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Domestic education is the institution of nature; public education
the contrivance of man.

(Smith, A. (1759) The Theury of Moral Sentiments)

The great proliferation of historical writing has served not to
illuminate the central themes of western history but to obscure
them.

(Bailyn, B. (1982) The challenge of modern historiography)

The concept of a historically based (investigation) is misun-
derstood by most researchers. For them, to study sonething
historically means, by definition, to study some past event.
Hence, they naively imagine an insurmountable barrier becween
historic study and study of present day behavioural forms. To
study something historically means to scudy it in the process of
change. Thus, historical study is not an auxiliary aspect of
theoretical scudy, but rather forms its very base.

(Vygotski, L. (1932-33) Problems of method)

Pedagogical instruction should propose, not to communicate to

future practitioners a certain number of procedures and formulae,
but to give them full awareness of their function.

(Durkheim, E. (1905)

The evolution and role of secondary education in France)




Preface

Schooling is not the same as education. Schooling is an extensive and
elaborate human institution. It began to take its present shape in the
Middle Ages, and ic has been repeatedly reformed since that time. In the
process, schooling has emerged as a malleable inscrument of the political
state — an agency charged with the transformation of immature human
beings into appropriately-socialized adult cizizens. It is perhaps no
exaggeration to say that, on an international scale, schooling was
conceived by christianity and raised by capitalism.

This book, then, is about schooling. Inspired by works written by
two non-historians — Emile Durkheim’s The Ewolution f Educational
Thought (a course of lectures originally delivered in 1904-05) and Maurice
Dobb’s Studies in the Development of Capitalism (originally published in
1946) — it examines long-term changes in the form and function of
schooling. In summary, the work falls into cthree sections: an
introductory chapter; five historical essays — which can e read on their
own; and a concluding chapter. Chapter 1 (Setting the Agenda) unfolds
the theoretical and practical considerations that governed the selection
and organization of the historical essays. The historical essays (chapters
2-6) address notable and pivotal episodes in .the history of school
organization (for example, the introduction of classes and ciass teaching).
And chapter 7 (Notes Towards a Theory of Schooling) builds upon the
essays by advancing a range of gencral propositions about the relationship
between ‘schooling’, ‘society’ and ‘educational change’.

The manuscript for this book was largely prepared between 1977
and 1986. I regret, therefore, that it does not profit more fully from
recent publications such as Connell (1987) Gender and Power; Corrigan
and Sayer (1985) The Great Arch: State Formation, Cultural Revolution and
the Rise of Capitalism; Courtenay (1987) Schools and Scholars in Fourteenth
Century England; Goodson (1988) The Making of Curriculum; ¥liebard

vii
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(1986) The Struggle for the American Curriculam 1893-1958; Maynes
(1985) Schooling in Western Europe: A Social History; and Morgan (1986)
Godly Learning: Puritan Attitudes Towards Reason, Learning and Education.

Just as schooling did not evolve in an ideological vacuum, so this
book owes much to an unfinished dialogue that I have shared with
colleagues and friends. For their forebearance, counsel and support, I
would particularly like to thank Clem Adelman, Richard Aldrich, Susan
Bain, Leo Bartlect, Wilf Carr, Anne Currie, Donald Broady, Margot
Cameron Jones, Michael Clanchy, Bruce Curtis, Mary Finn, Simon
Frith, David Gough, Nigel Grant, Elisabet Hedrenius, Keith Hoskin,
Walter Humes, Etvin Johanningmeier, Stephen Kemmis, Ulf Lundgren,
Andrew McPherson, Philip McCann, Kerstin Mattsson, Margaret
Nieke, Hamish Paterson, Tom Popkewitz, Margaret Reid, William A.
Reid, Richard Selleck, Harold Silver, Brian Simon, Joan Simot, James
V. Smith, Louis Smith, Robert Stake, Lawrence Stenhouse, Rob Walker,
Gaby Weiner, Ian Westbury, Jack Whitehead, Donald Withrington and
Michael F.D. Young.

And just as schooling did not evolve in an economic vacuum, so this
book also owes much to the supplementary financial support I have
received from the British Council, the Social Science Research Council
(grant No. HR/5127), the Swedish Institute and the University of
Glasgow.

David Hamilton
Glasgow
October 1988
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Chapter 1

Setting the Agenda

Any description of classroom activities that cannot be related to
the social structure and culture of the society is a conservative
description.  (Walker (1970) The Social Setting of the Classroom)"

To explain any educational process we must have a conceptual
apparatus that relates the economic and social structure of society
to the teaching process.

(Lundgren (1979) School Curricula: Content and Structure)

Education is not simply shaped in a general way by the
imperacives, arrangements and logic of the capitalist system,
Education is specifically articulated with this system in certain very
definite ways. (Hall (1981) Schooling, State and Society)’

This book has its own history. Its origins lie in the study of a new open
plan school that I conducted in 1975-76.% At that time, the
individualized methods proposed for such schools were repeatedly
contrasted — sometimes unfavourably —- with the class teaching
methods deemed typical of older settings. Very often, too, such debates
about educational innovation were conducted as if the status quo —
classrooms, desks, blackboards etc. — had existed since time immemo-
rial. In fact, the multi-teacher, multi-room school is of recent vintage —
a monument to the educational reforms of the late nineteenth century.
Indeed, if the history of school innovation is traced back to the end of the
eighteenth century, an ever more subversive claim can be made -— that
class teaching had, in its tu n, grown from an earlier pedagogy that was
just as ‘individualized’ ana ‘open plan’ as anything offered in the 1970s.
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Towards a Theory of Schooling

Yet, on what basis could I claim a pedagogic similarity between
eighteenth and twentieth century schooling? And why did “lassrooms
and classroom methods emerge in the intervening years? Taken together,
these two questions gave a new direction to my research interests: if
one-to-one instruction is deemed to be the most ‘natural’ teaching
method, then perhaps it is class teaching, not the individualization of
open plan schooling, that is most in need of explanation.

Until the open plan study I had regarded myself as a classroom
researcher. I had spent a number of years absorbing, recording and
n aking sense of contemporary schoolroom life. But my glimpses into the
pr.-history of open plan schooling had an unnerving effect. They made
e realize how little I knew about long-term pedagogic change. Clearly,
I needed to make a more sustained examination of the historical record.
At first, the task seemed relacively trivial. Surely, educational historians
had already explored and documented the pedagogies of the past. My
optimism, however, was unfounded: no one seemed to have looked in
that direction, at least not in terms that [ found congenial.’> Slowly, I
began to appreciate that the weak seuse of history shown by classroom
researchers was matched only by the weak sense of the classroom shown
by educational historians.

An opportunity to address this intellectual tension came within a
few months of publishing the open plan study. In October 1977, I
received a one-year grant to investigate ‘Classroom life and the evolution
of the classroom system’. Using West of Scotland data, my intention was
to focus on the educational changes that had brought about classrooms
and class teaching. Already, my attention had been drawn to the seminal
influence of local figures such as Robert Owen (1771-1858) of New
Lanark and David Stow (1793-1864) of Glasgow. Moreover, I was
equally aware that David Stow’s name had been linked to an early form of
class teaching known as ‘simultaneous instruction’.

Besides investigating the work of these innovators and their Scottish
contemporaries, the initial phase of my investigation was also steered by
a chronological question: “When did the term “classroom” first appear in
the educational record?’.® This train of inquiry led me to Samuel
Wilderspin's On the Importance of Educating the Infant Children of the Poor
(1823).7 Yet, along the way, my concentration was somewhat disrupted
when a postgraduate student (Maria Gibbons) drew my attention to the
fact that the term ‘classroom’ was still used within the University of
Glasgow’s Department of Humanity (i.e. Latin).

I had not anticipated this datum. It seemed unlikely that such a
high-status insticution (and such a long-standing subject-area) would
have adopted the terminology of nineteenth-century elementary schools.
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Setting the Agenda

So where had the University of Glasgow’s usage come from? Turning
“from speculation to investization, I searched the University’s records and
found uses of class rocm’ that stretched back more than sixty years
beyond Wilderspin's. And further investigation revealed no earlier uses
in anv of the other Scottish universities (Aberdeen, Edinburgh and St
Andrews).

Thes' —nexpected findings ,ave my investigation a new edge. If
Glasgow was, in fact, the ultimate English-language source of
‘classtroom’, then its educational institutions deserved a more exhaustive
examination than I had originally envisaged. | would have to extend my
remit and grapple with an earlier set of educarional innovations — rhose
that occupied Scottish university teachers during the period of the
eighteenth-century Enlightenment. In turn, of course, I would also need
to explore rhe connection, if any, between the eighteenth-century
Scottish universities and nineteenth-century elementary schools.

These were not easy questions to address, not least because they cut
across a variety of disciplinary boundaries (for example, those that
separate economic history from the history of ideas). Meantime, too, the
boundedness of my case study was under revision in anocher direction —
a chance remark (from Herbert Kliebard of the University of Wisconsin)
drew my attention to the fact rhat the seventeenth-century records of the
University of Glasgow provide the Oxford English Dictionary with its
eatliest source of the word ‘curriculum’ (1633). Should my case scudy also
extend to this earlier educational innovation?

Within the timescale allowed by my research grant, there was no
possibility of tackling all these questions — except, perhaps, in the same
kind of hit-and-run manner that I had used with the open plan scudy.® In
the event I was able to prolong my investigations through other
circumstances — I was appointed to a tenured lectureship at the
University of Glasgow that was to commence immediately my research
fellowship expired.

I1

During my fellowship year I gathered large amounts of data — enough
possibly for a book entitled On the Changing Disciplines of Education:
Schooling in Glasgow During the Industrial Revolution. But the prospect of
writing such a book did not exactly fill me with excitement. Its scyle and
content would have been too reminiscent of the antiquarian tomes I had
been warned against.” I did not want to p.-aluce a book simply about the
past: I wanted, instead, to produce somethig that could illuminate the
continuous present.

13



Towards a Theory of Schooling

To this end, I needed something more than a chronological,
one-thing-after-another framework. I had to find a way of talking about
schooling that was as valid for the twentieth century as it was for the
Industrial Revolution. In logical terms, the solution to my problem
boiled down to the creation of two complementary theoretical
frameworks. The first of these would help me to differentiate between
schooling and other social institutions (for example, the Church, the
family); while the second framework would help me to differentiate
among forms of schooling (i.e. among different pedagogies). in effect,
the first framework makes it possible to answer the question ‘What is
schooling?’; while the second framework makes it - ossible to answer the
question “What is a pedagogy?’. Armed with this double differentiation,
it becomes possible to acknowledge the long-term persistence of
schooling yet, at the same rime, identify certain of its internal pedagogic
discontinuities. Together, rhese frameworks began to act as the long- and
short-focus lenses with which I repeatedly scanned the educational
record.

Initially, I tackled the issue of pedagogic differentiation. I began to
link the pedagogic variations I had noted during the open plan study to
changes in the organization of economic production. Was the changeover
from individualized to class teaching anything to do with che
contemporaneous s itch from ‘domestic’ to ‘factory’ production that had
been discussed, for instance, in Mautice Dobb's Studies in the Development
of Capitalism (1946)'° and in the introduction to George Unwin's
Industrial Organisation in the Sixteenth and Seventeenth Centuries (1904)?'!
Similarly, was the twentieth century changeover to forms of individua-
lization anything to do with the introduction of ‘scientific management’
into industrial production (¢f the arguments of Clarence Karier, Paul
Violas and Joel Spring's Roots of Crisis: American Education in the Twentieth
Century (1973)'%; and David Tyack’s The One Best System: A History of
American Urban Education (1974)'3). If so, how were the rationales that
underpinned the organization of schooling connected to the rationales
that underpinned the organization of manufacturing (cf. Sidney Pollard's
The Genesis of Modern Management: A Study of the Industrial Revolution in
Great Britain (1965)")?

In this lasc respect, it was particularly important to consider the
work of those, like Robert Owen'®, who figured both in the history of
schooling and the history of management. Another such personage — of
local as well as international significance — was Adam Smitch. Indeed,
Adam Smith’s educational credentials include the fact that, while a
professor in Glasgow (1752-64), he was present on the occasion of the
first recorded use of the term ‘class room’.

‘14



Setting the Agenda

Although Smith’s most noted work is The Wealth of Nations (1st
edn, 1776), it is the preparation of his earlier treatise — The Theory of
Moral Sentiments (1st edn, 1759) — that most closeiy corresponds to his
sojourn in Glasgow. The Theory of M wwal Sentiments was Smith's actempt to
put the moral sciences on the same footing as the physical sciences. He
claimed that civil society was held together by an ethical bonding agent
analogous to the force of gravity that held together the material world.
Further, Smith chose the terms ‘fellow feeling’ or ‘sympathy’ ro label this
universal moral sentiment.

Smith's use of ‘sympathy’ caught my eye. Did it have any
connection with the concept of ‘sympathy of numbers’ that, sixty years
later, David Stow used to justify the grouping of pupils for ‘simula-
taneous’ instruction? Certainly, the circutastantial evidence was persua-
sive. Like Smith, Stow accepted that ‘sympathy’ was a ‘principle of our
nature’, Similarly, Stow held that its bonding effects were ‘more or less
powerful’ in proportion to the ‘proximity and concentration of numbers’.
In pedagogic terms, then, Stow believed that the ‘power in numbers’
unobtainable through ‘individual teaching’ made possible a moral
machinery adequate to the social problems created by the Industrial
Revolution. With ‘proper management’ and the correct ‘moral atmos-
phere’, simultaneous instruction could promote the mora! and intellec-
tual ‘elevation’ of the ‘sunken masses’ that had accumulated in the
manufacturing areas of Great Britain, '¢

Here, then, was a basis for linking the eighteenth-century Scottish
Enlightenment to nineteenth-century elementary schools. Gradually, [
traced out an intellectual genealogy that linked Adam Smich, via Robert
Owen, to David Stow. And, as important, I was able to cite Adam
Smith’s moral philosophy in support of the idea that carly class teaching
had an integrity of its own — it was not just the inscrtion of factory
methods into the organization of schooling. Exploration of the
Smith-Stow connection also had another practical consequence: it gave
me a better grasp of the connections between economic history and the
history of ideas. The central feature of both schools and factories is that
they are as much about the management of people as they are about the
design of a technical ‘machinery’. Hence, the social philosophies that
inform their respective management practices are just as important as the
technological developments that govern their choice of material
resources. Indeed, educational production, like its industrial counter-
part, entails a fusion of both technical and social considerations. By
1979, this general idea — that educational practice lies at che inter-
section of cconomic history and the history of ideas — had become an
important organizing principle in the conduct of my research programme,

15



Towards a Theory of Schooling

Detailed analysis of the Smith-Stow connection also enabled me to
strengthen my earlier ideas about the periodization of pedagogic change.
I began to claim that modern (i.e. post-medieval) schooling can be
divided into three broad pedagogic epochs: (i) a period when the
dominant pedagogy comprised the ‘individualized’ (i.e. ‘in turn’)
processing of learners; (ii) a period (commencing around 1840 in Great
Britain) when cthe ‘dominant pedagogy hinged upon the ‘batch’
processing of groups of learners: and (iii) a period (commencing around
1890) when pedagogic practices began to be re-ordered in the light of
new notions about the evolutionary significance of individual differences.

