable plan of education concluded that a national curriculum should
be developed withiuniform texts, lessons, fees, and administrative procedures.
"An entire, general uniform national plan" would produce "not only harmony
of sentiments, unity of taste and manners, but also, the patriotic principles '

\ b)
of genuine Federalism amongst the scattered and Variegated citizens of thisg

’
h“: H AR

extensive republic." (Rudolph, 1965) ‘ e .

Such proposals reflected a belief in youthful malleability. Drawing

.upon ideas made current by John Locke, Americans defended the necessity

170
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for earlyleducation as a sure means of gocialization. PThe. rinciple of
: , P

!
well known that our strongest prejudices in favour.of our country

’

formed .in the first one and twenty years of our lives," Rush assert.d
”kNoah Webster reaffirmed that argument "The impressions'received in

'early life, usually form the characters of individuals. (Tyack;:l?67)
l % .
These conCerns—-the uniqueness -and tenuousness of the American experi—

1 ¢

: . . \
ment., the need to escape from Old World Corruptions, to establish a unified

nation and a national character, and the expectation that youthful e
' &

3

iences shaped later behavior and beliefs-~fostered numerous proposals for
institutions to assure the creation ‘of patriotic citizens. Although|a
national system of education was never formalized-—the Revolution afger all

had geen fought against the expansion of state power——schools themselves
_took on greater:significance. Whether one viewedvuniversalisuffrage nd
~republican government with pessimism or optimism, schools.seemed excellent
agents of political socializationf ’The concern was neilther unique to !
America nor a unique function of schooling: ﬁuropean countries in the
process of nationalization showed similar interests. Between 1763 and

1797 Eranoe engaged in numerous debates "over a national identity. Pleas
for a'uniquelynAmerican literature, art, and architecture were common. |But

increasingly the school became a focus for patriotism, the institutiomn

where individuals would learn how to become citizens.

This was one of the great innovations of the nineteenth century. During

the colonial era, Americans had viewed schooling in much less exal.ed terms,

as nart of a configuration of educational ipngtitutions within which childyen

’
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Ml

_and youth‘were soeialized; Seventeenth century English colonists had | .

'argive& in the new’ world with the understanding that sehools were important to

the advancement of literacy,‘social mobility, and religious enthusiasm.

e LY

But they also assumed that the family: was the primary’educator° in-an

economy which saw work organized around the household .and family farm,

[ - C oy
youth learned their essential social roles within families, ‘one" ‘8 own

as well .as someone else’'s. The'church's role as'educator was subordinate
to the family, but was nonetheless essential in a society in which religious
beliefs and dendminational distinctions were importéht Through the church,

3

' public and private resp0nsibility were blended together, the moral values
[N

a of the community transmitted and gpheld Schools were considered more

S

marginal in these educationaliendeavors.f Most children never attended
school; most of those who did went for brief’ periods ‘to learn d bit of
reading and writing. ﬂ)avery small but increasing number of sixtegnth and
seventeenth century English youth however, schools were.a route to economic
ﬁ- and social success, a qevelopment not lost on the colonial gettlers. (Cremin,
1970) B o » |
) Thewtranference of English institutions to the colonies and their
transformation varied from place to place., New England Puritan villages
fostered mutually reinforcing educational“institutions in ways - that the
dispersed Virginia population or dbe heterogenous cities of New York and
fPhiladelphia rould ‘not.’ As the immigration of non—English peoples multiplied,
e the pattern of English institutions was itself challenged Pennsylvania
- .A;Germans, for example threatened English Quakers and Anglicans: forCing
} compromises around queqtions of schoolling and churcu nllepluntes Denominational

i
J
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Tt {conpetition forced an uneasy;acceptance of voluntarism in religion, the
' freedomvof indiviouals‘to‘affiliate with the church of their chojce with-
out government coercipn. But for all the complexities of socialization in
sy
seventeenth ‘and eighteégih century America, one theme stands out: the

R

eXpectation that children and youth would learn their social roles as

.

oo "citizeng" through the interaction of(familial and community institutions.

While schools increased in number and importance in the decades before the

B
oT.

Revolution, they°were usually extensions of church responsibilities, adjuncts
to apprenticeships, agents of‘charity to the poor, or, less'often,ythe organié

. zed wishes of homogenous communities; Youth'might go to school, but before

1

the nineteenth century, there was 1ittle expectation that what was learned

[

there was' strikingly different from or more important than what was learned
gly y !

in other parts of the community.

Protestantism and Patriotism

The‘expansion of and systemization of schooling after 18C0 was’ clpsely
tied ;b an emerQing consensus on thc importance“of Protestantism to national
identity. Although Americans had‘novformal state:religion—~the heterogeneity

-;and conoetitiveness‘of religiousvdenominations had forced them to reject a |
s state aupported churchi—they‘nonetheless expeCted theirisociety to be religiOus,
and Protestant.' Freedom from the coercion of an establisheo church, it was
argued,‘WOuld allow each individual to voluntarily chqose his or her religious
affiliation. With Qenominntions flourishing By choice,. individuals would be /
affected more intensively by religion than had previously been tri . AlthOugh“J

the jeremiads and revivals of the eighteenth and nineteenth centuries revealed

147 . [“
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. consgiderable concern over whether ,religion was indeed advancing, most.
Annricans by 1820 accepted the assumptiOns underlying disestablishment and
. ) ;Voluntary church organizations and there was never any perceptible move- -

ﬂﬂmnt toward an established church.’ .

e

: Voluntarism, howeyer, confused the means~whereby the.young.would.be
Inculcated with religious and ethical values. It raised questions about"

' how\\institutions dutside the £amilylwould.teach morality, whether morality
éould be separated'from the docirinal'tenets of oarticular denominations.
In terms of schooling,lth question was simply Puttn‘how could religious
and.thus moral-values be asgured in the-sLhOOIS-when the state was committed

.to non-sectarianism? The hnswer led to a reassessment of the relationship
between theology and morality which distinguiShed between, denominational
tenetg” and generalized mor41 valdes. Being a good'citizen meant upholdingb
COmmon "goldey/ rules" which tied Americans together no matter what their

. religioussziliation. Out f this~compromise. the acceptance of a common

Protestantismwwhich minimizéd the importance of doctrinal distinctions,

the public school emerged as Amerita's established church, making Protest-

antism and patriotism synOn us .- The forging of a common Protestantism
e
and its association with national identity thus allowed ' non Protestancs‘

to become Americans by identifying with Protestant values. But 1t also

Py

meant' that groups which found theit particulat religious doctrines essential .
to morality‘ most prominently Roman Catholics, would be forced to challenge, modify,
or reject the dogmas of public| education. '

_The nature of the consensTs over Protestantism in the common school

:;Dand the conflicts which 1t enge

endered were ‘apparent by the mid- nineteenth -
\ SR

)
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century The underlying assumption was that morality could be taught on a :

non, or more accurately, interdenominational basis, and could thus be dis- . SR

'tinguished from theological practices associated with particular denomitia-
.'tions. The process appeared first among religious charity organizations. --_%FﬁﬁJéfﬁi
In urban areas, denominations turned oﬁér_tesponsibility for schooling the

poor to Protestant interdenonu%@iional missionar; societies By-the 1840's,

these had begun to transfer their educational work to public authorities,

4
with little substantive change in the Protestant orientation: of the educational

system. )

Protestant cooperation also occurred on the frontier, and in small )
towns where ministers worked to establish schools which serYed the whole
community Often the most educated me in.their communities, clerics found_

their pastoral and educational duties\inseparable. bhurch and school served

similar functions; the task was to gather in "i1f possible ‘young and old

@

/
and learn them to read," Ministers petitioned,state legislatures fordfunds

to establish p“!iic schools{%rIn'many areas,.they were the_teachers, superin- (
. tendents, and:textbook'authors. ‘On a larger scale; the AmericantHome and -~
Baptist Missionary Societies rrossed denominational lines to organige.Sunday
Schools and dis(;ibute Pibles. Protestant colleges in the Midmest»stresseﬂzb
the training of teachers f&é‘éhé common schools. Since the {olleges drew
primarily from local areas and needed whatever tuition‘paying students they
could.find,'they frequently moderated'the particular denominational basis
upon which most were founded. '"By -their establishment and.control of both
public and private schools," Timothy Smj th concludes, 'chur chmen stamped ‘upon
neighborhoods, states,‘and ndtton an interdenominational Protestant - Ldeology :
\.
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'fwhich nurtured dreams of personal and social RF°8reSS' By the middle of

N \ | “_ o o
SR s | : 12

the nineteenth century, leading citizens assumed that Americanism and Pro-

testantism were synonymous and that education and Protestantism were allies.