In turn, I used this three-stage model to organize the remainder of
my research prograrnme. Resetting my chronological boundaries at the
lace Middle Ages (c.1400) and the First World War (c.1916), I was able
to envisage the history of post-raedieval schooling in terms of three
‘revolutionary’ phases and two intervening ‘transitional’ periods. Succes-
sively, these five ‘episodes’ comprised: (1) the ‘revolutionary’ emergence
of modern schooling and the associated stabilization of an individualized
pedagogy; (ii) the seventeenth-century elaboration of this pedagogy as
schooling began to incorporate the children of wage labourers; (iii) the
‘revolutionary’ change-over from ‘individualized’ to ‘batch’ production at
the time of the Industrial Revolution; (iv) the nineteenth-century
elaboration of ‘simultaneous’ methods alongside the growth of
‘elementary’ schooling; and (v) the ‘revolutionary’ change-over from
batch processing to new forms of individualization at the beginning of
the twentieth century.

In one sense, of course, a sixth ‘episode’ should be added to this
chronology — the elaboration of individualization in the remainder of
the twentieth century. From the outset, however, I decided to limit my
study to the pre-first World War period. In part, this arose because [
regarded the open plan study as already occupying the territory marked
out for episode 6. But an additional reason was that a re-evaluation of
episode 6 (for example, a study of ‘progressive’ teaching practices) would
extend the timescale of my research programme beyond tolerable limits.

[11

After completing a version of the Smith-Stow connection'”, I recurned to
the word ‘curriculum’. By this time I had begun to bracket it with the
word ‘class’. Both terms, it scemed, had come into prominence around
the same time; and both, through their adoption, had helped to make
‘'schooling’ recognizably different from other social institutions.
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Setting the Agenda

Much of my initial knowledge about the emergence of class was
drawn from Philipe Aries' Centuries of Childhood (1962).'® Aries
suggested that ‘class’ was of Renaissance coinage. It made its appearance,
he noted, in one of Erasmus’ descriptions (c.1519) of St Paul’s school —
an institution founded some ten years previously by the Mercers’ (i.e.
cloth-merchants’) Company of London. Further, Ariés also claimed that
such ‘classes’ had been prefigured in earlier pedagogic recrganizations —
notably those associated with the University of Paris and with the schools
founded by the Brethren of the Common Life (a religious community
based in the Low Countries). Yet, in posing these relationships, Ariés
failed to clarify the lines of descent from one to the other. Equally, in
claiming this connection, Ariés neglected to explain why the term ‘class’
appeared some eighty years after the Brethren were claimed to have
sub-divided their schools into smaller units.

While browsing in the University library one day, I found the word
‘class’ in an English-language version of a 1517 account of the University
of Paris — Robert Goulet’s Compendium Universitatis Parisiensis. 1f
accurate, this translation predated the earliest usage reported in Ariés.
But I was well aware, from examining W.H. Woodward's Desiderius
Erasmus Concerning the Aim and Method of Education (1904), that
translators are not always faithful to an author’s original text.'?
Eventually, however, it turned out that ‘class’ had, indeed, been a
faichful translation. ,

At that stage in my investigation, the historical significance of the
sixteenth-century adoption of class was still unclear in my mind, but I
was pleased to have supported and, to some extent, extended Aries’
original commentary. Eventually, these different pieces of data about
Paris and the Low Countries began to fali into place when I considered
the emergence of classes within a broader context — the cluster of new
educational practices, known as the Modus et Ordo Parisiensis, that spread
from Paris to universities, colleges and schools throughout sixteenth-
century Europe. Pedagogically, the Modus combined the sub-division of
schools with the retention of individualized pupil-by-pupil instruction.

Whilst reflecting on this relationship, I was reminded of the fact
that ‘order’ has two distinct meanings in the english language: it can
refer either to sequence (for example, an ‘order’ of events) or it can refer to
coherence (for example, an ‘ordered’ society). The Modus clearly had links
with the former, but could it also be construed in the lacter sense? Were
Renaissance schonls therefore, to embody a new sense of social order? If
s0, the combination of individualized instruction and class grouping
could serve such a purpose. Whenever groupings were reduced in size
(sixteen pupils was the recommended figure for St Paul’s), pupils were

7
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Towards a Theory of Schooling

brought more frequently under the direct control of their teacher(s); and
whenever classes were constrained to follow a pre-arranged sequence of
texts, teacher deviation from recommended practice was made more
visible to those, like thr: Mercers'’ Company, who patronized, financed
and ‘visited’ such schools.

By this stage in my research 1 began to feel that Renaissance
schooling was particularly noteworthy for the attention it gave to
pedagogic order and administrative concrol. And the same feeling also
made me more comfortable about bracketing class with curriculum, since
the lacter — derived from a latin root meaning an athletics track or
circuit — had similar resonances with ‘order as sequence’ and ‘order as
structure’.

I found this connection between class and curriculum to be logically
appealing; but I could find no other historian or educationist who had
drawn the same inferences. I was well aware, too, that on the available
data I was bracketing events that took place more than 100 years apart
(viz. 1517 and 1633). Were there any earlier uses of ‘curriculum'? 1
turned to the statutes of the sixteenth- and seventeenth-century European
universities. Unfortunately, references to curriculum were much rarer
than I had expected. Indeed, I found nothing to improve upon the
Glasgow date.

In the absence of fresh data I was forced back to my original sources.
The question *What was happening in Glasgow in the period leading up
to 1633?’ finally broke the impasse. As soon as I registered an answer —
‘the Calvinist reformation’ — possible explanations began to emerge. My
background reading in books like Richard Tawney’s Religion and the Rise
of Capitalism (1928 suggested & possible convergence between the
educational concept of ‘curriculum’ and the Calvinist concept of
‘discipline’. Could it be that curriculum brought the same kind of order
to Calvinist educational practice as the concept of ‘discipline’ brought to
Calvinist social practice?

Having sketched out this argument, I subsequently learned (from
Maria Gibbons) of a reference to curriculum in the 1582 records of the
University of Leiden, an institution founded by Calvin‘-te same seven
years previously., Two duta sightings are not exactly overwhelming yet,
as with the Smith-Stow connection, I fele chat the associated arguments
were sufficiently ‘newsworthy’ to be circulated in a mimeo form. %!

18




Setting the Agenda
A%

While awaiting reactions to these early drafts, I recurned to the theme of
simultaneous inscruction and class teaching. The Smith-Stow paper had
excavated the transition from individualized- to batch-production; but it
had stopped short of a full examination of class teaching’s subsequent
career. Why, for instance, had the one-room, one-teacher school of the
1830s turned into the multi-room, multi-teacher school of the 1890s?
Further, what data were relevant to this question? Was it necessary to
wade through such sources as the multi-volume reports of the school
inspectorate and through the equally voluminous minutes of the major
school boards? If so, the prospect of a life-time’s work unfolded
uncomfortably before me. A definitive analysis was out of the question,
but could I prepare a defensible account?

In effect, I had to find a way of sampling the available sources.
Gradually, a practical solution emerged. I realized that the ‘manuals of
method’ produced for nineteenth-century teacher training students
might give me reasonably sensitive access to the changing practices of
schooling. The first problem, however, was to track them down. Various
histories of education (for example, Selleck (1968) The New Education)*?
had made passing use of such manuals but no one seemed to have studied
them systematically. Using secondary sources like Selleck, the bibliogra-
phies of Higson and Craigie, cross references in the manuals themselves,
and three or four volumes found on the shelves of secondhand bookshops,
I managed to assemble a primary database — of litcle more than a dozen
volumes — that ranged from Henry Dunn’s Principles of Teaching
(c.1837)% w0 }.J. Findlay's Principles of Class Teaching (1902)%.

The pedagogic diversity portrayed in the maruals far exceeded my
expectations. To reduce my perplexity 1 bej - to trace certain
phenomena through time. Did the manuals refer « teaching groups as
‘classes’, ‘divisions’, ‘drafts’, or ‘sections’? Was simultaneous instruction
envisaged as occupying the main schoolroom or an adjoining anteroora?
And how did simultaneous and individua' methods corrclate with the
different labels used to describe nineteenth-century teachers (for
example, ‘monitor’, ‘pupil teacher’, ‘assistant tcacher’ and ‘head
teacher’)?

Aided bv such prompts, I began to see some patterns in the data.
The earliest stmultaneous instruction (i.e. in the 1830s) typically took
the form of a gallery lesson conducted with relatively large pumbers of
pupils (for example, a ‘division’). If a school had a classroom -— an
exceptional state of affairs in the 1830s — it was used for the
individualized instruction of smaller groups of pupils (for example, a

9
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Towards a Theory of Schooling

‘class’ or ‘draft’). On the other hand, if there was only one schoolroom,
the schoolteacher and his or her assistants (if any) conducted ‘collective’
and ‘individual’ lessons side by side in the same room. Thus, it is
important to note that although simultaneous instruction could be
deemed an early form of class teaching, it was not associated with
classrooms. Rather, classes taught in classrooms continued to receive
their instruction ‘in turn’. Indeed, it was not until the 1860s and 1870s
that teachers, rooms and classes began to converge into a one-to-one
relationship. Equally, it was not until this later period that ‘class
teaching’ began to take on its twentieth-century connotations.

The patterning reflected in the manuals of method also gave me 4
strong serse of the reasons underlying the emergence of multi-room,
multi-teacher schools. It is insufficient to explain them merely in terms
of a growth of the school population ~— the construction of more and
mote one-teacher schools would have satisfactorily accommodated the
same problem. Rather, they evolved — architecturally and organizatio-
nally — to accommodate contemporaneous assumptions about the
control and etiiciency of schooling. In short, it seemed to me that the
historically significant feature of the urban schools buile in the 1870s was
not so much their size as their embodiment of assumptions about
hierarchical management.

Again, I committed these tentative ideas to paper.?> Besides
establishing a provisional chronology of changing events, I also
speculated as to the connections between pedagogic change, changes in
the structure of schooling (for example, the feminization of elementary
teaching), and changes outside the school system (for example,
governmental attitudes towards working class education). In other
respects, however, my account of nineteenth-century pedagogic shifts
remained theoretically impoverished. It made no comment, for instance,
about the (then) popular explanations for nineteench-century educational
change. My silence, however, was deliberate. On the one hand, I felc
unable to subscribe to the view that changes in elementary schooling
were engineered solely to serve the ‘social control’ interests of the ruling
class. And, on the other hand, I was equally unattracted to the idea that
the wtansformation of elementary schooling arose merely from the
internal momentum of the education system. %6

Typically, ‘social control’ has been portrayed as a set of scructural
constraints that can be tightened or loosened according to the malevolent
(or benevolent) intentions of the educational state. In reacting against
this viewpoint, I took a different view of social control. I saw it not as
something imposed from outside schooling but, rather, as something
that is intrinsic to all institutionalized pedagogic processes (and, hence,
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to all forms of schooling). Indeed, it is the presence of social control
assumptions that makes ‘schooling’ something rather different from
‘education’. For me, then, the important issue was not to identify the
presence or absence of social control — I took its occurrence to be
axiomatic. Rather, [ was more intercsted in the different ways that social
control is expressed in the pedagogic lives of teachers and learners.
Equally, 1 was unwilling to presume that all such influences are
necessarily negative. .

Taking chese problems into account, I began to search for an
alternative organizing concept. Eventually, I chose the term ‘social
efficiency’. Guided by the general question “What conception of social
efficiency does this pedagogic form express?’, I found myself better able
to reconstitute che broader political meanings of schooling. Moreover, a
social efficiency framework also offered a wider range of explanatory
shadings than the black and white pigments popular with social control
theorists.

The problem of one-dimensionality also arose in respect of ‘internal
momentum’ theories of pedagogic change. These tend to give the
impression that succeeding pedagogies flow from one another in a
unilinear evolutionary sequence? For my part, [ had developed a rather
different view of pedagogic evolution — namely, that the events of the
last 500 years represent one developmental career among a myriad that
might have been. I was happy, that is, with the notion that pedagogies
are shaped by their predecessors; but I felt litcle sympathy with
additional appeals to an underlying ‘grand design’.

My own resolution of this problem was as follows: I began to assume
that all pedagogic forms — whatever their degree of institutionalization
— embody ‘degrees of freedom’ which allow for the possibility of
subsequent change. Knowingly or unknowingly, teachers and learners
exploit these degrees of freedom as they work, day by day, to realize their
own pedagogic goals. In turn, educational ‘drift’ sets in which, if
consolidated, may culminate in the establishment of recognizably-altered
pedagogic practices. '

Nevertheluss, che descriptive language of schooling responds
unevenly to these changes. At least three possibilities can be envisaged:
(1) that practice changes while terminology stays the same; (ii) that
terminology changes in concert with changes in practice; and (iii) that
terminology changes while practice remains the same.

The last of these relationships is particularly important to my
argument. [t points to instances where the goals of educationists — as
revealed in their choice of new labels — remain unrealized. Yet, the mere
existence of these labels (for example, in pedagogic manifestos) serves to

11
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remind us of the many unfulfilled aspirations that exercised the past. In
the process, too, it also confirms that the history of pedagogic
developments is not quite so straightforward as is sometimes assumed.

\'

By this stage in my research programme, I had reported upon three
investigations. Two of these — the sixteenth-century uses of ‘class’ and
‘curriculum’, and the nineteenth-century evolution of class teaching —
had been primarily concerned with unravelling the chronology of
pedagogic change. Both, however, needed to be placed more adequately
within the general social currents of their respective epochs. More
specifically, my investigation of class and curriculum had had very lictle
to say about the contemporancous transition from feudolism to
capitalism. As I read further in economic history, I began to realize that,
geographically and chronologically, my research programme traced out
not only the cutting edge of schooling, but also the cutting edge of
capitalism itself. There seemed to be some merit, cherefore, in searching
a little further for eatlier (i.e. pre-Renaissance) connections between
schooling and capitalism. In doing so, I recurned to a theoretical issue
raised earlier — the differentiacion of schooling from other social
insticutions.

In the 1970s, English-language discussions of the links between
capitalism and schooling usually took their starting point as the
Industrial Revolution. But such accounts were necessarily foreshortened:
capitalism’s roots go back much further in time. Accordingly, I began to
seek out studies that incorporated this longes-term perspective upon
schooling and capitalism. But again, nething came to light. With a
certain reluctance — I was unsure where the investigation would lead me
— I set about reconstructing the relationship myself.

In searching for the origins of schooling, I began by identifying a
suitable ‘tracer’ -~ in this case the medieval Latin term for school,
‘schola’. Etymologically, the word ‘schola’ derives from a classical greek
root that, like its latin counterpart (ludus), denotes ‘leisure’ or ‘play’. But
when did it begin to take on its modern meaning? Should I conduct a
chronological search through 2000 years of history? Or could I, once
again, use some kind of sampiing procedure? I chose the latter approach
— building upon a conceptual analysis of ‘socialization’, ‘education’ and
‘schooling’ that I had developed previously.

My starting point was the premise that, while all three processes
‘socialization’, ‘education’ and ‘schooling’ — yield a common output
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(viz. ‘learning’), there are important differences in the manner by which
such learning is acquired. ‘Socialization’, so I argued, is a relatively
diffuse process; it gen=rates learning that is ‘picked up’ or ‘rubbud off in the
course of human interaction. By comparison, ‘education’ is a ‘stronger’
and more visible process; it yields learning that has been deliberately
promoted through ‘teaching’; and, finally, ‘schooling’ is even more
sacially-visible; it produces learning that, in its curn, has been shaped by
formalized and institutionalized modes of teaching. In these terms, then,
there are grounds for claiming the existence of ‘schooling’ whenever there
is evidence, among other things, of distinctive educational personnel (for
example, ‘teachers’), distinctive educational instruments (for example,
‘textbooks’) and distinctive educational premises (for example, ‘schools’).

By holding this analytic framework up to the educational record, I
fele able to narrow my enquiries to the period between 1000 AD and
1250 AD. In Britain, for instance, these years vitnessed the first
appearance of a vernacular grammar of ‘standardized linguistic forms’
(c.1000 AD)?’; the first occasion when teachers were required to be
licenced by the church authorities (c. 1100 AD)?3; and the first record of
separate premises being allocated specifically for educational purposes
(c.1150 AD)®.

There is room for debate about these criteria and their signifi-
cance.”” Nevertheless, furcher investigation suggested that they were not
random occurrences but, rather, part of a general medieval interest in the
design and deployment of administrative apparatuses. For instance,
Maurice Keen's A History of Medieval Europe (1969) speaks of a ‘twelfth
century revolution in government'; Richard Southern’s Western Soczety
and the Church in the Middle Ages (1970) refers to a ‘steady elaboration of a
machinery of government’ in the two centuries after 1058%2; and Michael
Clanchy’s From Memory to Written Record (1979) notes that, between 1066
and 1307, the ‘most decisive’ increase in English bureaucratic documents
occurred ‘within a decade or so on either side of 1200’3,

Indeed, the connection between schooling and administrative
reform is one of the themes in Alexander Murray’s Reason and Society in the
Middle Ages (1978). ‘Roughly up to 1250°, Murray claims, the church
lacked ‘properly cducated recruits’. ‘Endowment of schools was the
outcome’, he continues, n ‘act not just of philanthropy but of long-term
planning’. Elsewhere in the same volume, Murray also points to the new
social efficiency considerations that these schools were designed to
address. They were to turn adolescents ‘not born and bred for supreme
rule’ into personnel who could be fiteed easily into the ‘ever-developing
structures of centralized government’. Thus, as Murray indicates, the
new schooling was designed more around texts for the training of
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administracors rather than around the manuals (‘miroirs’) used earlier for
the education of hereditary princes.*®

The general background to these innovations in education and
government seems to have been a bid by the church for political (and
economic) control over the fragmented authority of Western Europe’s
feudal rulers.?> Headed by a succession of lawyer-Popes®®, funded by the
fruits of ‘prolonged prosperity in the countryside’®, and armed with the
newly-proclaimed doctrine of papal supremacy®®, the church set about
reorganizing its resources to achieve this goal. Most notably, it sought to
tighten its central and provincial administrations. Among other things, a
sustained attempt was made to eliminate self-perpetuating (and
self-aggrandizing) clerical dynasties. Thus, post-ordination celibacy was
made compulsory by the Second Lateran Council (1139)*°; child
recruitment oblation was banned by twelfth-century reformed orders (for
example, the Cistercians and Cluniacs)*’; and the purchase of direct entry
to monastic houses (simony) was outlawed by the fourth Lateran Council
(1215)*".

While these activities gradually purged the church of unwelcome
and/or rcluctant members, they also created new problems of recruitment
and training. If simony and clerical marriage were to be abandoned,
where was the church to obtain its new personnel? And if admission was
to be restricted to near-adults, how were these raw recruits to be trained
for ecclesiasticai office? The first problem was easily solved. According to
Murray, the elimination of dynasties opened up many new and attractive
careers in the church. The problem of delayed recruitment, however,
yielded less easily. Previously, recruits had been socialized into their
ecclesiastical roles from an early age; but near-adults needed a more
condensed form of training. To facilitate this lacter process, the church
developed new educational initiatives. For instance, the third (1179) and
fourth (1215) Lateran Councils, respectively, agreed that masters should
not be required to pay for their licences and that cathedrals and other
large churches should make special financial provision to support
in-house teachers of grammar (i.e. latin) and theology (cf. canon law). 42

At one level — namely the spread and stabilization of cathedral
schools — these changes might be regarded simply as the culmination of
centuries of official exhortation.*? But at another level (viz. schooling’s
new purposes) they represented a clear ' “eak with the past. Earlier
cathedral schools (for example, Chartres) comprised a circle of disciples
who, gathered round an influential leader (for example, Bernard of
Chartres), had devoted themselves to the examination and interpretation
of religious texts. Indeed, the major philosophical movement of the
Middle Ages — scholasticism —— took its name from such schools. The
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newer cathedral schools, however, had a less-elevated educational
mission. Their products were not so much philosophers as field officers
(for example, bishops) and troops (for example, parish priests) trained to
superintend the ‘fraut lines™™ of rhe church’s political carapaigns. From
these changes in organizational purpose came a new meaning for ‘schola’:
whereas earlier schools had been populated by ‘disciples’, the new
cathedral schools were populated by aun alternative translation of
r 4

‘discipuli’ — ‘pupils’.

VI

By courtesy of this detour into medieval history, [ acquired a better sense
of ‘schooling’. At the same time, however, I realized that my account was
incomplete. It is relatively easy to explain the church’s adoption of
schooling in terms of the enforcement of celibacy and the reform of
administrative procedures. But the same explanation cannot be used for
the medieval merchants who took to schooling in the wake of the church.
The merchants pose a different problem. If they reproduce biologically,
why should they have sought to augment their within-family sociali-
zation practices by means of education purchased (or acquired) from
outsiders?

In addressing this issue I was able to screngthen my earlier ideas
about ‘social efficiency’. Like the church leaders, the merchants began, it
seems, to pay greater attention to the consolidation of their present and
fucure prospects. They regarded education as an investment — a means
of managing (and expanding) their social capital. % If nothing else, it
enabled them to acquire new skills (for example, ‘arithmetic’ practices
derived from astronomy and astrology)'’ and new dispositions (for
example, ‘manners’ drawn from courtly sources)*™® that gave their
progeny an advantage in the inter-locked worlds of business and
marriage.

The merchants scemed to have extended their socialization practices
in at least four ways. First, by sending their children to be brought up in
the families of their superiors; secondly, by patronizing existing
cathedral schools; thirdly, by bringing cathedral-trained clerics into cheir
own homes as tutors; and fourthly, by acting in a corporate manner and
establishing schools for the collective upbringing of their young.®® These
options, . however, differed widely in their control implications.
High-cost solutions — for example, the employment of tutors —
allowed high merchant control; whereas the lowest-cost solution — the
use of existing cathedral schools — entailed a risk that children would be
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drawn into the church rather than recurned to their parents.’® In these
respects, then, corporate-run merchant schools, using clerical teachers,
represented a cost-efficient compromise Inevitably, however, residual
control problems remained. And it is these problems, I suggest, that
help to explain the subsequent (i.e. sixteenth-century) introduction of
‘classes’ and ‘curricula’. Renaissance merchants, like their medieval
counterparts, continued to ‘put out’ the education of their young; yet, as
in the wider conduct of their affairs, they developed new managerial
techniques (cf. new accounting procedures) to increase the profitability of
their investmvent.

With these arguments about the efficiency of ‘classes’ and ‘curricula’
I moved, chronologically speaking, into the sixteenth century. But there
was still some 200 years to explore before the onset of the Industrial
Revolution. What intervening pedagogic transitions, if any, remained to
be identified? One answer to this question had already been prefigured in
my arguments about the connection between Calvinist discipline and the
idea of a curriculum. If the medieval church had adopted schooling
merely to discipline its cadre of teachers and preachers, Calvinists (and to
some extent Lutherans) began to use schooling for a broader political
purpose — the disciplining of the population at large.

Schooling, that is, underwent its own reformation. It took on an
additional social mission — the ideological incorporation of the
subordinate members of society. At one extreme, it continued to develop
pedagogic forms suitable for those children whose social expectancy was
to manage and to govern; while, at the other extreme, it began to
develop new pedagogic forms — strongly catechetical®® — for those
whose social destiny was to obey and to follow. It seems, however, that
these different pedagogic forms did not immediately yield a correspond-
ing differentiation of schcol types. Just as the (smaller?) medieval
cathedral schools had prepared children for either clerical or secular life,
so post-Reformation schools seem to have accommodated a range of social
fractions. In such schools, therefore, pedagogic practice may have been
only weakly linked to social seatus.

In one sense, the resultant mismatches (for example, low-status
pupils enjoying high-status pedagogic practices) might be regarded as
socially inefficient. Yet, such mismatches could also be deliberately
engineered in the interest of upward (and downward) mobility. If this
was in fact the case, then seventeenthi-century schooling was designed not
so much to conserve the status quo as to accommodate a much more
sophisticated model of social regulation (cf. the meritocratic ideals of the
catholic and protestant reformers). But soctal regulation was not a new
educational purpose. For a century or more the apprenticeship system
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had been managed along such lines. That is, successive revisions in guild
statutes had been designed, among other things, to limit or to increase
access to the social capital that accompanied guild membership.>”
Apprenticeship controls, however, were relatively guild-specific; whereas
broad-based schooling had u much wider regulative potential. Its gradual
adoption, I would suggest, gave the merchant and craft guilds — acting
in concert as a kind of ‘local’ state — a more powerful instrument with
which to administer the affairs of their own communities.

Vil

Through identifying a possible link between schooling and social
regulation, I also began to realize how schooling articulated with the
early capitalism of the sixteenth and seventeenth centuries. Schooling
became socially important because it offered a means of managing the
‘common’ (cf. unskilled)** labour market that had grown up outside the
medieval guilds.

To understand this relationship between schooling and the labour
market, it is necessary to distinguish feudalism from capitalism. Under
feudalism, the labour market played a weak role in social affairs. The
bulk of the population were directly socialized into their adult
occupations. That is, men and women merely took up the tools, land etc.
passed on by their forebears.

In the transition from feudalism to capitalism, however, this
lifestyle was interrupted. The immediate and/or ultimate causes of this
destabilization are a matter of controversy among historians. One line of
argument, however, points to imbalances that arose betwen the food
produced in the countryside and the population it was expected to
support. To overcome food shortages, marginal landholders had a limited
number of options: they could acquire more land, they could adopt more
efficient forms of agriculture, or they could seek additional sources of
income,

These options were taken up in different ways, and at different
times in differenc parts of Europe. But their general effect was the same:
landholdings grew in size; agricultural production changed in favour of
cash crops that could be soid in urban markets; and squeezed-out
landholders were driven to take up part-time employment as day-
labourers for their more successful agricultural neighbours and/or as
‘outworkers’ (for example, spinners and weavers) for urban-based guild
masters. >’

In extreme cases, small landholders were entirely deprived of cheir
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land and their tools. They were left, therefore, to sell their only
remaining asset — their vapacity to work. Accordingly, a ‘labour market’
emerged where raw materials and equipment possessed by potential
employers were matched to the ‘labour power’ of individual workers. If a
successful match was obtained, the workers received a wage for the
duration of their employment. If not, they were forced back to the labour
market in search of another employer. For those without land, therefore,
the only peaceful alternatives to wage labour were starvation and
migration,>®

As capitalism grew, the unwanted consequences of the labour
market (for example, unemployment, mass migration and social unrest)
became political as well as economic issues. Clearly, there was much to
be gained in capitalist terms if the labour market could be more
adequately supervised. Indeed, it was this political agenda that helps to
account, on the one hand, for the emergence of strong centralist (i.e.
‘absolutist’) governments in the sixteenth and seventeenth centuries and,
on the other hand, for the wave of national social legislation subsequently
sponsored by these governments (for example, with respect to poverty,
employment, apprenticeship and schooling).

Through these reforms — discussed, for instance in Catherine Lis
and Hugo Joly's Poverty and Capitalism in Pre-Industrial Europe (1979)%7
and Wilbur K. Jordan's Philanthropy in England 1480-1C 40 (1959)>8 —
the capitalist ‘statc’ emerged as a national political force. It acted, often
through the agency of a national church, to maintain and advance the
social order. Further, as the state’s sphere of influence extended from
‘local’ to ‘national’ labour markets, so questions of social efficiency
becamc issues of national efficiency (cf. rhe sixteenth-century appearance
of the political concept of the ‘commonwealch’).*”

It was at this time, too, that theorists of national (or ‘universal’)
schooling came into their own. For instance, a disciple of Comenius —
John Dury — made a direct connection between schooling, social
regulation and the labour market in A Supplement to the Reformed-School
(1650):

In a well-reformed commonwealth . . . all the subjects thereof
should in their youth be trained up in some schools fit for their
capacities, and that over these schools, some overseers should be
appointed to look to the course of their education, to see that
none should be leftc destitute of some benefit of virtuous
breeding, according to the several kinds of employments,
whereunto they may be found most fit and inclinzable, %

Diffusion of this concern for the integration of ‘unskilled’ labour into a
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wider system of social welfare was, I maintain, the background to an
important seventeenth-century educational development: national sup-
port for the notion of ‘charity’ schools (i.¢. schools designed for the poot
and funded by the rich). But national support did not automatically
resule in the creation of a national (or unified) system of schools. In face,
different charity schools seem to have served contrasting social purposes.
Some for instance, fostered upward social mobility by equipping children
with the actitudes, tools, clothes and financial premiums necessary for
admiteance to craft and related occupations. Others, however, served
conservative purposes by seeking to keep families from falling below the
subsistence threshold (for example, by providing food for their pupils).