:One minister asserted that’ "Erimary instruction in the United SBtates owes

'almost evérything to Religion as the mogt efficient of all the principles

¢ “

that’ prompts to its promotion,' while the Congregational minister Lyman

7

-

a school for every district, and a pastor for every*usand souls.»

(\meith 1967 ;Tyack, 1966)

(3

The organization of common schools in the nin teenth century was thus

part of a broader movement to evangelize soclety wh ch included missionary,
Bible and temperance socleties, Sunday Schools, religious revivals, as well
as common schools. In homogenous Protestant communities this. quest- for a

common Christianity was accomplished harmoniously;?y blurring denominational

-distinctions and creating a kind of Pan~-Protestantism. Americans there

,achieved a consensus oOn such issues as Bible reading, prayers, and holiday

¢

'fobservances.- In more polyglot urban areas; where local schools virtually

by

functioned as independent entf%ies, a strong majority with common religious

beliefs could achieve-a similar consensus on the'relationship‘betweén : _ S

. religion ‘and schooling. But in these more heterogenous communites this

association between i rotestantism and patriotism could evoke sharp conflict.

Bvents in New York City during the 1830'g and early 1840's pr0vide a striking

[

example.

.

Between 1806 and the>1840's,‘the.Pub11c School Society of New York, an

- . T
oy 1 . . i

.m

14
- d
2

. -

Beecher ‘msed it even more succinctly, calling. for "a Bible for - every family, .
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f_interdenominatidnal Protestant o ganiZation,”received public funds to school'

“13
§ . !

-

N

the city's poor children. The'Soéiéty's.educational program was predicated

upon the assumption that moral values could be taught separated from religious

¢

doctrines and theology, therebyﬂallowing schools- to overcome divisive religi— -

«

ous sectarianism. Although the Public School Society was run by a’ self—

egﬁlgting,'self—perpetuating board of trustees,,the closerassociation of

interdenominational Protestantism and citizenship'education, the SOciéty'S’

el 1

v o

vnear monopoly on public educational- funds and telarge number of children
enrolled in its schools, more than twenty thousand by 1839 maée the Society
‘the foremost provider of free schooling in the city.' After 1830, however,
its position came underhheated attack, especially among leaders of the

.gf'wing"lrish Catholic community. Initially, Catholics sou-ht a compromise

) 'Catho}lic «children

\

in the Society's schools. Rejected, Catholics, undef the leadership of

N

Bishop John Hughes escalated their demands attacking the Society ahd seek~’
ingvpublic?funds for their ownlschools,." |
The ensuilng, conflict of the early l840's was bitter and complicated‘\
\pitting the affluent philanthropists of the Public School Society against a largely..

immigrant\poor Catholic church nativists against foreign born, and Democrats
/. ¥ . K N .
against Whigs. Repeated in various ways in countless communities across ¢

the nation, the ‘New York'conflict revealed some ofgtheﬂmost'fundamental
tensions of mid-nineteenth century citizenship education In their fight

againgt the Society, Catholics claimed thadt the ‘before the l820's public

s ,
funds were apportioned to church schools which were reiponsive to parental

values, that religion and edication were inseparable; and that the Soclety's

"

14 i) . ‘ & R



» v'-schools wete simultaneously infidel (failing to teach religion) and’ sectarian

[

'5(Protestant) The Society, they argued had "labelled their schools as if

\

e they belonged to the community at large, Public Schools ....they are merely
~#  called public school ' but they belontho a private corporation‘bho haVe ¢
Lot T *
ﬁ,g?;y‘ o crept up’ 1nto high favor with the’ powers that be and have assumed the . _, .

exclusive right of monopolizing 4+he education of youth." Condemning the

_ anti—Catholic books used by the society and use of". the King James Bible,
. : voe %
. ) v
.the Catholics asserted that their children were being deprived of an edu-

cation because parents refuse toysend-then to biased Protestant,schoj;s.

(Ravitch 1974) o
. The Catholic attack was met by attempts to show that the sectarian
division of public funds would undermine the basis for a ‘common citizenship

and that a common moral code could be taught separate from religion. The

-

society implied;~moreover that it was dangerous to give control of sghools»-u;y

. u q-" 1
i

'to the agentslof the immigrant poor. The conflict quickly got caugnt up “

in municipal and state politics, &

1

d 1its outcome o\ly partially resolved
};

the issues. In 1842, the state legis ture-diAested the Public School Socie

of its public..fund monopoly, but r cted “the Church's appeal for fundd.

" Education explicitly in the interests of sectarian aims was not to be: Supported

with public money which was instead to be given to 1ocally elected school

—

officials What was taught was. now- explicitly open to the political process.

s

The rejection of public funds for church schools sharpened the distinction
between public ‘and private education,.a distinction only haphazard}y made

during the seventeenth and eighteenth centuries Minority groups that lacked

. sufficient political power to forcercompromisesfin the,public system could resort
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ant

natiorn,

"as the leaders ‘of American education it the 19th and- ‘early 20th centuries.

. . C _ o SRR
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their own' schools but they could no longer “claim’ they functioned in the

"

public interest and therefore should receive public funds. During the’

'

nineteenth century, immigrant Catholics as well as other denominational

groupshdetermined to keep control over their children s ‘schooling and were -

'i'active in establishingvth.ir own schools. They, along with a. small but

influentlal grouo of high tuition schools for wealthy Protestants, were

.V: . 'u ; d

_ the major alternatives to the rapidl} exnandinu nublic school systemr-

That public education intrioately tied Protestantism to patriotism )

v o . v

seems to have suited the views oF the- majority of nineteenth century Americans )

.”'Since, as D vid Tyack has noted, "God had chosen America to be the Christian»j

_ cifizenship meant being a moral’ individual in a Christian com-

13
ok

munuty.  “Thg nation wgs a state of mind; 1its centralveducational concern'

L 4 . . .
lay in the development of character, the nurturing of Christian, republican "

individuals} Such a’ view was especially cOngenial to - the men who emerged
L

0verwhelmingly native born, Anglo-Saxon, Protestant, and raised in homo-

. .

~geneous small towns, the white males who became superintendents of schools

[
viewed themselves, like the ministers of tHeir era, as being imbued with

a value ‘system that was self—evidéntly Ametican. _The curriculum, textbooks,
_and:pedago‘y whose implementation they‘supervised manifested similar assump-
tions.;‘(Tyacw,'l976).”
A prime example were‘school'textbooks. Until well into the twentieth

century, these were often the sole curriculum and pedagogicalhguides avail-

able tohthe inexperienced and transient'individuals who comprised ne

- teaching force. ‘The texts were for school children to memorize and recite,



hand their most constant thEme was nationpl unity ‘bespite moments

Athe first word he lisps be WASHINGTON."

" code were treated analogously “God ' acted directly in the American

2l .. R . B ‘ N
1 a 16',.» o
- .'_‘_-V-‘..,...‘f."- o - ’

Lt

Vo

of diesent, the United States, studeﬂts were told, had achieved a N

. - r .
consensus onhall moral, political and economic issues. To subatan~

(

' tiate: this,'schoolbooks discussed and indeed, created folk heroes, &

K

.vmen who stood above the disputes of their time the Revolutionary

heroes, the self—made Franklin, the tolerant Lincoln, and ‘above all,
WaShington——resembling Christ—-wbre the models for America s youth.
One ‘text told its neaders, "Begin with the infant in -his cradle/Let -

The textbooks placed America's national destiny on. a.divine level_f' -

. i

Americans were the chosen people S “The' Constitutigp and .the Mosaic I

Revolution, preparing Washington for his role and America for its

destiny. As. ;one history .of the~United States concluded 'We cannot B

:but feel that God has worked in” a mysterious way to bring good out

of evil. It was He, qu not man, who saw and directed ‘the end from -

the beginning." This was an’ ethical.rather than a theological God,

concerned with moral behavior and linked almost exclusively with

Protestantism. Even as the texts became more secular,‘this intimacy

between God sndxnation.persisted»a The Revolution thus stood aQ‘the .

‘‘preeminent event of American history. As an act of creation it seemed

v .

a logical extension of‘Genesis. 'Othéx societies might be praised,

but Amgrica was the "Freest, the most enlightened, and the most prosper—‘

.