Despite these internal variations, the generai institution of charity
schooling served a unified purpose. It stood between family socialization
practices and the labour market. In times of high unemployment, for
instance, charity schooling could conserve a local pool of labour by
reducing migration out of a district; and in times of labour shortage it
could lower the barriers that, otherwise, kept poor children from
becoming apprentices.®!

By the early eighteenth century, then, the spread of the charity
school idea meant that embryonic school systems could be found in a
range of European countries (for example, England, France, Holland).
Within a capitalist framework, such systems had the imporrant social
function of regnlating access to adult labour markets. Indeed, through
their accompanying processes of pedagogic and structural regulation,
such systems helped to meintain, and even create, specific configurations
of the labour market.

VIII

To arrive at this appreciation of schooling I had made a lengthy detour
into the realms of educational history and educ.tional theory.®? En route,
my actention had been focused upon the link between schooling and the
labour market; and upon the ways in which schooling served (or was
intended to serve) different interpretations of social efficiency. Not
surprisingly, these new insights served the next stage of my inquiries.

In August 1983, I returned to one of the pivotal ‘episodes’
identified in my original framework — the pedagogic transformations
that, at cthe end of the nineceenth century, accompanied the transition
from batch to individualized production. The account of this episode had
been taking shape in my mind for a number of years: 1 had already
decided to follow the cutting edge of capitalism across the Atlantic to the
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USA; I had selected a focusing framework — the association between
pedagogic changes and innovations in industrial management; and I had
discovered a corpus of source material — the University of Glasgow’s
almost unbroken run of US Commissioner of Education Reports (viz.
1873-1916). By 1983, too, I was well aware of the discussions
stimulated by Raymond Callahan's account of scientific management in
Education and the Cult of Efficiency (1962)%® and by Harry Braverman's
analysis of industrial change in Labeur and Monopoly Capital (1974)%*, Yet
important issues still remained to be tackled. For instance, Callahan’s
argument had paid very lictle attention to the period before 1900; and
Braverman's work (and that of his critics and followers) had been
relatively silent about the connections between the labour market and
schooling.

To bridge these gaps I began with a systematic search through t.e
US Commissioners’ Reports, noting the ideas and material that seemed
relevant to my overall scheme. Ultimately, this material proved very
useful but, at the time, I found it contained very little overt discussion of
the broader social and economic changes that accompanied the
transformation of late nineteenth-century American schooling. Once
again, I had to step back from my pedagogic sources — this time to take
a broader look at American history.

The subsequent detour enabled me to tie together some hitherto
disparate phenomena. First, I noted an association, prominent in the
1880s and later years, between the outbreak of ‘labour problems’ and the
spread of machine-paced production lines. Secondly, I discerned a
connection between these labour problems and the ‘progressive’ proposal
that regulation of the labonir market should be the overall responsibility
of the state. And, thirdly, I realized that Darwin's biological theory (viz.
that successfitl evolution rests upon the exploitation of differences among
members of the same species) had focused greater atcention on the
promotion of individualization in schools.

Within this economic and ideological climate, American school
authorities had the two-fold task of responding t¢ the social pioblems
created by the spread of wage labour while, at the same time, making a
general contribution to the advancement of ‘progress’ (i.e. social
evolution). How, then, were these different tasks to be reconciled in
pedagogic terms? Slowly, I put together a defensible story using the US
Commissioner’s Reports; the extensive range of nincteenth-century US
educational pamphlets held in the University of Glasgow’s Library; a
range of documents sent to me by correspondents in the USA; and
additional material furnished by the British Library inter-library loans
service.® Particularly useful were works written by school superin-
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tendents who, in common with British ‘masters of method’, were in
touch with both schoolroom practices and the ideological currents that
informed them.

The pedagogic ‘tracer’ that I used fr this investigation was a form
of class teaching known in the USA as the ‘recitation’. In that country vche
‘simultaneous’ class recitation had, in the 1830s and 1840s, begun to
replace earlier individualized forms of instrucrion. Like its British
analogue — with which it presumably shared a common Enlightenment
ancestry —— the simultaneous recitation was claimed to effect a more
efficient moral supervision of a citizenry increasingly disrupted by the
spread of industrialization. In turn, this class-based supervision was
further strengthened in the 1850s and 1860s as pupils from one-teacher
schools were regrouped within the hierarchical structures of the ‘graded’
or ‘union’ school.

By the 1870s and 1880s, however, the ‘lockstep’ methods that grew
from these economies of scale began, themselves, to come under attack.
Calls were made (for example, by William T. Harris, Superintendent of
St Louis) for more ‘elastic’®® promotion of pupils — a proposal that
resonated not only with social-Darwinist calls for greater individuali-
zation but also, at a more mundane level, with the difficulties school
managers faced in maintaining efficient teacher-pupil ratios in the
sparsely-populated upper grades. Finally, opposition to the class
recitation widened again in the 1890s. Teaching ‘individuals not classes’
became a new goal for schools — a means of ‘breaking up the masses’®’
whose presumed propensity towards unsocial group behaviour was held
to be a threat to industrial peace.

In many cases, such appeals in favour of pedagogic individualization
were part of a more general opposition to state intervention. From such a
standpoint, the ‘survival of the fittest’ was deemed to be as applicable to
the management of schooling as it was to the organization of industry.
By the second decade of the twentieth century, however, such
free-market policies had become less popular. It was widely recognized
that their adoption created a range of secondary social problems (for
example, poverty, unemployment) whose remediation proved costly to
the state and its tax-payers. A new solution was canvassed. “True’
individualism was to be achieved, not through unbridled competition
but through role-differentiation.®® Every child had a different place in
the sun, and it fell to the state to help them find it.

The ‘comprchensive high school’ (c. 1918) was the outcome of this
new thinking. Tt was intended not merely as an agency of individual
citizen formation, but also as an instrument of structural harmonization.
Moreover, a balanced and socially-coherent society was also deemed to be
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a united society. Further, these revised goals for schooling were to be
achieved through new pedagogic procedures. Again, the recitation was
remoulded to these ends. It re-emerged in a ‘socialized’ form. Class
teaching was designed around group-based conversations and discussions
that, so its protagonists believed, would cultivate an echos of collective
responsibility appropriate to the functioning of a socially-efficient
capitalist democracy.

Overall, the Progressive aspiration seems to have been realized. The
state did, indeed, take on a coordinating and regulatory role, finding its
voice in a series of quasi-official committees that reported in che period
between 1890 and 1920 (for example, the ‘Committee of Ten’ on the
high school, 1893; the ‘Committee of Fifteen’ on elementary education,
1895; the Committee on “The ¥conomy of Time in Education’, 1913;
and the ‘Cardinal Principles’ Committee on Secondary Education, 1918).
The general tenor of the committees’ proposals was tewards the creation
of an integrated school system. Three associated innovations reflected
these concerns. First, the accomplishment of compulsory schooling —
largely completed by 1918% — which brought all children within the
legitimate reach of the state. Secondly, the establishment of the
comprehensive secondary school that broughe a range of differentiated
‘curriculums’ under the same roof’®. And thirdly, the creation of
pedagogic forms that blended an appeal to individual differences with a
concern for social adjusement and ‘social unification’”!

In turn, schooling took on a new historical significance. Its
importance derived not simply from its ability to transmit particular
occupational skills, to create a morally-trained labour force, or to mediate
access to the labour market. Rather, its importance in the cwentieth
century resided ir its capacity — backed up by the power of centralized
governments and the welfare state — to take a much more interven-
vionist role in shaping (and reshaping) the labour n.arket. Indeed, events
in the USA prior to 1920 marked only the beginnings of these closer
state/school/labour market relationships. A full analysis, which would
examine rnore recent Keynesian and monetarist views of state interven-
tion, lies beyond the scope of this book.

IX

The final phase of my research programme coincided with a twelve-
month period of study-leave that commenced in October 1984. By chis
stage | had one remaining ‘episode’ to explore: the pedagogic
circumstances surrounding the emergence of ‘charity’ schooling in the
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seventeenth century. Earlier, I had been drawn by the claim, originally
made in the nineteenth-century, that simultaneous instruction had been
invented by Jean Baptist de la Salle (1651-1719), a French priest who, in
turn, is also remembered as the founder of a teaching order (The Brothers
of the Christian Schools) and the compiler of a minutely-choreographed
vedagogic mzzal — The Conduct of Christian Schools.

I was curious about the nineteenth-century claim. If true, De la
Salle’s batch production methods anticipated the factory system by about
100 years. In the light of this apparent anomaly, and in the light of the
earlier difficulties I had encountered using texts in translation, I searched
out the French original of De la Salle’s manual. 1 soon recognized, first,
that The Conduct of Christian Schools does not contain the term
‘'simultaneous instruction’; and, second, that De la Salle’s pedagogical
methods make no appeal to the kind of intra-group psychological
processes _that were central to David Stow's conception of class
teaching.-’2 Yet, I was still unsure how the confusion had arisen. I needed
to search out further French sources — a process that took several weeks.

In the interim, I returned to the class/curriculum paver. Besides
improving its readability, | wanted to weave three more threads into the
argument. First, my atcention had been drawn (by a postgraduate
stucent, Allan Milligan) to the fact that Join Calvin regularly preached
that life on earth is an obstacle course which all true Calvinists should
struggle to complete. Did Calvin use curriculum in these instances, ot
did ne uze other terms (for example, cursus)? Secondly, Keith Hoskin
(University of Warwick) had directed my atcention to the fact that, in
the sixteenth century, the rise of the term ‘method’ had paralleled che
emergence of the term ‘curriculum’. That is, both came to denote a
formalized set of operations: the ‘method’ of science provided a recipe for
extracting knowledge from nature; while the ‘curriculum’ of schooling
provided an analogous recipe for the promulgation of such knowledge.
Could, therefore, the sccondary literature on the history of ‘method’
throw a side-light on the history of curriculum? Finally, my failure to
find any evidence of ‘curriculum’ in the manuscript records of the
University of Geneva (which [ visited in the summer of 1983) had left me
with a stronger sense that Glasgow or Leiden (and not Geneva) had been
its birchplace.

By the time I was ready to return to De la Salle, two options had
presented themselves: cither I could set rhe record straight on De la
Salle’s contribution to simultaneous instruction, or I could take on the
more difficule task of locating his work in the wider context of
seventeenth-century France.

In deciding upon the broader canvas, my task was to relate De la
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Salle not only to simultaneous instruction but also to the history of
charity schooling, and to the history of France. Already, of course, I had
a general framework — charity schooling’s association with the
emergence of the able-bodied poor — but I knew very little about the
particularity of De la Salle’s contribution to schooling. Why De la Salle?
Why France? Further, I had no real idea why so many historians — even
those who played down his contribution to simultaneous instruction —
were ready to claim that De la Salle’s pedagogy had made a significant
break with the past.

One popular explanation of De la Salle’s originality derives from his
decision to abandon latin as a teaching medium. It is claimed that, by
differentiating latin from vernacular inscruction, De la Salle fostered the
creation (at least in France) of separate schools for the children of wage
labourers. In these terms, De la Salle is regarded as an important pioneer
in the history of European ‘elementary’ schoolin.g.

This explanation has some force, but two items of data speak against
it. First, De la Salle did, in fact, make provision for the teaching of latin
(albeit only in the upper levels of his schools); and secondly, the schools
of his Congregation seemed to have been particularly popular in
medium-sized towns {i.e. those without a large population of wage
labourers). Taken together, however, these data allow an alternative
explanation: that De la Salle’s formulations comprised a pedagogic
amalgam that was ideally suited to towns that had neither enough ‘poor’
families for a separate charity school, nor enough wealthy families to
sustain a local latin-based ‘college’. From this perspective, then, De la
Salle was more of a ‘transitional’ than a ‘revolutionary’ figure.

Despite my doubts about De la Salle’s role in the emergence of a
separate system of ‘elementary’ schooling, I still found originality in
other aspects of his work. Following Michel Foucault (in Discipline and
Punish: The Birth of the Prison, 1979)"%, 1 was drawn to the regulatory
potential embedded in the fine detail of De la Salle's The Conduct of
Christian Schools. 1 began to realize De la Salle’s originality derived not
from the specificity of his pedagogic recommendations, but from the way
that, in combination, they created a new pedagogic ‘order’. De la Salle,
that is, projected a new ovet-arching rationality for schooling: pupils
were expected to actend (both senses) all the time, and their every
movement was to be accounted for in time «nd space.

But what organizing principles un-erpinned De la Salle’s cosmo-
logy? And where Liad they come from? . floundered for two or three
weeks but, as my general appreciation of French history grew, an
explanation began to emerge — that De la Salle’s work was part of the
seventeenth-cencury intellectual revolution associated with the name of
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René Descartes. If Descartes had made a break with the past —: as most
commentators suggest — then, by the same token, I could defensibly
entertain a similar claim for De la Salle.

Accordingly, the detail in The Conduct of Christian Schools was more
than mere decoration: it described how schooling could be coherently
organized as a socially efficient and self-regulating educational ‘machine’,
From this perspective, De la Salle’s detail was but one manifestation of a
more general aspiration of the Scientific Revolution: the adoption of
‘'systematic’ (or ‘rational’) approaches to the design and management of
social institutions.

X

At the beginning of April 1985 I cravelled ro Sweden — Descartes’
deathplace — having recently completed a reasonable draft of the De la
Salle chapter. I had been drawn to Stockholm by the contents of Between
Hope and Happening: Text and Context in Cusviculum’®, a monograph
written by Ulf Luadgien of the Stockholm Institute of Education. Like
me, Ulf has a background in classroom research; and, like me too, he has
subsequently nurtured an additional incerest in the historical and social
contexts that give meaning to schoolroom life. Our shared interest,
however, had been pursued in different yet complementary ways. I had
explored the educational record, while UIf had conducted a series of
theoretical modelling exercises — reported in Between Hope and Happening
(and elsewhere). For such reasons, then, Stockholm seemed an ideal place
to tease out the pivotal theoretical assumptions of my research
programme and, in turn, use them as a basis for the introductory and
concluding chapters of this book.

First I curned.to the introductory chapter. I aimed to write for a
wide educational audience, not just historians or classroom researchers.
How could I provide access to the ideas and themes of my research
programme? Should I, for instance, adopt an analytic approach and lay
out my organizing principles as a series of premises, definitions,
diagrams and theorems? Or would such an bstract style serve merely to
exclude the gencral educational reader? Equully, was my working title —
Studies in the Development of Schooling — an adequate signpost to the
intentions as well as the contents of the case studies?

Both these difficuliies were overcome while I was in Sweden. An
alternative format for the opening chapter came quickly to hand. Within
a few days of arriving in Stockholin, I was reminded by one of Ulf
Lundgren’s colleagues — Kerstin Mattsson — of an appendix I had
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written for the original open plan study. Entitled ‘A methodological
diary’, it discussed the day-to-day dilemmas and decisions that had
helped to flavour the final report.”> And, as important, the diary had
given outside readers a more open and informed basis for evaluating the
report’s findings and interpretations. For these reasons, then, I decided
to write an equivalent introductory framework for this book. If
successful, it would give access not only to the initial aims of my ten-year
research programme bnic also to some of the intervening events that, for
good or ill, had exerted a formative influence along the way.

This general problem of shaping a book for a specific audience also
lay behind my search for a suitable title. I felt uneasy about Studies in the
Development of Schooling. It over-emphasized the historical substance of the
case studies, understating the wider theoretical issues that they
illustrated and tested. Discussions in Stockholm deepened these doubts.
My theoretical constructs (for example, ‘state’, ‘labour market’, ‘social
efficiency’) received much more critical attention than the factual content
of the supporting arguments. Seminar audiences validated my theoretical
notions, not by reference to the data“that I had adduced but, rather,
against their own knowledge of the Swedish educational record. To
them, the case studies were not so much repositories of historical data as
vehicles for educational theory. Hence, they too believed that my
original title was unnecessarily misleading.

Towards the end of my stay in Sweden I was able to overcome this
difficulty. The opportunity arose when I came to think about the final
chapter of chis book. Initially, I had no real sense of what it might
contain. Should it be a concluding statement? Or should it merely be a
catalogue of unfinished business? In one sense, I had already addressed
both these concerns: the introductory chapter was to embody an
up-to-date statement of my thinking; and the case studies were to
indicate where further research might be prosecuted. So what, then,
remained to be said? Eventually, a workable solution came to mind. I
began to assemble a set of propositions that could stand both as a
condensed portrayal of my enquiries and as a set of generalizations (or
hypotheses) that extended beyond the confines of the book. In
recognition of these outcomes — the finished and unfinished attributes
of my research programme — I lighted upon a new title for this book —
Towards a T heory of Schooling.
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agitated schooling in the middle of the eleventh century is a sign that
another Middle Age is beginning' (Riché, P. (1979) Les Ecules e
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pp.30-75 and Past & Present (1982) 97, pp.17-113. In particular, Brenner
stresses the interplay between economic factors and political factors (i.e.
‘extra-economic compulsion’) in the shaping of social life.

Southern, R.W. (1970) op ¢it, pp. 104-6 (‘From about the middle of the
twelfth century, the popes began for the first time to take the title “Vicar
of Christ”, and to claim it for themselves alone . . . Armed with this new
title, precisely interpreted, the way was clear for the full exercise of power
in the name of the “King of Kings and Lord of Lords to whom every knee
shall bow, of things in heaven and things in (sic) earth™).

See the entry for ‘celibacy’ in Meagher, P.K., O'Brien, T.C. and Aherne,
C.M. (1979) Encyclopedic Dictionary of Religion, Washington D.C. (‘A
decisive step was taken when Lateran Council 11 (1139) declared that
marriages of sub-deacons, deacons and priests after ordination was not only
unlawful but invalid. Thenceforth, for the latin Church, only those who
freely accepted strict celibacy . . . were to be admitted to higher office
. . . [These reforms} brought in a fairly high level of compliance by the
mid-thirteenth century’). ‘Lateran Council’ was the name given to General
Councils that met in the cathedral church of St John in Laterano, Rome.
Lynch, J.H. (1976) Simoniacal Entry into Religions Life from 1000 to 1260:
A Social, Economic and Legal Study, Columbus, OH, p.39 (‘'Thus, in the
mid-twelfth century child oblation was in decline, banished entirely in
many of the new orders and regarded v'.th ambivalence even within the
older traditions’).

Iid., chapters 7 and 8. The fourth Lateran Council also consolidated the
authority of the church in other ways: it made ‘auricular’ confession a
required sacrament; and ga ‘e particular emphasis to the elimination of
internal heresy (sce, respectively, Potter, G.R. and Greengrass, M. (Eds)
(1983) Jobn Calvin, London, p.40; and Heer, F. (1963) op cit, p.140).

See Leach, A.F. (1915) op cit, p.156. It should be noted, of course, that
papal exhortation did not automatically have an impact upon ecclesiastical
practice (see, for instance, Baldwin, J.W. (1982) ‘Masters at Paris from
1179 to 1215: A social perspective’ in Benson, R.L. and Constable, G.
(Eds) Renaissance and Renewal in the Twelfth Century, Oxford, p.143).
Pre-twelfth century legislation on schools and schooling is summarized in
Koowles, 1. (1962) The Evolution of Medseval Thought, New York,
pp.71-2.

See Duby, G. (1980) The Three Orders: Fendal Society Imagined, Chicago, IL,
1.236. Cf. 'During the course of the twelfth century che parish in northern
France hecame more and more the basic cell of the seigneurial organism
.. . But the custodians of public power expected more from the bishops,
canons and curates than just sermons, anathemas and instructions issued in
the confessional. The clerks knew how to write, count and keep books.
Everywhere available for service, they alone could effectively run the brand
new adminiserative machinery, and appropriately channel into the coffers
of the state the surplus produced not only by agriculture bue also, in
steadily increasing araounts, by vineyards, pastures and forests’ (Ibid,
1'p.233-4); and 'the reformed church had more and more ueed for clerics
instructed and capable of preaching to the people an orthodox doctrine’
(Riché, P. (1979) ap cit, p.342).
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For alternative translations of ‘discipulus’ see Leach, A.F. (1911)
Sducational Cheviers and Daocuments 598-1909, Cambridge, pp.7 and 15.
For an early discussion of the etymology of ‘schola’ see Paré, G., Brunet,
A. and Tremblay, P. (1933) La Renaissance du XII° Siccle: Les Ecoles et
I'Enseignement, Paris, pp.59-60. For a more recent cognate discussion of
schooling see various contributions to Benson, R.L. and Constuble, G.
(Eds) (1982) Renassiance and Renewal in the Twelfth Century, Oxford. Leclerq
stares that ‘it is the meaning of “school” itself that is now in question’
(p.72); Constable reports that an emphasis on ‘preaching and teaching’
became appatent in the new theological texts that accompanied the
churci’s shift from apostolic (i.e. monastic) to evangelical (missionary)
policies (p.55); Rouse and Rouse indicate that the formalization of a
pedagogic ‘apparatus’ towards the end of the twelfth century was jointly
linked to the ‘attenticn pawl to schools for the instruction of the clergy’
and to 'an emphasis upon the instruction of the laity through preaching’
(pp.224-5); and, finally, Southern speaks of the ‘fairly rapid dis-
er-gagement of “higher studies” from cathedrals’, which, thereafter,
‘existed primarily to provide education for a liturgical community or for a
diocesan clergy’ (p.118). The twelfth century also coincided with an
associated change in the organization of cathedral chapters: ‘Miniatures of
the early rwelfth century show that the bishop {at Chartres} still fulfilled
the duty of chief teacher. But in 1115 a change of organization cam.
about; the Chancellor whose function it had previously been o dujutize
tor, and assist, the bishop withdrew altogether from taking any immediate
part in_the life of the school and confined himself to being its patron.
These functions which the Chancellor had formerly fulfilled were now
handed over in turn to the so-called magister scholae, the schoolmaster’
(Klibansky, R. (1966) “The school of Chartres’ in Clagett, M., Post, G.
and Reynolds, R. (Eds) Twelfth Century Europe and the Foundations of Modern
Society, Madison, W1, p.4).

The existence »f social efficiency thinking in the late Middle Ages is
undisputed. The French aristocracy began to be ‘won over by the idea of
profit’ in che twelfth century (Duby, G. (1968) op cit, p.72); the first
accounts to calculate the profit and loss of an English feudal manor date
fron the fourteenth century (Clanchy, M.T. (1979) gp cit, p.71); and the
use of accounting as a ‘tool of management and control’ had been taken up
by Italian merchants before 1400 (De Roover, R. (1956) “The develop-
ment of accounting prior to Luca Paciola according to the account books of
medieval merchants’ reprinted in Liteleton, A.C. and Yamey, B.S. (Eds)
Stadies in the History of Acconnting, London, p.118' Indeed, one
conumentator has claimed, in respect of the same period, that the ‘criterion
of utility . . . pervades the entire form of the family’ (Teneti, A. (1977)
"Famille bourgeoise et idéologie au bas Moyen Age’ in Duby, G. and le
Goft, J. (Eds) Famille et Parenté dans I'Occident Mediévale, Rome, p.439).
For the early history of European arithmetic sec Murray, A. (1978) op cit,
chapters 6-8; and Irvine, T.A. (1982) Number consciousness and the rise of
caprtalism. some preliminary considerations, MEd thesis, Glasgow, University
of Glasgow.

For an analysis of medieval and renaissance ‘manners' sce Elias, N. (1978)
The Civilising Process, Oxford.
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For the various educational options taken up by wealthy medieval parents
see, variously, Gardiner, D. (1929) English Girlhood at Scnool, Oxford,
chapters 5 and 6; Goodrich, M. (1983) ‘Encyclopedic literature:
Childrearing in the Middle Ages’, History of Education, 12, pp.1-8; Moran,
J.H. (1979) Education and Learning in the City of York 1300-1560, York,
University of York, Borthwick Institute of Historical Research; and
Pirenne, H. (1929) ‘L'instruction des marchands au Moyen Age’, Annales
D’Histoire Economiques et Sociale, 1, pp.13-28.

1bid., 20.

The general relationship between family structure and economic life needs
further attention. Profitable starting points include Duby, G. and le Goft,
J. (Eds) (1977) op cit, Hughes, D.O. (1975) ‘Urban growth and family
structure in Medieval Genoa', Past & Present, 66, pp.2-28; and Flandrin,
J. (1979) Families in Former Times, Cambridge. Equally, attention might
be given to the differences, if any, between the educational practices of the
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Chapter 2

On the Origins of the Educational Terms
Class and Curriculum

The division of pupils into classes was to constitute one of the
. principal pedagogic innovations in the entire history of education.
(Mir (1968) Aux Sources de la Pédagogic des Jésuites)!

It is hardly possible to exaggerate the importance of chis
innovation {the very idea of a ‘curriculum'} in che history .of
education. (Rashdall (1936) The Universities of Envope in the M.ddle
Ages)®

I

The discourse of schooling is an historical artefact. Bue its historical
responsiveness is not always evident. Terms like ‘kindergarten’ and
‘teaching machine’ can be readily linked to particular periods of
educational history; but other terms, like class and curriculum, have
become universalized — their origins and evolution hidden from both
educationists and historians alike,

Whenever, for example, historians refer to the ‘curriculum’ of the
medieval university they unwittingly impose the language of the present
onto the schooling of the past. As a result, the stability of educational
practice is overstated; and educationists are left with the impression that
teaching and learning arc relatively sheltered from the turbulences of
historical change.

But are historians solely to blame for this shortcoming? 1 think not.
Responsibility also rests with the educational community at large — for
neglecting to provide conceptual reference points against which the
pedagogic past might be discerned. In shore, historians have failed to
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discriminate chronologically where educationists have failed to dis-
criminate conceptually. To break this impasse it is necessary, I believe,
to bring the common-places of schooling much more to the foreground of
educational analysis. They are not a backcloth to educational change:
they are its warp and weft.

II C

The most excensive discussion of the origins of classes in schooling can be
found in Phillipe A:ies’ Centuries of Childbood (original edition, 1960).
Ariés noted that while ‘class’ is absent from medieval accounts of
schooling, it had enjoyed a limited currency in classical times (for
example, in Quintilian's Institates, c.95AD).? Accordingly, Ariés
claimed chat the re-emergence of ‘class’ — in Erasmus’ 1521 description
of St Paul’s School (London) — occurred because renaissance reformers
were ‘fond of borrowing from the ancients’.* From this perspective, then,
Renaissance practice was continuous with its medieval predecessor:
‘classes’ already existed — they merely awaited a suitable label.’

There are, however, a number of problems with this argument,
First, the renaissance reformers chose new labels, not only out of fondness
for classical authors, but also because they wished to distance themselves
from medieval practice. Secondly, a full version of Quintilian’s Institutes
had been rediscovered in 1416, so why did ‘class’ take over 100 years to
enter the language of schooling? Thirdly, why did Erasmus ~— a leading
humanist — fail to follow Quintilian’s usage in his earlier educational
works De Copia (1st ed, 1512) and De Ratio Studii (1sv ed, 1511)?
According to a recent translator, both were ‘heavily indebted’ to
Quintilian for their ‘content’ and ‘style'(’; and, indeed, the full ti“le of De
Copia is, itself, ‘after a phrase of Quintilian’,”

The earliest known use of class ~— in a source not reported by Ariés
— appears in a condensed account of the University of Paris published in
1517 by Robert Goulet, a professor of theology. The last part of Goulet’s
Compendium Universitatis Parisiensis comprises a series of precepts that,
Goulet believed, should be adopted by anyone wishing to found or
retorm a college. Besides exhorting his readers to follow the mode of
living and teachirg already practised in Paris, Goulet’s first precept also
described the layout of a suitable college: ‘there should be at least twelve
classes or small schools according to the exigency of place and auditors’,®

Goulet's juxtaposition of ‘classes” and ‘schools’ reflects the coexist-
ence of medieval and renaissance usages. In addition, his account also
reflects the fact that, in medieval cimes, ‘school” had a double meaning.
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It conld refer to a group of people or to the chamber in which instruction
took place. What significaace, therefore, should be attributed to the
linking of class with ‘small’ school? Was Goulet commenting on the age
(and size) of the students? Or were these new chambers (or groups) to be
smaller than those used previously for teaching? Moreover, what were the
existing college practices that Goulet referred to approvingly? To
understand these developments it is necessary to take a closer look at the
form taken by medieval schooling.