(2
1?\} : e ’ oo

ous 'in*the'world's.history (Elson, 1964)

v
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AR a v The imperatives which a divine national identity placed upon
'f": } education were apparent in the treatment of racial, religious, and

nationality groups: “M&hkind was divided into separate immutable races'y. .

with inherent-characteristics; In the hierarchy of races, Negrbes

ety ’\\"
&

- . - to violent passions. While E\pvery was usually regarded as' anoevi'_:".

especially in textbooks;published after the Civil War, Negroes con-,

2
tinued to be seen as inferior, lacking‘those qualities necessary for

full‘citizenship. Native Indians were similarly inferior to whites,'
__they were either '"noble savages~ d if Ehey resisted the march of |
progress,_vere‘simply savages. In either case, the extinction wasi
presenGEd“as inevitable. Catholicism was condemned as a false religion.
Subversive of the ‘state, inimical to morality, the Church fostered
'} | -tyranny, superstitution, and greed 'The'image’of Jews changed during
| ythe nineteenth centuryvfrgmua distinctly religious to a racial group
By the century s end, they were portrayed as incapable of full assimi-
Qlation into the American melting pot Their quest\for material goods
N :had taken on sinister overtgpes, identified with urban vices .and’ co%?\/'
. trasted to rural morality " ‘

The national identity of countries outgide the United States wis
similarly vievedias a product of racial>characteriatics. The lrish‘
uere impulsive, quick tempcred, violent, fond pf drink, and impovéfishcd.
The.French'were,morc complicated: frivolous‘nnd Catholic,'yer the home -
of Lafayette and Napoleon.' Worst of nll:were the Southern'ﬁurOpeans:

s . . -
racially homogenous, indolent, and Catholic. Ttaly was u-vast ruin

L. o140

were the most degraded. 88y, thoughtless, unintelligent, and subiect e



Can ) . . o A % o AL ,18 .,.'.‘.'_:.; .

N

'ruled by supersti;ution and tH@ papacy, Spain and. Portugal bigoted

o o the home of the quisj.tidn. While other ngtions, eSpecially England
‘. i.; s \' ‘~ '" o e
ST and Germany received more. generous treatment nineteenth century

R e, Co. K
o A vy

--mr‘textbooks taught American children ﬂarsh stereotypes of the newcomers ‘i,fi‘

BRI 3 4 ‘ .

populating their land with increasing frequency.. The lesson was Clear:

in America‘there existed a hieraichy of Americaniqm. In their class—‘

| rooms,‘children learned that the best Americans were White, Male, Anglo—w7
. Saxon ;. and Protestant.. . "_, . v\& R

.The lessons of the clasaroom didnnot recognize the validity of

)

LA

4

r"'

cultural pluralism, and throughout the nineteenth century the thrust

of public education was to reject the legitimacy of distinctive ethnic,'

b : i

religious, and nationality»values.v In New York City, the Public School =

Society which virtually ran ther city 8 schools before the mid—1840'

iy

abolfi'shed a school established for German children and fejected appeals
P

. for one for Italians. "When foreigners are in the habit of congrega— r\*

1 S
+ ating together they retain their national customs, prejudices and feel—y

'S

ings,' the Society reporf\d* and are thus 'not as’ good members of

society as they would otherwise be Children in the German school

=

retain their national costume, manners and feelings, while those

German children who mingle promiscuously in other schools lose all .

«\¢
[N

trace of nationality %nd indeed, this was the highest goal of the
2

schools: to eliminate all traces of nationality “In isolated rural -’

B areas or where an immigrant group gained‘ Htical control over the

local school system, distinctive culturalz‘alues might be‘taught or
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l:foroign language accepted as the language ‘of instruction. 'Invariably,

' - & . |
however, pressure often from fofmer immigrant groups themselves, built \

¥ . to éliminate or prevent any allegiance to dissenti:“

, or "non~American"
example, was
-fPaul and San
Francisco. A number of states passed legislation making English the il

“xrequi%ed language of instruction in public schools and occssionally

iy : private schools. The assumption that cultural uniformity was the only

'basis upon which puhﬁﬁc educstisn could exist made ptivaterchooling

‘the only alterngfive open to dissenters, and ‘even this was frequently

4 opposed. Cultural homogenizstion was not the exclusiye purpose of

I

schooling, but as the historian Csrl Kaestle suggests, "it dominated

the thinking of schodlmen. (Kaestle, 1974) | |
v &
Americanization and Schooling : , BN ?

The drive toward cultursl-homogeneity in the public schools

reached its fullest expression in the Americanizstion mouementlofbthe

decades surrounding World War I. The movement was s complex phenomenon,
B X A

"incorporsting*ﬂhe trends of the previous century, enlsrged upon by unbsn
“and industrial i\gtability and the tensions of war, but also invoking

the desires of minorities, black and white to becomeipsrt of the American
* /mainstream. Americanization's basic theme was the danger to society posed

v h& those who fall to assimilete and who thus effectively manifested their

- disloyalty. The xenophobia of these years was no aberration, for as John

Higham has written, it '"illuminates darkely some of the large >ntours of.the.

American past,'" mirroring American's national anxieties and its bounds of

.tolerance. (Higham, 1966)




20
,*E , _ | The attacks on immigrants duriné the first decades of the 20th

century reinforced the notion that national group identity‘was in- .

compatible with citizenship. The outbreak of hostilities i Europe

had seen many immigrants returﬁ to defend their homelands, or,thosé'

. . . L.

. . X . . . \
who stayed organized in support of their countrymen's effort?ﬁWWThe | Va

: initial concern in the United States was-that'these activities would

~ " draw America irnto a European conflict. . As the country moved toward

involvenent . however, old world allegiances were looked upon as threat
to preparedness and the war effort; the hypﬁhnate problem became. a
J"test'of national nnity: Fear that foreigners would corrupt American
valueéﬁand would act as centers of anti-Americanism'were'not new;'
What was novel to the nativism of the early 20th century, however,
v was the application of racial categories to Eurbpean nationality groups. \
The years 1890 to 1915 saw a shaxp increase in foreign born new- |
) comers, the 15 nillion arriVals:almost equaning ;ﬁé total nunber for;
tne rest of the 19th century. But more striking, sincehthe percentage
of foreign born'in the population remahrﬂstationary.was;the geographical
f,shiftpin the sources of_migration. ﬂwnereas the British Isles,iCernany; e
and Scandinavia had'been the largest contributors, now the‘najority
of immigrants caneAfrom Austro-Hungary, ltaly, Russia; Greece, and
other soutneastern European countries. By l900 the differences
betweenﬁthe old immigration--northern and western Europe, largely
Protestant, and often dispersed in' midwestern and rural parts of the
United States--and.thg new;-southern\and eastern European,'Catholic

or Jewish, and heavily congregated in northeastern cities--had be come

\

BN
Q . ' b
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a prime topic of aocial science reaearch and - popular investigation.
e "Everywhere,“ John Higham writea; "the thought of European immigra-
tion now euggeated st mnge images of Mediteranean, Slavic and Jewiah

typea rather than the familiar German, Iriahman, or Scandinavian,"
'tmgham, 1966) | | | . .

The social implications of these images were remarkably summarized

f{ and propagated by the U. S Immigration Commission, appointed in 1907 to
atudy the effects of immigration on American life. The Commission's

report issued in 1911 in 42 volumes offered statistics on occupations,

school achievement, iliiteracy, disease,‘crimn,-child—bearing, rates

of assimilation and naturalization, The Commission's data were remarkably
. complex. The Commissidn's aummary was remarkablv clear: the immi-
Tgrants from southeasterniEurope'were innately inferiorvto'the old
immigration from northwestern Enrope;.and the newer group'was less-

v

capable of being Americhnized. The old immigrants were presumed to

- have come to settle; the new were "birds of passage" having little
interest in America and simply desiring an economic stake to return
“  home with. The new immigration, the Commission argded, showed a high

5

- | propensity to crime and high rates of illiteracy,marks of their'in—
| herent racial characteriaticst Southern and eastern Europeans were
more unskilled, less suited for’work in the industrial society thanA‘
previous immigrants. Their wiliingnega’to accept low wages and -to
live in impoverished conditiona”pushed the native born out of work,

\ ' increased the industrial accident rate, undermined wace scales, and

generally led to a deterioration in the conditions of labor. 1In sum,

153
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"’ths old immigration had strengthened America' the new ws leading to
unmitigated disaster.‘ (u.s. Immigration Commission, l9ll)

Ideas such as these laid the basis for the campaign for 100 percent

s

Americ‘nism in- the schools, at work and at leisure. Although never -
. . 1

,agformal system of ideas, 100 percentism demanded conformiry and -4"_
“ national loyalty,. requiring ag evangelical commitment to-duty. Oppo- .
sition or}doubts about gdvernment,policy was seen as an immediate threat
- to'the,"American way ofklife.""In the“schools this meant a renewed \
- emphasis upon the shaping of the foreign born)and their children to' |
a predefined notion of c1tizenshis; "The education of the immigrant "
.reported one U.S. Bureau of Educ:zion publication was "not primarily
" for the sake of the immigrant but... a most necessary step to make
democracy.secure." In countless communities; special classroom Americani-
zation activities occurrei% euening English and citizenship classes
were open;or'expanded, and 'special school-based community programs
begun. Becoming an American meant speaking, reading and writing Engllsh
'with a knowledge of the rights, duties, and privileges of American
citizenship dependent upon that language.t During the war, these concerns
intensified - Schools became overtly.political and ideological. Child-
Ten were extensions of.the war effort, raising farm crops in "victory
gardensﬁlsaving scrap,metal,»newspapers and;magazines‘and‘taging physical
/"

education’ or military drill as part of the preparedness campaign. ' In-

: r

Milwaukeeﬂ where Germans‘and socialism were strong, public school

\1'

teachers were forced to sign loyalty oaths and foreign languages were'{ '

elliminated from the elementary school ‘curriculum. By 1919, fifteen
\ L .
states had made_English the sole-languagevof construction in all public

~
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and private elementary schools. New York and other ‘states required : ‘f
" that all public-school teachers be citizens; Nebraska extended the ‘ -

» Many statea began funding evening Americanization classes, either

‘ _ o .
legislation to private schools. ' (Hartmann, 1948)

for the first time or on a greatly expanded ‘basis. New York'and other

’

states‘made evening school attendance of non-English speaking‘persons .
‘between the ages of 16 and 21 compulsory. In Detroit the board of

education called the evening school the most important place for foreigne‘gW

\ v

to ! meet a?d learn American ideals and political life." Between 1914

&

and 1916 that city more than doubled its evening sqhool expsnditures Ty

¢anduenrollment Cooperating with the U.S. Bureau of Naturalization,
Detroit s Board of Commerce and other local industrialists, the Detroit
School Board had handbills and posters distributed in factories, placed
appeals to attend evening classes in pay envelopes, and asked
ministers and priests to'participate in the drive to boost attendance,
Some employers made night school a condition of work or promotion, or
otherwise strongly urged their employees to. attend The Board of
- Commerce' published a free textbook on local government, while the
federal courts w . "rsuaded to accept satisfactory_completion of
the citizenship courses as partially sufficient'for naturalization.
What.was taught in these naturalization and evening classes.was

an extension of what had already become common to the public school

~

curriculum. "Textbooks for immigrants," David Tyack writes, "stressed

a

cleanlipess to the point of obsession, implying the readers had never

known soap, a to6th brush; or a hair brush! Immigrant women were
¥ c

k.
1
A



i

' Evening school readers presen'te‘d an -

i
"

told "dirty windows are bad.
, array oﬁtiob opportunitiee,. xplaining the requirements of the work,

the benefits to be dé&ived, d the necessary, steps to apply for a

A N

job."HOwever, the occupation preeented tended to;be those ~ avail-

) -, - "

rica rather than those of the city; . .

e

4 . . . o
able in rural and small town

blacksmiths,'éobblera,“dnd_tai ors leaped out of the books as examplea

of oppdrtunif&‘for the neWCome . In evening schools, .the foreign
born were warned to avoid the c rruption of the political machine and
the ward boss, while importuned to move from the city to take advan—
tage -of.small'toﬁn and tural ' tica._ Instruction in behavior 9as in-

‘ variably reinforced by inspiratio al discuasions.. One lesson began
."This country is the United States of%America. It is the land of .
freedom and liberty, because the p ople govetn themselves. AlYl citi-

zens love their country, because they know that thia freedom was

r it." (Tyack, 1974; Lazerson,

. -

earned by men ﬁho-gave'their livesv
' ‘> 1971)
The Americanization of the forei ;born at least implied that most
f ‘the newcqomers could eventually ent r the melting pot becoming

‘ citizens provided they chose to be ‘Ame icans.- For‘

Lol
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e Educatﬁﬁhal tests showed that black.children had low men%al
Los' levels ‘and thereford were unfit for rigorous academic learn-

' ing. °* e DRI
Economic discriminatibn méant that blacks could;not get o
v good jobs, . Black education shbuld thus be for jobs actu-
I - ally available in the labor market: domestic service for
S s .5;girls and ungkilled menial labor for boys.

@

The immoral environments and families in which black child-
ren grew up meant that education for blacks should emphasize
basic moral values. B -

i L : ' (Tyack, 1974)

WES

. ! " 4 !
. "These assumptions were never accepted-by the-black<community. While

"1

black leaders divided over: what constituted the most appropriate educa~
tion for blacks, they were often outspoken in their rejection of the .
notion that all education for their children should be for second class
citizenship. An intense commitment to black colleges and a few black

schools over which they had control were the bases for the creation of

N “

.. a #iddle class ouﬂ of which came many of the leaders in the fight for
\ 2
equal citizenship of the mid 20th century. At local levels, conflict

over what education was most applicable for the citizenship of blacks
often evolved around whether public schools were to\be integrated or’

segregated Sometimes the issue was’phrased in terms of integration

o

of black children into white schools as the essential basis upon which
. et v

black would be treated equally with whites, and the only means of pre—
paring both races for a more integrated society. Sometimes howevend,
‘ ‘blacks fought for separate but equal schools, places where their

children could be. taughtrby black teachers and where they would be
l

k o free from the hostility and prejudices of white,children»and white-

teachers. The politics of these conflicts varied greatly; courtiaction

4

against school boards, pleas directed at the public, lobb&ing:of‘legis—

latures, and ‘school boycotts were all used to force a citizenship education

based on equal opportunity and equal citizenship’for non whites. (Meler ‘&

Rudwick, 1976} , ' - o ‘
| v £ e

e
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The assumptions’of 100 percent Americanization and discrimination
against hﬂacks were harsh- the measures implemented sometimes extreme,,, {%
particularly In- communitie/s where groups like the resurgent Klu Klux Klan
f, of* the early l920's gained prominence. But 1t would be a mdstake to
ufide rstand Americanization and second class citii!hship simply as.

:iimposed phenomena. Many educators resisted the. harsh stereotyping,

lthe tendency towardpdharply differentiating between the unacceptable

past and the’ American future, between black and White, as well as the
creation of fLelings of shame among their students. 'In any given classs
* room what citizenship meant Could be"complicated ,While textbooks |
might portray one set of values.or a denigrate a particularlethnic
or racial group, students/and teachers'might acknowledge other codes
or reject the lessons of the curriculum. Often allegiance to common
values was part of the compromise which allowed Polish, Irish Jewish
Italian, Chinese, Slovak Black and WASP youth- and teachers to share
the same school.and classroom. The decentralized-structure ‘of American
education in the 19th century openaischoolshto informal‘community |
. pressures. As groups gained political‘and‘economic power and as’their
numbers became prominent as teachers during the.20th,century, they
successfully erased the most‘flagrant‘examples of stereotyping and
discrimination,toward their own group at least.

Moreover, many native‘an foreign born saw schooling for citizen—

‘ship as essential to minoritf%achievement. In ‘the midst of a heated

'controversy over the teaching*ofefﬁreign languages in 1889€§thefgoverner'

of Wisconsin raised issues of immediate'concern to all minorities:

.

o
“r J



'"I want the little German)boy and girl, the little Horwegian, the

-little Bohemian ‘and’ little Pole, -the chi-ldrenﬁ all foreign—born

parenta, to have ‘the same chance in life as my children. Without"
©og N
the knowledge of English language they cannot have this chance....

" I plead for the children of fore gn—born parents for the reason that
T personally know many who were born in this country who are handi—.

‘capped by ignorance of the langu ge of the country....Advancement

in life for them is:out of the q éstion without a knowledge of the

.v'; -

langnage of ‘the country. (Welter, 1971) It was;clear that success

required.competence in languag%f and.numbers,van‘ability and willing;

‘ness to follow'time schedules and fill out forms, and adopt styles '

)

of thinking congruent with American industrialism. For White'andunonégq

White together, as David Tyack uggests, the urban public schools——‘ffm

+

. withvtheir.stress on language and mathematics, thei7 norms of punctu—

ality and standardized performance--helped to hridge the rural folk

. cultures of their parents and the expectations of those who held

- power in- American society " (Tyack l974) | |
Minorities in America rarely rejected the advice or the suggestion

that they should become as much like their neighbgrs as gossible.