I

As noted in the previous chapter, a medieval school was primarily an
educational relarionship entered into by a private teacher and a group of
individual scholars. Like guild masters and their apprentices, teachers
took students at all levels of competence and, accordingly, organized
their teaching largely on an individual basis. Such individualization fed
back, in turn, upon the general organization of schooling. First, there

OO R AR T O T E I T
AR N R S SRL AL o B AT

Figure 1
A sixteenth century schoolroom that illustrates the coexister ‘e of classing and
individualized instruction. Note, too, the possible assistant teacher at the back of the
schoolroom. Taken from a Gennan broadsheet, transinted into English, and
published in 1575. (Euing Broadside Ballad No. 1, copy in Giasgow University Library
Department of Special Collections.)
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was no presumption that every student was ‘learning'® the same passage.
Secondly, there was no pedagogical necessity that all students should
remain in the teacher’s presence throughout the hours of teaching — they
could just as easily study (cf. memorize) their lessons elsewhere. And
thirdly, there was no expectation that students would stay at school after
their specific educational goals had been reached. Essentially, medieval
schooling was a loose-textured organizational form which could easily
encompass a large number of students. Its apparent laxity (for example,
absenteeism, or the fact that enrollments did not match attendance) was
not so much a failure (or breakdown) of school organization as a perfectly
efficient response to the demands that were placed upon i¢. 1

Gradually, however, these medieval practices underwent a process
of reordering — a sequence of eve ; that nurtured the term class. Three
centres of innovation seem to h. .¢ been important: the University of
Bologna; the University of Paris; and the fifteenth-century schools
associated with the Brethren of the Common Life, a devotional
movement active in the Low Countries.

During the twelfth and thirteenth centuries, (mature) students
converged on Bologna from all over Europe. They came to learn from an
innovative group of jurists (legal theorists) whose revisions of the legal
code eased, among other things, the problems faced by landholders
wishing to transform cheir ‘possession’ (or stewardship) of land into a
property-relationship of absolute (or free-hold) ‘ownership’.!' By
comparison, then, with the cathedral schools, Bologna was a much more
wordly (i.e. secular) educational setting. Likewise, the pedagogy of the
jurists was comparable to that offered by other occupational groupings in
the city. Knowledge, skills (etc.) were passed on to candidates who could
meet the appropriate fees; and a small number of successful ‘apprentices’
were elevated to membership of the Bologna fratetnity (or guild) of
jurists.

In other respects, however, the Bologna students were unusual. As
outsiders, they were denied the civil rights accorded to the citizens of
Bologna. Yet, as senior and powerful figures in cheir own lands, many
were well-equipped — financially, socially and intellectually — to
overcome fhis difficulty. Together, the Bologna students formed their
own guild and, through this agency, gradually formalized cheir
relationship with the civic authorities. In turn, they also formalized their
links with the jurists. According to one recent historian, this last
connection prefigured a ‘formidably rigorous’ regime wherein the
teaching was regulated by means of student-controlled appointment of
teachers and student-imposed monetary fines for inefficient lecturing. '?

Although the Bologna students controlled the organization «
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teaching, their masters retained the right to issue credentials. At the
outset, these credentials merely admitted recognized students to the locai
guild. But after 1219 the masters obtained a papal privilege: the right to
confer (with the local consent of the Archdeacon of Bologna) teaching
licenses that had ecclesiastical and civic currency throughout the Papal
domain. Licensed teachers armed with this privilege — the jus wbique
docendi — were no longer subject to local restrictions upon tenure and
practice. The net effect (if not also the intention) of this papal
intervention was an increase in the production of civil and ecclesiastical
administrators.'? To increase its sphere of influence the Church of Rome
transformed the Bologna guild of masters and apprentices into an
international bus’ness school.

As far as the masters were concerned the fus ubique docendi gave a
boost to the teaching side of their activities; and as far as the students
were concerned it provided an incentive not merely to learn but also to
acquire the social prestige that flowed from being a graduate (cf. the
right to use the title ‘Mastet’ ,or ‘Mr."). Under the influence of such
political and social pressures, educational institutions like Bologna began
to grow in size, number and authority. In turn, certain of them, notably
the University of Paris, yielded to new forms of discipline and
management.

IV

The University of Paris was an outgrowth of the local cathedral or
. diocesan school, itself a product of an eleventh-~entury papal decree that
the church should train up its own administrators rather than use lay
persons. During the twelfth century certain important teachers —
notably Peter Abelard (d. 1142) attracted {or brought) large numbers of
students (and other teachers) to Paris where they lived and worked
outside the direct control of the cathedral chancellor.!® By 1215 these
‘external’ masters had acquired their own corporate (i.e. self-governing)
status. The Chancellor still issued licences; but the masters controlled
admission to their own ‘consortium’ of teachers. !’

During the thirteenth century, however, the division of control
between the masters and the Chancellor was cut across by a new
organizational structure. Various benefactors — perhaps grateful for the
legal counsel they had received from university-trained administrators
and advisers — founded ‘colleges’ to provide accommodation for ‘poor’
scholars. Also known as ‘hospices’, ‘pedagogies’ and ‘houses’ (for
example, the House of Sorbonne, founded in 1257), these residential
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(non-teaching) colleges were not actached to any particular religious
grouping but, nevertheless, adopted a comparable discipline or rule.

Initially, the colleges were small. The earliest — founded 1180 —
catered for only eighteen students. But, as time passed, the colleges
changed in character. First, they took in fee-paying boarders; and,
secondly, they began to offer teaching, not only to their own students
but also to those from other residences. Although this gave certain
colleges more money and a wider influence, their new clients were less
bound by the discipline that, formally, applied only to the ‘poor’
scholars. This coinbination of a strong power base and a weak internal
discipline provided the reason and the excuse for attacks on college
autonomy. Critics maintained that the university was failing in its social
mission and had become, as a consequence of college laxity, : breeding
ground for anti-royalist and anti-state sentiment'°.

As various historians have indicated, these criticisms had a decisive
impact. In the guise of replacing ‘anarchy’ with ‘order’'’, the autonomy
of the chancellor, teachers and colleges was subordinated to the control of
lay and secular authorities. In 1446, for instance, the jurisdiction of
Parliament was extended to all civil cases within the University — on the
grounds that only the King and his court had the right to approve the
creation of corporate bodies. '® By this and other related interventions (for
example, the 1453 reforms of Cardinal d'Estouteville), the University of
Paris was deprived of both its ‘chief privilege’ and its ‘independence’.'”
Its status changed from that of a ‘mesmeric international university’ to
that of a ‘circumscribed national institution’.”’ But this transition was
not just a simple slide down the academic league table; rather, it was
symptomatic of the fact that the University of Paris was moving out of
the orbit of the Roman church and into the hands of national political
interests. Local autonomy — allowed within guidelines supplied by a
distant authority — was replaced by hierarchical forms of control
designed to serve the needs of the national ‘stace’.?!

The relocation of authority that accompanied these changes also
penetrated the colleges. Power and privilege became concentrated in
their upper echelons (i.e. among the doctors). And, in return, students
were (supposedly) placed under constant surveillance. The colleges, that
is, became subject to the ‘sarme regularity’ and the ‘same order’ as
obtained in other French civic institutions.?” In the late fifteenth
century, this redistribution of power also showed ieself through the
internal division of colleges into different student cohorts. By this time,
the rapid increase of (younger) day boys had, according to Aries,
‘completely swamped’ the colleges — rendering them ‘to all intents and
purposes big day-schools’.?* Control through residential requirements
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could not be applied in these circumstances. Instead, surveillance was to
be exerted through closer regimentation of student attendance and
student progress. According to Ariés, these reforms had a profound effect
on University life. They transformed each ‘collegiate administration’ into
an ‘authoritarian system’, and each ‘communit)/ of masters and pupils’
into a ‘strict government of pupils by mascers’.**

Moreover, it was at this time that, according to Mir, the modern
sense of class was first used — but not named — in the statutes of the
College of Montaigu:

It is in cthe 1509 programme of Montaigu that one finds for the
first time in Paris a precise and clear division of students into
classes . . . That is, divisions graduated by stages or levels of
increasing complexity according to the age and knowledge
acquired by the students.?’

But even if, as Mir goes on to argue, the College of Montaigu
‘inaugurated'?® such a class system in Paris, there is also other evidence
that, by 1509, the division of large educational communities into
(relatively) smaller cohorts already obtained in the schools of the Brethren
of the Common Life. .

\Y

The Brethren differed from monks and friars in their organization and
origins. First, they shared a common life without taking a binding vow;
and, secondly, they were ‘essentially products of the medieval munici-
pality’.?” Further, they survived, not by begging, but on the basis of
gifts frum benefactors, fees from teaching, and income from book-
copying. The attention of educational historians has been drawn to the
Brethren largely because they are associated with certain important
humanist educators. Besides Erasmus, for instance, the Brethren had a
hand in the employment and/or schooling of John Seandonck (Principal
of Montaigu from 1485 to 1499) and John Sturm (founder of the
Protestant Academy of Strasbourg in 1538).2

The early history of the Brethren is unclear.?” But it seems that by
the fificenth century they had begun to take boys into their
communi:ies.”® In some cases the boys were ‘given’ to the Brethren as
candidates for future internal promotion; ir. other cases they were merely
‘leaned’ for the purpose of receiving a formal upbringing Moreover, it
also seems that the Brethren’s schools also admitted ‘poor’ scholars who,
presumably, could earn their keep by contributing to the pook-copying
side of the Brethren’s activities.
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Besides being part of a regional unit or ‘colloquium’ (for example,
the Zwolle Colloquium), each ‘local House or school’?! of the Brethren
was itself broken down into various internal divisions. It has been
claimed, for instance, that during John Cele’s tenure as schoolmaster of
Zwolle between 1374 and 1417, the Brethren began dividing their
(larger?) ‘schools’ into eight graduated groups.>? Moreover, Cele is said
to have actracted ‘as many as 1200 pupils at a time’ to Zwolle*> — an
enrolment figure which is comparable to those that have been reported
for Alkmaar (900 students), Herzogenbusch (1200 students) and
Deventer (2200 scudents). 34

The Deventer figures — which are associated with Alexander
Hegius' tenvre between 1483 and 1498% — would suggest that each
level of the Brethren’s school had an average of 275 pupils. Such a ‘class’
size seems to have persisted into the 1520s since, at a later date, Sturm
reported figures of ‘up to 200 pupils’ for each level of the Brethren'’s Liege
school that he had attended between 1521 and 1524.3¢ There is,
however, a striking difference between these figures and the ‘classes’ of
sixteen pupils reported in Erasmus’ account of St Paul’s School. Equally,
the overall size of St Paul’s differed from that of the Brethren’s schools.
Its foundation deed of 1509 merely envisaged a total enrolment of 153
‘children’ .’

For these reasons I think caution should be exercised before linking
the classes of St Pauls with the earlier sub-divisions in either the colleges
of Paris or the schools of the Brethren of the Common Life. In a sense, the
earlier cohorts might best be seen as administrative rather than pedagogic
units. Within them, pedagogic practices still echoed the medieval
individualized methods described earlier. The later Renaissance edu-
cators, on the other hand, not only added more finely-tuned contrais to
the administrative procedures of their predecessors, they also made the
resultant groupings (cf. ‘small’ schools) serve pedagogic as well as
administrative goals. And it was this new state of affairs — which
crystallized out in the second decade of the sixteenth century — that led
Goulet and Erasmus to adopt a new language of schooling.

VI

If cthis is in fact the case, then Ariés’ argument is in need of some
revision. The word ‘class’ emerged not as a substitute for school, but,
strictly speaking, to identify the subdivisions within ‘schools’. That is,
Renaissauce thinkers believed that learning in general, and municipal
schooling in particular, would be more efficiently promoted through
smaller pedagogic units. In turn, these ‘classes’ became part of the
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‘minutely choreographed scripts’ that, so one historian has claimed, were
used in sixteenth-century French schools (and elsewhere in Europe) to
‘control the teachers and the children’ so that they might ‘[teach and}
learn difficult subjects in record time’.8

Overall, then, [ would suggest that three social developments came
together to underwrite the emergence of the term ‘class’. First, new
patterns of organization and control emerged in response to a crisis of
fifteenth-century adminiscration and government. Secondly, Renaissance
educationist-administrators extended these arguments to the close
pedagogic supervision of students. And finally, an unidentified humanist
recognized that Quintilian’s earlier (but relatively vague) use of class
could be readily adapted to these new circumstances.

All chese events and outcomes, I believe, shaped the form of
post-medieval schooling. They represented — at least in their conception
— an important break with the past. Like contemporaneous proposals for
the introduction of universal schooling (and universal taxation), they
brought much sharper focus to the linkages between schooling and
bureaucratic control, and to the relationship between schooling and the
state.

But if the adoption of classes gave life to the idea — expressed in the
1544 prospectus of the College of Nimes — that ‘every learning has its
time and its place’®, it also brought problems of internal articulation.
How could these different fractions of a school be fitted together and
managed as whole? The attempts made in the sixreenth century t0 auowet
this question form the basis of the second part of this chapter — the
emergence of the tetm ‘curriculum’.

VIl

By comparison with class, there seems to be an absolute dearth of
discussioa on the origins of ‘curriculum’.*® A convenicnt starting point,
however, is the Oxford English Dictionary which locates the earliest source
of ‘curriculum’ in the records of the University of Glasgow for 1633. The
word appears in the testimonial granted to a master on graduation; and is
couched in a form that, so the nineteenth-century reprint claims, had
been promulgated ‘soon after'®! the University was reformed by
Protestants in 1577. Is this dictionary citation historically representa-
tive? Or does it derive from the fact that the original editor of the OED
— James Murray — had been a teacher in Scotland? In fact, the
reprinted material on other Scottish and North European universities
yields no earlier uses of curriculum® — with the seemingly sole
exception of the 1582 records of the University of Leiden.
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Figure 2
Earliest known appearance of the term ‘curriculum’, in a version of Peter Ramus’
Professio Regia, published posthumously by Thomas Fregius of Basle in 1576.
(Glasgow University Library Department of Special Collections)

Yert this answer only poses the historical question more sharply.
Why Leiden? Why Clasgow? The most obvious connection between
these two institutions is that, during the late sixteenth-century, both
were heavily influenced by Calvinist ideas. Indeed, Leiden was founded
in 1575 specifically for the purpose of training Protestant preachers, and
Glasgow's reconstitution in the same decade was to meet similar
purposes. What, cthen, might be the connection between protestantism,
Calvinism and curriculum?