What they sought were mechanisms which provided access t

1y

America's
“material benefits without being forced to denigrate their past;:in

the sociolopist W.I.Thomas terms,jthey wished an~Americanization

f which did not require the "destruction of memories." (Gutman, 1973)

Ethnic leaders were thus often in the forefront of. the less harsh

/o ~,



" they challenged'assumptioné that the

W. E B. DuBois' ‘'words, how to’

. . 1 - ' .l | o . " . . . . } L. ‘l ‘28

t

"sof ter” Americanization measures. Through thelethnic press and

“:"voluntary societies, . they qrgedfthe learning of Eniglish, attendance

. . , oL . . T . . . s
at public day and evening school, and the internalization of an indu§~

~ftrial‘Work ethic. IRCR Americans pressed for bpttér facilities,

boycotting inferior segregatedseducation and discrimination within

integrated-schools.fvEspecially through supportlfgr black collegea,

race could not learn. . For . -

white and black minorities, how to’be beth ethnic and American in

e black and American did not seem im-

'poasible.' But 1f was alao not easy. (Meir and Rudwick, 1976, DuBois

1903) . ,

"l‘[
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“not the fact that one learned them in school.
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Educatibn for work, preparation for what was once understood as

B a "calling," had not been central to 17th & 18th century schooling, , ' ' f”’

Well into the l9th century, school:\?ere not closely tied to the World

|
of work. They were only one of a number of routes to occupational o"f

'_ entry, -and- rarely the best or- most ftequently followed apprectice— R

iships and onfthe-job experidusgs in a household_based economy,remained

the most common forms- of vocational training. "The vay to‘occupational

success for the ordinary man,"

14

century New York "was not through the schoolhouse d00r but in the

as Cayl Kaestle has pointed out for 18th

-workshop of a ski%led artisan." (Kaestle, 1974) Where schoolmasters

taught vocationally—oriented subjects, accounting, navigation, survey- : ‘
:ing, for example, they competéd with the. other ways of gaining that
knowledge.' Nor were the skills learned in school necessarily useful.

Even literacy was not required'for_school(success at many 18 & l9th

century occupations.hfFor the wealthy,'extended,schooling was a re-
flection of leadership, neither required nox function;lly related to
vocaigonal ends, except for minioters, to a muchllesser?extentn

lawyers. ;Schoola taught habits of good conduct and morality that would -

. , ' N
translate into later success. The key were the habits. and values,

During the 19th century these assumptions were modified, as
Americans adapted to the demands of industrial capita]ism and the
schools mediated between rural, preindustrial populations and ‘'the -

urban—industrial work place. Preindustrial work patterns were casual,
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in agriculture dependent upon the seagons and land. among artipana :

r -

uponindenendentcontrol over hours and - producta. Household and” group
' coheaion dominated expectations.q'Theae*ahaped the‘rhYthm of lahor.‘ L

Intenae involvement was followed by idleneas, a host of rituala and

v .
‘

. 'festivals/interupted work schedules. These were the patterns that

natiye‘; migrants, European immigrants, black slaves, and American

_Indiana carried with them.

| ‘ Induatriai!capitalism, however, demanded ‘a new morality, one that

. depended upon cdnsistency and regularity and the individualist_eﬂhic‘ ) .

of self-control, self- ~discipline, and self-improvement. Many of the ' //Tf\

phrases that described this morality were not new, Eheir meanin&s were
/
Oncé the term industry simply referred to hard work. By the mid 19

century it was coming to mean "devotion to a methodical work routi e;"
. . [
As Oscar Handlin has hoted, "the dictatorahip of the clock and schedule (Dawley &
Faler, l9.

a fact poignantly described by a New York City garment

:'became.absolute,"

worker at the turn of the century.

The Clock in the workshop, --it rests not a moment; . 5
It points on, and ticks on; eternity-—-time;
Once someone told me the clock had a meaning,--
In pointing and ticking had reason and rhyme...
The reason of old--the old meaning is gone!
The maddening pendulum urges me forward

. To labor and still labor on...
The clock--1 shudder--NDost hear how it drawq me?
It calls me "Machine" and it cries [to]. me "sew!"

(Gutman, 1973; Lazerson, 1971)

ro
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@ o Induatrial capitalism did not triumph immediately or withdut'
: ” 4.\ conflict. 'l'he implementat:ion of technology and cap:l,:alist {aocial
B ‘ relations of prpduction varied over time and from place to, place.
. Traditi'onal work patterna thus continued in .certain vegions. among‘

i

particular grOUp, and within occupations.~ (McLaughlin, 19JZ) More— :

\r .
‘over,. the new ethic ‘was contradictory. individualism and "5.7 I
achievement versus subservienCe of self to the production needs

of industrial w0rk settings. On the one hand, family and\group was
subordinated to individual achieVemen;, on the other hand the sub—

'servien)e of self to the requirﬂments of the work place would enhance
such achievement. And, since_America's labor force was constantly

- being renewed'by premodern migrants to the cities; ;industrial work

routines were always‘in confliét with the values of significant .
numhers of workers. 4 'i : |

\Qx'Critics called the‘tensions thus engendered thevdisorganization

of working class andlmigrant .:ife. This‘was only partially accurate,
for the conflicts were complicated by the'vtﬁy strength of ndneindus-
trialized families and culture, the '"tough familial and kin ties (that)
made possibleithe transmission and-adoption.of ﬁuropean_workingeclass
cultural patterns beliefs to industrialiZing America." (Gutman, 1973)

| Social disorder; street.gangs, youth neither'at work nor at school,
industrial protest andoccasional food riots were moke than assorted
acts of criminality, more than simply the moral failings of the poor.

They revealed rather the conflicts between strong cultural traditions

and the functioning of the economic system. They wee part of a process

ij . T .143:} '
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‘ thatAinéludedfbenevolent societies, ethnic and racial churches and
political organizations, working class saloons and communal festivals'

aa cuahions against e démands %f the induatrial workplace.

h.-"a [ hs : ﬂ‘ e .

. This cultural conflict was aq cssential basis for the expansion

0y

of schooling during the 19th and éhrly 20th centuries. For those who

viewed themselves as: moral stewérdé of society or wete its economic
I ‘I’
leaders, schools became - 2 mechanisnito create an inner-directed sober

and diferential workforce of the future.‘ Simultaneously for. those

. _— L

who aspired to success, adopting moré acceptable codes of conduct was
,‘ A - -

imperatiye. For their children, schools provided.a means of occupa—

tional success. But like the messages of individual achievement and *

,y:

subservience in work settings, the message of schooling was often

S

contradictory. Urged to gelze opportunity and be aggressive and self-

‘centered, school children were simultaneously told to be obedient and

v
iy .
hearn their place in the hierarchical society. Caught in the contra-

\’ . Co L

Qictions of‘an economic system that demandedfbothvindividualism and: «

shbservience, which separated'self development'frombwork the school's
_role as a culbural mediator requi;ed “that it simultaneously socialize.

the young to individual self development and prepare them for work

-environments which discounted individual»growth. Moreover,%schools‘

had tofrationalize the systemlin which hard work ‘and thrift where
S ‘ .- ’ . 9
necessary‘for success but didinot guarantee it in which some would

-3

be - economically successful and others not. “As the most widely-used
'f'l v . . X
school texg the McGuffey R eader phrased it: to '

“9 5

5 o . ' _1{0 a
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Aruitoxt provided by Eic:

)

. Work, work my boy, be not afraid; N
Look labor boldly in the face; ; -
Take Up the hammer or the spade, i
And Bush not for your humble place.

(Elson, 1964) - -. ‘
By the beginning of the 20th century, preparation for work as an ’ \)/A

essential feature of citizenship education and the school's respon-

\

sibility for that preparation weére fundamental assumptions of American

education. They received their fullest expression in the vocational edu-

cation movement. Education for work as an essential ggpal of school-

.

ing was not new to the carly ‘decades of the 20th century, But the
notion of work had, during ‘the latter part of the 19th century, under-
gone dramatic alteration. The expansion of industry,the factory specilali-

zation of labor, and the hppearawfe of what' to many observers looked

;

to be a permanent prolectariat: rgised‘considerabLe quéstion about
thcAself fulfillment to be foundviﬁ the occupational Strﬁcture'and
the degroo‘df opportuﬁ[ty in that structure. What emerged was a
belief that Americans could no longer rely on the work place as a
source of training in adequate social values or as a jumélng off
place for social and oceupat ional mobility. Nor,llt was argued,

.-

could schools assume that geweralized training in thrift, industry,

P
-and purﬂcvofoncc w;uld naturally lead to appropriate behavior at Lhcbn
workpinco. Work which had once been thought Qf-as the essential huﬂ{ﬁ , ’
of an ethical nﬁd aspiring soclety was fncrcaslngly'hyqoming to be
thought of in terms of jobs Awh{uh were not gsatisfying in thvwnvlvcx
and were as often l(miLing rather than expanding For thé’ind%vidunl.
(Gilbert, 1977, Bo&lvﬂ and Gintis, 1976) | ?i\ N

) - ‘ \
1
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Vocationalism was only one of a number of mechanisms for combat-
ing thé dilemmas cau;ed by work in a modern séciety; But in trying
to teach job skills and in articulatiné a belief that the value‘of
schooling lay in its ability to preégre youth for the job market the
vocational education movement reshaped the assumptions of American
education, an-the appropriate ways schools trgigg? citizens, That
the concern was with citizenship as much as with productivity could'bg
seen in the report of the Commission on Naﬁional‘Aidvto Vocatioqai
Education of 1914, the most 1nf1uencial_§ocument.of the ﬁoveme;t.
"It is safe to say," th€ commission declared; “tﬁat 1ndustfy'in its
highly organizéd korm with its 1ntense.spécializatipn, is’ in the
main narrowiﬁg to the individual worker, and while ;hﬁnds'falone may satisfy
the immediate demands offindustry, the faiqué to recognize and \
provide for huﬁan progress and development is producing'a restless
and discontented people. Out of thisvunresﬁ gonés a demand for a
more §raﬁtica1 éQucation for those who toil...Everywhére'it 15 the
opinion of those who are studying the conditions of society that the
lack of practicni cduéntion is one of the primary causes Qf'social
and lndustrlulldisvnntan." (Lazerson & Grubb, 1974) | 3 }

'

Citizenship in a Plygalist World

In the decades since 1940 Americans have partially modified their.
views as to what the nature of citizenship education should be. They
have moderated the fierce Americanization of the World War T era, thelr

ﬁunlntnncc to recognition of the ethnic background of students, and

1 Y,
o
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the sharp dichotomies between education for citizenship for blacks
and that for whites. One aspect of that modification was the emergence

of the "intercultural education'" movement of the 1930's and

\ . £

1940°'s. * . T _ - .

}

There were,a§ Nathan Glazer has pointed out, two themes in the
intercultural education movement. The first cénﬁered on tﬂe assump-
tion Fhatidﬁe should not be ashamed oé one's heritage. , The second
assumption wés‘that we should ali be toleran£ of racial,religious,

and cultural differences. "In effect, intercultural education was

America's answer to Hitler's preaching of group hatred." 1In the
. » . . Al . . .

movement, the theme of tolerance outweighed that of the celebration

of heritage and diversity. (Glaier, 1977)' Intercultural“eaucation was

the basis for a wave of jinterest in intercultural organizations,

'
'

curricula, and' publications. 1In once sense of course, the movement
. v
was defensive, an attempt to portray the United States as a soclety

which was inherently different and superior to the Nazism of fhe 1930's

and 1940's. It was also clear that the movement did not invision

a commitment by the public schools to present or preserve a complete
vislon of America's varied ethnlc cultures. It was a-middle ground
which ‘tried .to combine the commonalitles of American 1ife and an un-

willingness to allow minoritles to "cling to ways of living which

are incongruent to democratic practice " with the recognition that

Individuals "shoutd be free to practice and pvrpgtﬁﬁte such of thefr

group's traditlonal values, folkways and customs as  do not conflict

)
'

with democratic principles. The stress was thus on the past vontvibutions

i

. . ll\y-:
! . LA
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of ethnic groups and the vulnerability of American society as a strong
Aational éntity to ethnic and racial discriminationf The inter- |
cﬁltural movement was thus committed to national uniéy{ but it argued
in an organized way for a larger sense of Amefica, oné which made the
citizenship education of the schools dependent upon a recognition that
America had been created out of diverse origins. (Goodenow, -1975)

. The intercultural education movement was.Qifficﬁlt to suétain_

dﬁring the Cold War atmosphere of the 1950;9. Whatever attentlon
o was paid to America's past in the schools had to be limited by a .
| recognition that differe;ces were’no longer to be a feature of American
life and that*abbve all else the test of a free sdciéty)required unity

- and loyalty. There were challenges to those assumptions, mainly

| in tﬂé efforts by’black Americans to establish equality for themselves.

But much of this cont;hued to be predicated on earliér assuﬂgtions,

the desirability and necessity of having‘all people, ;egardless of

race or ethniec background, intggrated into the mainstream of American

life. The message througﬁ thé 1950's remained the desirability of

conformity‘to accepted patterns of ‘behavior. This is not meant. to

underplay the significance which access had for those discriminated

against; as the tensions and conflicts of the decade showed, integra-

tion Lnto the malnstream for blacks could taken as A possible radical

restructuring of American society. &

\\ But not until the 1960's did an ideology emerge which articulated

: >
a pluralist vision of society that stood 1o Hhurﬁ‘contrnst to those

\ ' . '
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of previous geherations. The issue has gone Beyond tolerance to
tecome ohe of a_positive‘assertien of multi ethnic differences. As
a curriculum guideline prepared higthe National Council for Social
:Studies puts it: |

Ethnic diversity should be recognized and respected at,
individual, group, and societal levels.

Ethnic diversity provides a basis for socletal cohesiveness"
and survival. . '

Equality of opportunity should be afforded to members of
all ethnic groups. -

Ethnic idehtification should be optional for individuals.

(Glazer, 1977)

This assertion that‘ethnic diversity should be the essential basis

. -~ ' v N -
‘a : upon which citizenship eduéetion takes place represents-a ilLstantially
. .:;,J.u ;;_1

'}.nal history. It is based on an intensi-
fﬁ ..

new theme in American7

o Pid

fied self awareness dh @lﬁﬁ‘ancy among ethnic groups and is motivated

by a strong sense that the educational system has failed minorities. -
- Its major emphasis is hpon the importance of group identity for the
COhOSiVC:CSS of the group and the mental~hea1th and the achievement of
the indtviduhl.'iAnd. it sccks state:shpport for its goals.
While much within the’multieulturai citizenship education move-
ment has roots in thc-bas?, it 1s nonetheless a significant modifica—
tion in the theory if not.yet the practices of American education.
Legislation at the federalland stdte levels as well as informal responses v

to pressure have led to a growlng concern that the study of cthnic gyoups

be an Integral part of onc's education, When added to the growing’

129

]
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movement for bilingual education, one has a sense of| something new

qnghe horizon. Wheqher‘sugh proposals an‘che assumptions which under-
léi)them will in fact result in-a redefined view of how citizens are
~<§ be-educated and what,'indeed; constitutes éixizensh P remainsAéo

be seen. Certainly the current movement in multicultural education

is fraught with cdﬁpléxities and ;ﬁbiguities. Many of ﬁhe movement's
leaders themselves are ambivalent about how far a stress\on gfoup roots
and the continuities of éroyp érad&tibns into the present shbuld be
pressed. Moreover, groups aré hardly the same in their ;elationship
between their past and‘present.‘ The dilemmas created by ?gdefal and
state legislation which tends to treat very different groups in similar
'ways will not be easy to resolve. But most‘important éhe complex )
relétionship among American commbﬁélifies, ethnic and racial distinc-
tiveneés, voluntary organizationé, state involuement, and individual
cholce are clearly in a state of flu*; How these are to be integrated
.into‘qurican notions of citizenship reﬁaiﬁ'open. 'Thét they are in a

Crm——

state of flux, however, in itself is a good sign.

9" C e e
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COLLOQUIUM ’ LY
HISTORY OF CITIZEN EDUCATION

April 19 and 20, 1978 ‘
Philadelphia, Pa.

Sponsored by Research for Better Schoois, Inc.

April 19
4-5 p.m.
4:15-5:15 p.m.
' 5:15-5:45 p.m.
- 6-7:30 p.m.
'7:30-8 p.m. -

-

8-8:30 p.m. -
8:30~9 p.m.
9-9:15 p.m.

9:15-9:45 p.m.
9:45-10:15 p.m.
" 10:15-10:30 p.m.

April 20 .
8:30-9 a.m.

9-9:30 a.m.
9:30-9:45 a.m.

9:45-10 a.m.
10-11 a.m.

11-12 noon
12-1 p.m.
1-2:15 p.m.
2:15-3:30 p.m.