As in the case of class, the answer seems to relate to the spread of
new assumptions about the efficiency of schooling in particular and the
etficiency of society in general. But why did Calvinist educational theory
adopt a latin word meaning a race or racetrack? More specifically, what
new educational aspirations were met by the adoption of the term
‘curricujum’?
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The answer to the last question is suggested by the original uses of
curricalum. At Leiden and Glasgow, and in a subsequent reference in the
1643 records of Glasgow Grammar School (the University's feeder
institution), ‘curriculum’ referred to the entire multi-year course
followed by each student, not to any shorter pedagogic unit. In the
Leiden case, for instance, it was used in the form ‘having completed the
curriculum of his studies’. 3

To this extent, ‘curriculum’ seems to have confirmed the idea —
already reflected in the adoption of ‘class’ — that the different elements
of an educational course were to be treated as all-of-a-piece.“ Any course
worthy of the name was to embody both ‘disciplina’ (a sense of structural
coherence), and ‘ordo’ (a sense of internal sequencing). Thus, to speak of
a post-Reformation ‘curriculum’ is to point to an educational entity that
exhibits both structural wholeness and sequential completeness. A
‘curriculum’ should not only be ‘followed’; it should also be ‘completed’.
Whereas the sequence, length and completcness of medieval courses had
been relatively open to student negotiation (for example, at Bologna)
and/or teacher abuse (for example, in Paris), the emergence of
‘curriculum’ broughe, I suggest, a greater sense of control to both
teaching and learning.

VIII

But of the two tributaries of ‘curriculum’ — ‘ordo’ and ‘disciplina’ — it
is the former that figured more strongly in sixceenth-century educational
debates.*® A crucial connection seems to have been the linking of ideas
about order with a change in meaning of the term ‘method’. In carlier
times, ‘methodus’ had denoted procedures of investigation or analysis,
buc it had conveyed no sense of providing guidelines that could be
rapidly assimilated and easily applied. ‘Method’, that is, existed as a
leisurely intellectual art, not a purposive science of technique.

Nowhere was this distinction more evident than in ‘dialectic’ — the
branch of philosophy used to analyze the seructure of language. Late
Renaissance dialecticians, unlike their predecessors, approached dialectic
from a practical andpoint. Their dialectic handbooks replaced
seemingly inexhaustible and hair-splitting rules with ‘condensed and
simplified*® precepts. They wrote for a general audicnce rather than for
‘professional logicians’. " Dialectic was redesigned, therefore, to make it
easier for students to extract and to apply the ‘truths’ embedded in the
writings and speeches of great thinkers. Accordingly, techniques were
reduced to a form chat could be easily communicated. And it was this
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reformulation of dialectic — in the direction of concise sequencing and
ease of communication — that, among other things, gave ‘method’ its
new linearity.

Various teacher-dialecticians — of whom Sturm, Melanchchon and
Ramus are the best remembered — played an important part in these
developments. Sturm’s earliest treatment of method appeared in 1539 —
the year after he founded the Strasburg gymnasium. His reference to the
practicalities of teaching was quite explicit:

An art is an abundant collection of propositions. But in setting
up the various arts a certain, short and direct way, a kind of short
cut, has to be used. This the Greeks call method, such as may be
used for teaching and communication. 4

In emphasizing the relevance of presentation and communication (which
originally belonged to the study of rhetoric), Sturm began the
redefinition of dialectic. In the process, he also pushed back the
boundaries of method. Dialectic ceased to apply solely to the study of
written and spoken discourse. Instead, it began to denote a set of
standard procedures relevant to the solution of all intellectual prob-
lems.*?

This wider application of method was made explicit in the writings
of Philip Melanchthon (1497-15A0), founder of the Lutheran Gymna-
sium of Nuremburg (1526). In his Questions in Dialectic (1547), for
instance, Melanchthon wrote: ‘Method is a habit, that is, a science or an
art which finds and opens a way through overgrown and impenetrable
places and pulls out and ranges in order the things pertaining to the
matter proposed’,>’

These early suggestions for the realignment of dialectic werc finally
brought fully into the open through the writings of Peter Ramus
(1515-1572), « teacher at the University of Paris and a former student of
Sturm’s. First, Ramus reaffirmed the sequential aspects of dialectical
method:

Method (he wrote in the 1569 edition of his Dialectic) is
disposition by which that enunciation is placed first which is first
in the absolute order of knowledge, that next which is next, and
so on: and thus there is an unbroken progression.”!

And secondly, Ramus consciously highlighted the intellectual generali-
zability and pedagogical relevance of the dialectical method — claiming
that it was appropriate not merely to the philosog)hical arts but to ‘every
matter which we wish to teach casily and clearly’.”?

Ramus’ ideas were controversial, not least among those philosophers
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whose practices he sought to overrurn. But there is little doubt —
judging from the 150 editions/adaptations of his Dialectic published
between 1555 and 1600%% — that his ideas found a ready and accepting
audience, particularly among teachers. By hybridizing the logical canons
of dialectic with the communication and presentation rules of rhetoric,
Ramist method brought an unprecedented ‘orderliness’ to teaching.>
Furcher, it was claimed that, if formalized (or ‘methodized’)’® in this
way, teaching (or schooling) would be rendered more powerful (and/or
more efficient). This connection between order, efficicncy and improve-
ment became fundamental to late sixteenth-century and early
seventeenth-century school reform.>® As Caspar Pfaffad restated the
argument in his De Studiis Rameis (1597), reformed schooling (or ‘formal
education’) provided the means by which human beings might be

brought to their ‘natural perfection’.’’

IX

So much for ‘method’; but when and where was it joined by ‘curriculum’?
Here the link with Calvinism can be discerned. After Ramus’ death in
Paris, his ideas on dialectic spread to Germany which, following the
preparatory work of Sturm and Malanchthon, became the ‘real seedbed of
Ramism’.’® Further, the influence of Ramist ideas within Germany was,
according to the Jesuit scholar Walter Ong, ‘most intense’ in the areas
‘tinged by Calvinism’.>” And it was from these particular areas — the
Rhineland and its environs — that Ramist ideas descended to the
Calvinist sections of the Netherlands.

Ong makes no attempt to explain the mutual attraction of Ramism
and Calvinism. Buc a likely explanation is that the all-encompassing
character of Ramus’ pedagogical notions resonated easily with Calvinist
ideas about the general nced for ‘well-ordered forms of social organi-
zation. By the 1570s, Calvin's followers in Geneva and elsewhere (Calvin
had died in 1564) were busy rearranging their own evangelical affairs
along such structured lines. A well-ordered school, like a well-ordered
church, was scen as cssential to the maintenance of Calvin's ideas (as
developed in successive editions of his Institution of the Christian Religion;
viz. 1536, 1543, 1559). According to Tawney, for instance, a ‘rule of
life" was ‘of the very essenice of Calvinism’®Y; or, as Calvin put it in 1539,
‘the body of the churchi, to cohere well, mvst be bound together by
discipline as by sinews’.®' From this perspective, then, the Ramist idea
of method — with its overtones of ‘orderliness’ could fill the same
position of ‘centrality’® in Calvinist educational proposals as the precept
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of discipline already held within Calvinist social practice.

This argument about the management and control of schooling may
explain the link between Ramism and Calvinism, but where, in fact, did
the word ‘curriculum’ appear? Here, unfortunately, the picture becomes
a lictle muddied. While figurative descriptions of life as a ‘race’ or
‘racecourse’ were regular themes in Calvin's Commentaries (1540-1556)%3,
the latin words consistently used for this purpose — in at least six
different passages — were ‘stadium’ and ‘cursus’, not ‘curriculum’. ®

Nevertheless, by the final (i.e. 1559) edition of the Institution the
phrase ‘vitae curriculum’ (or ‘vitae curriculo’) appears in Calvin’s
writings, though it is still outnumbered by the uses of ‘vitae cursu' (or
'vitae cursum’).”® Nowhere, however, does curriculum appear in an
educational sense. Neither does it take an educational form in any of the
sixteenth-century records — published and manuscript — of the
Academy of Geneva (founded 1559). This last state of atfairs, which
weakens Geneva's claim to be the ultimate source of curriculum, can be
tied to the fact that, from the 1530s, Genevan docuruents appeared
primarily in French, and were translated into latin only for the
consumption of foreign Calvinist communities, °

For this reason, then, there exists the possibility that the
educational term ‘curriculum’ originated, not in Geneva, but in the Latin
discourse of its late sixteenth-century off-spring congregations. It is at
this point that Leiden and Glasgow enter the story. Cne ‘carrier’ of the
curriculum idea (if not the term) might have been the Scot, Andrew
Melville, who spent five years teaching in the Genevan Academy
(1569-1574) after earlicr sojourns at the universities of St Andrews,
Poitiers and Paris (where he came under the influence of Ramus).
Following his departure from Geneva —— at the request of influential
friends in Scotland — Melville, then aged 29, took up the Pri. wnalship
of the University of Glasgow where, according to a recent F ry, he
assumed ‘responsibility for incroducing reforms on Ramist lines’, %’

It was during Melville’s time at Glasgow (1574-80) that the
University underwent the major reorganization referred to eatlier.
Melville, like Calvin’s successors in Geneva (for example, Theodore
Beza), seemed to regard Calvinism in relatively ctight organizational
terms. For instance, residence in college was to be compulsory for the
Principal; each teacher (or regent) was to be limited to particular arcas of
study (for example, Latin and Greek); student promotion was to be
subject to satisfactory conduct and progress throughout the year; and, in
return, the University was to vouch for the completeness of cach
student’s course through the testimonial in which the word curriculum
made its initial appearance in Glasgow.®® As another historian of the
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University of Glasgow has commented, these proposals not only meant
thac teaching was to follow a ‘rigid plan’, but also that the ‘whole life’ of
each student was to be rendered open to teacher supervision.®’

Much the same pactern seems to have been followed in Leiden. An
early influx of teachers imbued with the ‘spirit of Geneva’, soon led to
controversy (for example, over civic versus presbytery control of the
University). But a compromise charter — still redolent of Calvinism —
was eventually agreed in 1570, only six years before the word curriculum
appeared in the University's records.”®

X

Although there are still some loose ends in this story (Why did
c.rriculum replace cursus? Was ‘curriculum’ adopted independently in
Leiden and Glasgow?), the general outline seems clear. The educational
term curriculum emerged at the confluence of various social and
ideological movements. First, under the influence of Ramus’ revisions,
the teaching of dialectic offered a general pedagogy that could be applied
to all areas of learning. Secondly, Ramus’ views vn the organization of
teaching and learning became consonant with the disciplinary aspirations
of Calvinism. And thirdly, Calvinist fondness for the figurative use of
‘vitae curriculum’ — a phrase that daces back to Cicero (died 43 BC)"! —
was extended to embrace the new ordered and sequential features of
sixteenth-century schooling.

In conclusion, ihis chapter has argued that as part of the general
political turmoil of the sixteenth century the adoption of curriculum and
class was indicative of two separate waves of pedagogic reform. First came
the introduction of class divisions and closer pupil surveillance; and
second came the refinement of pedagogic content and methods. The net
result, however, was cumulative: teaching and learning became, for good
or ill, more open to external sciutiny and control. Moreover, curriculum
and class came onto the pedagogical agenda at a time when schools were
being opened up to a much wider section of socicty.”> Municipal
schooling — no longer under the jurisdiction of the church — gained in
popularity; and, as important, protestant decrees (for example, the Bk
of Discipline, published in 1560 by Calvin's supporters in Scotland),
voiced the belief that all children, irrespective of gender or rank, should
be cvangelized through the medium of schooling. As a result, the
medieval educational agenda was not so much extended as substantially
recast. And it is to a review of the pedagogic consequences of the new
agenda that the remainder of this book is dedicated.”?
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Chapter 3

Schooling to Order: Jean Baptist de la Salle
and the Pedagogy of Elementary Education

In the course of the period 1660-1720, and as a result of the
reforming zeal of the Bishops, the great majority of charity
schools developed in French towns. This immense campaign
which aimed to reduce the ‘prodigious ignorance’ of the poor (as
well as police them) jointly embraced both a public (rotably the
poorer people) and a corpus of knowledge appropriace to their
upbringing. In excluding the lzarning of the rudiments of latin
from his schools Jean Baptist de ia Salle created a boundary that
did not exist in J. de Batencourt’s The Parochia! School (1654). He
combined a pedagogic programme with a socially determined
clientele. (Compere, M-M. and Julia, D. (1981)

‘Les colléges sous {'ancien régime')1

Most of the various aspects of [De la Salle’s} system may be found

among the methods of his predecessors. It must be admitted,

however, .that no method before this was so thoroughly

regulated. Although he used the works of others extensively, his

method is so analytic and precise that it would be useless seeking
an exact model of this type of presentation anterior to hin.

(Moran, W. (1966)

Development and Evolution of the Educational

Theory and Practice of Jean Baptist de la Salle)’

1

Three features recur in the history of schooling. New pedagogic forms
come into being; they persist; and they fade away. To account for these
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changes, educationisis have a two-fold task. First, to identify the
circumstances that ‘call forth’ the new pedagogies; and, secondly, to
chart the cultural and material realignments that give the new
pedagogies their innovative character.

These two aspects of change are relatively independent. New
circumstances, that is, do not necessarily evoke a new pedagogy.
Outdated remedies may simply be applied with renewed vigour.
Sometimes, however, new practices are invented to bring schooling more
into line with new social priorities. But such ‘solutions’ don't just
happen. Nor are they simply ‘read off from the ‘problem’. Rather, their
emergence is contingent upon a reappraisal both of the problem itself and
of the resources that might be applied to its resolution. Thus, among
other things, new pedagogic practices embrace new visions of society,
new images of teaching and learning, and — a recurrent theme of this
book — new conceptions of educational management. Not surprisingly,

the full cycle of renewal — from ‘problem’ to ‘solution’ — provides
plenty of scope for shortfall and failure. Success is as remarkable as it is
unusual.

1

One success story in the history of education is that of the elementary
school — a form of schooling that, for a century or more, served a
socially-distinct population — the children of wage labourers. The full
story of the elementary school — particularly its early history -— has still
to be written. Yet, most commentators agree that its roots are to be
found in the ‘charity schools’ of the seventeenth and eighteenth centuries.

One innovator regularly associated with the charity schools of that
period is Jean Baptist de la Salle (1651-1719). Born in Rheims of an
aristocratic but pious family, De la Salle’s claim to fame is that he
devoted much of his life and personal fortune to the establishment,
organization and management of a network of ‘ree’ schools run by local
communities of ‘Brothers of the Christian Schools’.®> What, then, was
original about these schools? And what part-did De la Salle play in their
emergence?

As noted, De la Salle came from a comfortable background. His
family was well-connected to both the nobility and bourgeoisie of-
Rheims. His father’s family included lawyers and cloth merchants. And
his mother came from a noble family that included royal service among
its privileges. Further, when De la Salic was installed «s a canon of
Rheims cathedral in 1667 the position was vacated in his favour by an
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uncle -~ Pierre Dozet -— who was also the then Chancellor of the
University of Rheims. Entering the local Collége des Bons Enfants in his
ninth year, De la Salle completed the full programme of studies,
receiving a Master of Arts degree in 1669. Thereafter, he spent two years
in Paris, taking classes at the Sorbonne and extending his theological
training at the Seminary of St Sulpice.