3:30-3:45 p.m.
4 p.m,

~IN THE CONYNGHAM ROOM, HOLIDAY INN

L

AGENDA ‘
EXCEPT FOR WEDNESDAY DINNER, ALL FUNCTIONS WILL BE HELD

3

Registration and check—in

Refreshments

Tour

i

Dinner - City Tavern, 2nd & Walnut Streets

At restaurant: Overview of/ CE program; synopsis of

" colloq@ium objectives and participants roles. Return

to Holiday Inn. *
Summary presentation of first paper
Reaction of review panel to first paper .

Dialogue among review panel and paper presenters
concerning first paper j

Summary presentation og second paper -

'Reaction of review pan%l to second paper

Dialogue among review; panel and paper presenters
concerning second paper

Symmary presentatiqn of third paper

RZaction of review;panel to third paper

Dialogue among refiew panel and pazzrkpresenters
concerning third paper :

Coffee break 5

N ;
Dialogue among review panel and: paper presenters

_considering papers as’'a group

Continued dialt\pe, with: focus shifting to colloquium

‘objectives and{how the papers and proceedings relate

to them

Lunch

'

Formulation of recommendations for the development
of CE programs, including caveats

Q-
Identification of priority issues calling for further
exploration and research

Concluding business

' Adjournment
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'/) - Preliminary Attendance Li¥t
¥ / N - . "
Authors i {
—_— g

R. Freeman Butts
Department of Education
. San. Jose Unlversity

>

Marvin Lazerson

T

Clarence J. Karler
Department of History
‘University of Illinois

Department of Education ]
University of British Columbia -

)

Reviewers

John H. Best
Department of Education
The Pennsylvania State University

~ William W. Cutler, III 7
Department of Educational
Foundations
Temple University

e
* .Christopher Lucas

Allen F. Davis

- Department of History

Temple University

Michael B. Katz
Department of History:
York University (Toronto)

Learned Societies in Education

University of Missouri

Observers

Max Beck

Information Analyst

Citizen Education

Research for Better Schools, Inc.
)

‘Florence Davis

Document Coordinator/Editor

Citizen Education

Research for Better Schools, Inc.

t
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Elizabeth Farquhar _
Education Program Specialist
U.S. Office of Education .

Shirley B. Heath
Graduate School of Education
University of Pennsylvania

, »



Donald R. Knouse

State Supervisor of Social Studies

Delaware Department of Public
Instruction.

"~ Louis M. Maguire
Director of Development
.Research for Better Schools, Inc.

Kathryn Morgan
Department of History
Swarthmore College )

"Barbara Z. Présseisen
Director, Citizen Education
Research for Better Schools, Inc.

-2

Judith Wilson -
Instructional Materials Coordinator
Citizen Education Y
Research for Better Schools ‘Jnc.

" Robert G. Scanlon

;Ernst L. Presseisen \\
. Depart t of History

Temple iversity

Nicholas M. Sanders

Research Coordinator

Citizen Education

Research for Better Schools, Inc.:

\
Ay

Executive Director
Research for Better Schools, Inc.

‘Joan D. Wallace

Editor, Citizen Education

Research for Better Schools, Inc. .

13

-\Moderator

Russell A. Hill
Senior Research Fellow
Citizen Education
Research for Better: Schools, Inc,
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Biographical Sketches of Coiloquium Authors ‘and Reviewers

"

Johm H. Best is director of the Division of Education Policy Studies and
professor of history of education at The Pennsylvania State University.
He holds degrees in history and education from Duke University and the
University of North Carolina, Chapel Hill. His interest in education and
historiography developed over thé years in his work with graduate students
in history of education as well as with undergraduates in teacher educa-
- tion at both Rutgers University and Georgia State University, Atlanta.
He has served as book review editor of the History of Education Quarterly,
as archivist of the John Dewey Society, and .as a consulting editor of
Educational Studies. He 1is author and editor of Benjamin Franklin on
Education (Teachers College, Columbia University, :1962) and of The Ameri-
can Legacy of Learning (Lippincott, 1967). This year Dr. Best is presi-
dent of the American Educational Studies Association. He is currently
interested in the development of a national assessment of archival materi-
als in education.

R. Freeman Butts is Distinguished Professor of Education at San Jose Uni-*
versity and Visiting Scholar at Stanford University. He received the M.A.
degree in educational administration from the University of Wisconsin in
1932 and the Ph.D. degree in history of education from the same university
in 1935. Following a year of postdoctoral study (history, philosophy,
education) at Columbia University, Dr. Butts joineW the faculty there, his
Columbia career culminating in his appointment as William F. Russell Pro-
fessor in the Foundations of Education and as associate dean for interna-
tipnal studies. The recipient of many honors for his professional dis-
tinction, he 18 a member of legion learned societies, a consultant/advisor
to many oxganizations, and a much-published author and editor.

William W. Cutler, III, is associate professor of history and foundations
of education at Temple University, where he. has taughttsince ©1968. He re-
celved the B.A. degree from Hargard University and the Ph.D. degree from
Cornell University in 1968. He has published articles, review essays, and.
reviews in several journals, includi American Quarterly, Educational
Theory, History of Education Quarterfy, Journal of American History, and
Urban Education. He was an NDEA fellow at Cornell and the recipient of"
the American Quarterly Award for 1972. He is presently coediting and pre-
paring a chapter for a.book entitled The Divided Metropolis: The Social ~
and spatial Dimensions of Philadelphia, 1800-1970. .
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' Allen F. Davis 18 professgt of history at Temple University. Following his
- undergraduate studjes ‘at Dartmouth College, he received the M.A. degree from

the University. oq‘_w ‘ "ph’gs,t’er.»‘an‘d the Ph.D. degree from the University of
, Wigconsin. He hééﬂggggﬂt at' the University of Wisconsin, Wayne State .Univer-
sity, and the Untﬁ&msity'of Missouri: From 1972 to 1977 he was "the executive
{ director of the Ametdcan Studies Association. Dr. Davis is-the author of

Spearheads for Reform:’ The Social Settlements and. the Progressive Movement
(Oxford Press, 1967); “American Heroine: The Life and Legend of Jane Add
- (Oxford Press, {2@@);#Gonflict and Consensus ih American Histo D. C.
4th edition, 1976Y; Geheratioms: Your Family in Modern American Histo

(Alfred A. Knop§}12ndn941tion. 1978); as well as other publications. His
primary inteygdf istmergcan cultural history, with speci@l concern for the

.history of réform,:@ogial welfare, and the family.

"~ Clarence J. Karier 1s professor of history at the University of Illinois. He
received the B.S. degree in history from Wisconsin State Teachers College; the
'M.S. degree in acliool administration from the University of Wisconsin; and, in
1960@;the'Ph.D;'dégﬁeejin history of education from the University of Wiscon- .
- sin. Fdllowingldeivice ihmthe‘Korean war, he taught citizenship and history
S | Junior, high #iiool at Marinette, Wisconsin, for 4 years. Dr. Karier held _
. a'§eint appointméfit/in history and education at the University of Rochester, ..
" -where he helped d&fklop the history of education program. 1In 1967-68 he was
S visitingfprofgsﬂQJQYf history and educational policy at the University of .
I ¢ Wisconsin.” He JoifMd the University of Illinois faculty 1in 1969, serving as
. +chairman of :the Department of Educationmal Policy Studies for 4 years and
later as préfessof-of~history of education. Currently Dr. Karier is president

- of-jthe History of Education Society. ' The author of Man, Society and Education
. é !
l

ngdi Shaping the Educational State and coauthor of Roots of Crisis, Dr. Kariler
8 published widely in such areas as American liberalism, the: testing move-
ment, élife‘vg;Uea in Américan culture, and psychoanalysis and education. His
current rea@ﬁﬁéh interest concerns the relationship between literature, art,
psychology, hqd educational thought and practice in 20th century America.

> Michael B, Katz is currenmlywproféssor of history at York University (Toronto)
and the récipient of a Guggenheim Fellowship. He received the M.A. degree in
education in 1962 and the Ed.D. degree in, history of egducation in 1966, both
from Harvard University. Past president of the History of Education Society,
he also ha# been a member of the Institute for Advanced Study in Princeton,.

. N.J. Starting in July 1978, Dr. Katz will become professor of education ard

history at the University Uf Pennsylvania. His major publications are: The
Irony of Early School Refo Educational Innovation in Mid-Nineteenth Cen-
tury Massachusetts; Class, Bureaucracy, and Schools: The Illusion of Educa-
tional Change in America; and The People of Hamilton, Canada West: ~ Family
and Class in a 'Mid-Ninetheenth Century City. He is completing a book on the
social organization of earl -industrial capitalism in North America as well
as beginning studies of the fertility transition in America and of the demog-
raphy of inmate populations/in nineteenth-century New York. ‘
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Marvin Lazersan is professor of education,at the University of British .,
Columbia. He ig also a consultant to the Childhodd and Governmerft Project,

. University of’ California Law School, Berkeley. He.holds the A.B. and M.A,
degrees from Columbia.University and recéived the Ph.D, in history. from
&l’arvarc_l University in 1970. While at Harvard he was a Samuel Stauffer y
' ellow at the Harvard-M.I.T. Joint Center for Urban Studies, and subsequent-
ly taught in the Edubqgibn»and Social Policy program at the.Harvard Graduate
A School of Education. e has also been a yisiting Professor at Stanford Uni-’
-versity and the“Unive&ty of Washington. Dr. Lazerson is the author or
Cba“thof\of.gzlslﬂﬂ of the Urban School: Public Educatdon in Massachusetts
(1971), American Education amd Vocarionalism (1974)3 "Rally” 'Round the Work
Place: Continuities and Fallacies of Career Education'" (1975);-"ghild Care,
Governmen® . Financing, and the Public Schiools:  Lessons from California's s
. Children's Centers" (1977); and,"ﬁnderstand!hg American Catholic Rducational
History" .(1977), He is currently working on ‘g, historical study of ethnicity
and educatiln and on the development of famt -based social policies. -

® . . . . R . .

- . Christopher J. Lucas is 'professor: of education,and area coordinator, Social-
Philosophic Foundations of Education at thelunzversity of Missouri--Columbia.

A He' received hig B.A. degree in psychology at Syracuse University (magna cum .

+ . laude) 1n 19627 a M.A.T. degree in English and education at Northwestern

University in 1964} and the Ph.D. degree in ptidlosophy and education from
Ohio ‘State University ih 1967. He has worked aé a research assistant in

- = .psychology at Syracuse, as a selondary school.teacher of English in Chicago,

- ' ag ‘a teiching agsociate at Ohio State, and as codirector of the International.
" ‘Summer Courses’ gt the Uniﬁeth y- of- Saleburg, Austtia, 1966-71. Author of

What ls Philogophy of Education? (1969), Our Western Edudational Heritage
(1972), and Challengeand Choice in Contemporary. Education (1976), Dr. Lucas
has published widely including contributions -to a vardety of academic and
professional . journals. ° He 18 currently preparing a book, on multicultural/
multiethnic, education in the United gtates. Dr. Lucas is a mémber of a

. number of profegsional organizations; ig. the immediate past president of The
Americah Educational Studies Association; and presently serves as exetutive
gecretary of the Coordinating Council for Learned Soc¢ietjes in Education.

" His professional interests include Chinese history. and culture, ancient
educational history, the.philosoephy of .education, ifternational and compara-,

3

“tive educational dgvelopment, and the politics of education.
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; r ‘CITIZEN EDUCATION OBJECTIVES
! \"’-.‘-"" . | ) ‘

- " The goal of Citigen Education\is to -prepare students for curgent and ‘F. '
- fUture redponsibilitiés in their interpersonal, community, and political

lives by foatering the acquisition of the following knowledge, skills,

and dispositions leading ‘to personal satisfaction and the realization

of democratic principles: - . o o

T
[

. - - Knowledge ,
® Knowledge of the-dynamic institutions and systens that eiert influence
", 'in our society ~~ law, economics, politics, religion, international
) relatiops, and technology - .~ . )
° Knowledge of . the historical and contemporary context of recurring social
issues related to the above institutions - : _ P

and others that may emerge . ] .

L ' ¢
Skills A e
9 Inquiry skills -- which enable learners to select, organize,.evaluatée,

and use information, with special, but not exclusive, reference to

-,

v
«

problem—solving_and decision—making* L - . *
L Interpersonal skills ~- which enable learners to engage in communication, -
_get cooperatively, exercise leadership, and take part in arbitration , ¥
. ‘Action skills —- ‘which enable learners to formulate proble genérag;f
»alternatives, set goals, plan’ strategies, consider conseque K\and
L evaluate courses of action
e | o | t | ,
, 4 Digpositions. ~,. - LY e .7 e
- .® Respect and ¢aring for others _ i , oL L I -{"”
® Commitment to 'equality of all persons « R o —
-® Commitment- to ratfonality . : " o
"® Commitment to action and participation ) : e
. ® Commitment to personal freedom limited only by the commitments above e
‘e  Identifdcation with positive primary groups and local nagional, and . ‘H%5
worl ies ) . Ly o

[ 4 - B . . . ~
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CITIZEN EDUCATION - R | L

CITIZEN EDUCATION is a component of thé Development Division of E
Research for Better Schools, Inc. (RBS), a nonprofit educational research
laboratory in Philadelphia, Pennsyvlania. The Citizen Education component,
funded by a grant from the National Institute of Education, is the focal
point of RBS'Ss endeavors to advocate and promote’ quality citizen education

~ efforts in .the tri-state region (Delaware, New Jersey, and Pennsylvania)
“served by.the laboratory.

.

RBS' CONCEPTION OF CITIZEN EDUCATION 1 J. .
Traditional citizen education programs have’ focused on the study of
¢ivics and American government. Recently, however, declining performance
' on citizenship measures and deficits in the degree of social involvement
on the ppart of the citizenqy have indicated that the principles of a’

g demoé¢ratic society are notJﬁGing transmitted effectively to our nation's
youth. 1Interest in citizen education, therefore, has been renewed and the
field has been strengthened by new dimensions. National conferences and
task forces' have called for programs in citi education that address a
variety ‘of social issues. Having examined’ the recommendations of these and
other sources, RBS conceives of citizen education as "a synthesis of what an
effective citizen should know from the following areas of knowledge: , civics,
‘community education, economics, environmental and energy. education, family
life education, global education, law-related education, moral/values edu-
cation,; multicultural education, political participation, ‘social and personal

.development and social studies." o -
’ i
The RBS approach ‘to citizen edu& tion is.eclectic, goi&g beyond the .
traditional areas of curriculum and ihstruction. It encompasses knowledge
from.many fields, such as social development and school governance theory, -
~ and addresses ‘the social climate of the institution as a whole.

<

RBS GOALS IN)CITIZEN EDUCATION '\ ‘ <
Cititzen Education at RBS geeks to dispose and ‘enable individuals to
be more effective participants in democratic .society.. The goal of the
Citizen Education component is to prepare students for current and future
responsibilities in their interpersonal, eommunity, and political lives,
by fostering the acquisitions of the knowledges, skills, and dispoéitions
that }ead to effective civic participation' »

»
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of the dy%amic political, legdl and ‘gocjal institutions

e
' of our soéiety, incHuding related issues and problems.
‘ e Skills thaélenahle ﬂndividuals to make informed'decisions,.solvé
problems, t coopeqatively, exercise leadership, set.realistic

goalp, and r asonabH? evaluate various courses of action.

o Disposi;ions 6hat stiress respect for others and commitmen cto-
equality, rationali Y conscience, and the historic princ#Ples of
~_. . liberty, juetice, mqrcy and pluralism ‘of our socilety. '
. FOCUS_FOR crrlem EDUCATION AT RBS .

- The Citizen Education component of RBS is seeking to establiash a
Y partnership with state, intermediate, and local district educational
T agencies in the tri-state region. Working within the context of school
’ improvement programge RBS assists the states in developing and implement~—
- ing quality citizen ducation programs. Planning groups established in
L each state include ‘'representatives from the state department-of education,
RBS personnel and representatives of other inpqrested public and private
. organizations. . A
In conjunction with the state planning groups, RBS is, among other
activities: . ' o
° conducting a survey of citizen education interests, needB, and
' practices° . . . L
’. .
e determining citizen education needs statements, objectives, and
' . intervention strategies; :
= establishing-reference fileé,on citizen*education'materials,
measuresg.objectives, organizations and programs. -
) The aim is the development of prototype mode1s of citizen education
D for all grade leveld. 'Putting the models to work in selected local schools
in the three states will involve both the school and its larger community,
‘4néludfng such institutional/social sectors as business and industry,
~ labor,, law, and government. 4
. . 6}

Unlike mathematics, citizen educatiqn has na stanerd curriculum.
Therefore, RBS will work.with the state planning groups to determine the ,,
‘pProgram content of the models and effective 1 istruétional techniques. A
knowledge base is being developed to this end, _;h\special attention to:
instruction, evaluation, and teacher preparation. Research and evaluation
of the programs and their implementation will be-conducted jointly by RBS
.and the school site improvement teams, In al ts activities, RBS will be
responsive to local community needs and perceptionms. of citizen education,
designing objectives and programs that can be adapted to the goals ofL:ocal

.8chool districts.
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