Following the deaths of his mother and father, De la Salle returned
to Kheims in 1672 to take responsibility for his two sisters and four
younger brothers. Back n his home town, he assisted an older Canon —
Nicholas Roland (also a distant relation) — in wvarious pastoral and
evangelical endeavours. De la Salle’s training at St Sulpice had
emphasized the importance of rescuing and catechizing the poor — a
policy that also ficted well with the changing sociz! composition of
Rheims. In the preceding two decades the city had be.- burdened by a
considerable migration of peasants from the countryside, only some of
whom had found work in the various departments (fo- example,
spinning, weaving) of the woollen industry.”

The main thrust of Roland’s early work was to establish free schools
for ‘poor’ girls. In common with similar initiatives elsewhere in France,
Roland had two related difficulties to overcome. First, he needed to
create a cadre of reliable teachers for these schools; and, secondly, he
needed to generate funds vo ensure their survival. Using various one-off
donations, Roland created residential communities of devout women
who could take responsibility for the day to day running of the schools.
Collectively, these communities — with Roland as their spiritual
director — became known as the Sisters of the Holy Child Jesus. After
Roland’s death in 1678, De la Salle worked to ensure the survival of the
Sisters. In the following year, and with the support of the Archbishop of
Rheims, he obtained ‘lettres patentes’ from the state. These documents,
which enabled the Sisters to be the legal object of donations and legacies,
also indicated the form and goals of their communities:

Some women, widows, and young women of piety would join
together and live in the same house . . . in order to make
themselves capable and subsequently to apply themselves to the
instruction of young persons of their sex.’

In 1678 De la Salle gave up the canonry and was ordained as a priest — a
move that symbolized his wish to move out of the cathedral and take up
parish work. Over the years that followed — and through the great
famines of 1693-94 and 1709-10 — De la Salle followed Roland’s
example. He created lay communities of male teachers -~ two was the
minimum size — who established houses and boys’ schools wherever they
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received assurances of financial assistance (i.e. contracts from town
councils and/or donations from wealthy citizens). But difficulties still
arcse. Without the legitimacy conferred by lettres patentes, funding was
always liable to be withdrawn; and, even when schools were established,
the Brothers regularly met opposition from fee-charging teachers who
felt their livelihoods were under threat.

It was not until after De la Salle's death that the full corporate status
of the Congregation was recognized — by the Crown in 1724 and the
Pope in 1725. Nevertheless, at that time the Brothers had already
established schools in more than twenty-two locations throughout France
(for example, Calais, Rouen, Dijon, Marseilles and Chartres). And, by
1790, this figure had risen to 108 locations, .. majority of which (55
per cent) were medium -sized towns of from 2000-5000 inhabitants,’

Towards the ¢nd of the seventeenth century De la Salle had begun to
codify his social, theological and educational views for dissemination
among the growing Congregation (or Institute) of Brothers. Included
among his writings was the Conduct of Christian Schools, a 220-page school
manual written in French. Begun in 1695, and initially circulated in
manuscript form, the Conduc: was finally published in the year after De la
Salle’s death.”

As described in its preface, The Conduct of Christian Schools was
divided into three parts. The first part (114 pages) detailed ‘all the
exercises and everything else’ that was to be done ‘from the opening to
the closing hour’. The second part (104 pages) set out the ‘necessary and
useful means’ by which the teachers should ‘maintain order in the
school’.” And the final part — not included in the printed edition —
related to the inspection of schools and the training of teachers.

As far as can be discerned, the average size of the Brothers’ schools
was somewhere between 100 and 300 pupils'®, with the larger ones
divided into two (or perhaps three) rooms or ‘classes’.!! The schools were
furnished with moveable benches; a storage chest or cupboard; searing for
the teacher(s); religious artifacts; a set of the five school rules; and, where
required by the programme of studies, a chalk board (for arithmetic);
tables for (ink) writing; and charts of the alphabet, syllables and
numerals (arabic and roman).

Within each school the basic programme of studies (i.c. reading)
was divided into a sequence of nine ‘lessons’, cach of which was further
sub-divided into three ‘orders’ (i.e. for beginners, intermediate and
advanced scholars). Consccutively, the reading ‘lessons’ comprised (i) the
alphabet; (ii) the syllables; (iii) the primer; (iv) the second book (for
spelling and syllabic reading); (v) the second book repeated (for more
advanced, fluent reading); (vi) the third book (for cloquent reading); (vii)
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the Psalter; (viii) De la Salle’s tract on Christian civility; and (ix) reading
from hand-written documents.'? In addition, the Brothers offered
instruction in writing (six orders) to those who were well-versed in
reading, and arithmetic (an unspecified number of lessons) to those who
had reached rhe fourth order of writing. '

Each pupil moved up through the orders before being examined —
by a director of the school(s) or a school inspector — for promotion to the
next lesson. The results of these examinations, together with the
teacher's recommendation and the inspector’s ultimate decision, were
recorded in the school ‘catalogue’. All told, it was anticipated that a full
reading programme would take a minimum of three-four years.'* In
these terms, then, De la Salle’s pedagogy still followed the individualized
approach of previous centuries. Neither ‘class’ nor ‘lesson’ referred to the
grouping of pupils.!> Rather, the first was a place where individuals
assembled; and the second was a course unit which pupils followed at
their own pace (albeit under the supervision of a teacher). Similarly, there
was no expectation that all pupils would complete the course; nor that
there was any particular age at which a child should start at scheol.

There was, however, one important respect in which De la Salle’s
pedagogy offered an amended form of individualization. Although
children were exaniined ‘one after another according to their position on
the benches’'®, all the children of a given lesson were expected to follow
these proceedings. Each child was to be ready to answer if the examinee
faltered. Likewise, each teacher was required, ‘from time to time’, to call
upon ill-attending pupils to read ‘a few words’."”

A final noteworthy feature of De la Salle’s pedagogy was that,
having established an initial sense of order, the subsequent regulation of
a school was to be achieved non-verbally. For instance, prayers were to be
initiated by the teacher clasping his hands; recitation of the catechism
was to be commenced after the teacher had made the sign of the cross;
and organization of lessons was to be orchestrated by means of a sonorous
iron instrument known as a ‘signal’, '®

1y

Since it first took shape, De la Sulle’s pedagogy has received considerable
attention. In the middle of the nineteenth century it was claimed as the
ultimate source of the newly-popular ‘simultaneous’ or ‘class’ methods of
teaching.'” As already indicated, this attribution should be treated
cautiously. Nevertheless, those carly discussions brought De la Salle’s
work to a wider audience — a process that, for subsequent generations,
60
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was repeated by John Adamson’s (1905) Pioneers of Modern Education in the
Seventeenth Century®® and W.J. Battersby’s (1949) De [a Salle: Pioncer of
Modern Education.*' Presumably, this general cross-national interest in
French education also helped towards De la Salle’s canonization in 1900
and towards his being declared Patron Saint of All Teachers of Children
and Youth by Pope Pius XII in 1950. Ccrtainly, this last designatiorr was
celebrated in A. Fitzpatrick (1951) La Salle: Patron of All Teachers (1951),
a volume which also includes ‘a study of the treatment of La Salle in all
the histories of education’.??

More recently, De la Salle has received a new wave of attention —
one that attempts to place his work in a wider context. Two studies, both
written by members of De la Salle’s own congregation — William Moran
and Yves Poutet — are particularly important in chis respect. The first, a
University of London doctoral thesis completed in 1966, explicitly offers
a ‘new assessment’®> of De la Salle, linking his contributions to the
common stock of seventeenth-century French educational change. The
second study — a two-volume, 1100-page analysis of the origins of the
Brothers of the Christian Schools (published in 1970) goes even further,
recognizing that De la Salle’s work was also tied up with a fundamental
change of international pro!i)ortions — the seventeenth-century ‘Crisis of
the European Conscience’.?

Finally, English-speaking readers have been given more direct
access to De la Salle in Michel Foucault’s Discipline and Punish (original
edition, 1975). In a section entitled ‘docile bodies’, Foucault claims not
only that De la Salle’s plans brought an unprecedented ‘technical
rationality’ to schooling but also that, in their attention to detail, they
provided a model for eighteenth-century economics, medicine and
military theory.?’

The general view — shared by De la Salle’s critics and admirers
alike — seems to be that his work undoubtedly took place at a time of
general pedagogic innovation. Low cost, semi-custodial, ‘charity’
schooling — financed by municipalities and/or wealthy citizens — had
become a ‘solution’ to the ‘problem’ of larger and farger numbers of
able-bodied poor. Yet, in its precision and rationality, De la Salle’s
model of the charity school appears to stand out from e. lier efforts.
Three questions, therefore, present themselves: (i) ‘what were the new
social circumstances of late seventeenth-century France?’; (i) ‘where did
De la Salle draw the inspiration for his scemingly major break with the
past?’; and €iii) ‘how does De la Salle’s work stand in relation to carlier
“chariey” schooling and to later “elementary” schooling?’.
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As noted in the previous chapier, much sixteenth-century innovation —
educational or otherwise — was linked to the restructuring of
management and administration. At the national level, for instance,
governmental agencies were given (or took) responsibility for issues that
cut across the boundaries of local control. Indeed, this realignment of
authority was an integral part of the nation-building process.

One new phenomenon that figured in post-Renaissance local and
national politics was the large scale migration of work-seeking poor. To
understand this problem it is necessary to examine both the demographic
and economic circumstances of sixteenth and seventeenth-century
Europe.

During the sixteenth century Europe’s population rose from 82
million to around 105 million, reaching an eventual peak in the early
seventeenth century.?® This increase put a general pressure on land-
holdings. Insofar as farming methods remained unchanged, and no new
land was brought under cultlvatlon populatlon pressure pushed up the
prices of agricultural produce.?” A so-called ‘price revolution’ ensued,
mftrked by a doubling or even trebling of prices between 1500 and
1650.% Accordingly, persons whose income was fixed in monetary terms
(for example, landlords who had granted long leases in exchange for
money rents) were subject to a gradual decline in cheir standards of
living. On the other hand, those able to sell their agricultural produce in
the market place (for exa yle tenant farmers) could draw repeated cash
benefits from rising prices.

Over time, then, changing economic circumstances drew different
responses from the various sections of society. The smallest landholders
suffered a crisis of subsistence; more substantial farmer-tenants increased
their wealth; and the largest (abseuntee) landlords received a reduced
recurn on their assets. Within this framework, the middle strata were
best equipped to withstand the inclement economic weather. To survive,
the smallest peasants sought additional income; and the landlords
switched to short-term leases or to the direct cultivation of their own
land. Given access to markets, a suitable supply of labour and adequate
legal (or other) regulation of wage levels, the switch to commercial,
cash-crop, market-oriented farming was an ateraceive option in many
parts of Western Europe.?”.

The general outcome of this trend was the gradual breakup of
feudal-type pacterns of landholding. Peasants became less likely to live
solely from the working of their own land. Instead, they worked on a
more regular basis (for example, as day labourers) for their landlords
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and/or for peasant neighbours with larger landholdings. In certain parts
of Europe, however, they also had another economic option: to take up
the spinning and weaving of wool and flax, using yarns and looms
provided by cloth merchants.?!

In these latter areas (for example, Northern France) day- or
wage-labourers were subject to the vagaries of both agricultural and
commercial economics. Poor harvests could cause famine; but they could
also release labour to work in the weaving industry. Economic and
geographic mobility, therefore, became an integral part of the way of life
of the wage-labourer.? At times, the agricultural and industrial spheres
buffered each other. But if stagnation hit both spheres simultaneously,
the effect could be disastrous. Typically, these crises were localized, but
the possibility of being swamped by an influx of landless, mobile, and
work-seeking poor aroused widespread concern in municipal circles.?

Within France, this general pattern was exacerbated by an economic
recession which, it is claimed, ‘dragged on’ from about 1630 to 1700.%4
Throughout, France sought to solve her economic problems militarily —
a policy which left her with only forty-seven full years of peace in the
seventeenth century.””> But with a standing army and a fleet of warships
to maintain, the French fiscal system was placed under great pressure.?

The middle and poorer sections of French society seem to have
shouldered a considerable financial burden. Taxation doubled between
1600 and 1641; and nearly doubled again between 1661 and 1715.*7 In
turn, small-scale popular protests and uprising became endemic. For
instance, it is reported that the 600,000 people of Provence organized
374 revolts between 1596 and 1715.°% Although local in extent and
Character, these uprisings — of a type which occurred throughout
France?” -— were directed against state officials (for example, tax
collectors) and the policies and deinands that they symbolized.

Besides specific fiscal difficulties, seventeenth-century France also
confronted two religious problems: the relationship between church and
state, and the relationship between Catholics and Protestants. In both
cases, the possible emergence of a ‘state within a state’ gave cause for
concern. In the late sixteenth-century, for instance, there was royal
suspicion of Catholic plotting against the king — a fact reflected in the
expulsion of the Jesuits in 1594, Gradually, however, the state became
ascendent, coopting major church notables to its own vision of the divine
right of Kings. "

The same period also wirnessed attempts to tackle Catholic-
Protestant serife. In 1598 the Calvinist-educated, Catholic convert,
Henry IV, tried to settle decades of civil/religious war by using the Edict
of Nantes. The Edict permitted armed garrisons in 100 named Protestant
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towns and endorsed the survival of the Protestant universities and the
national synods of the Reformed Church. !

The Edict, however, was never accepted by the Pope; and was only
registered by the Parisian courts (in 1599) after repeated threats of
sanctions by the King. In return, the Catholic authorities abandoned the
hope of eliminating Protestantism by force. With the King's encou-
ragement — illustrated by the recall of the Jesuits in 1603 — an
extensive programme was mounted to convert the French protestants (the
so-called Huguenots). One reflection of this initiative was the foundation
of twelve missionary orders — each offering ‘elementary education’ — in
the years hbetween 1592 and 1684 (for example, the Sisters of Notre
Dame, 1598, the Piarists, 1621; and the Sisters of Charity of St Vincent
de Paul, 1633).42

Vv

Initially, such missionary work was heavily influenced by ‘fideism’ — a
standpoint which held that belief in God was demonstrated through
faicth, not reason. Further, fideists assumed, like Duns Scotus (c.1265-
1308) and William of Ockham (1270-1347), that theological belief
could nov be scrutinized by the same rational procedures as philosophical
knowledge. In turn, fideist theology had three practical consequences.
First, that a person’s faith could be gauged 2gainst their willingness to
accept, witaout question, the teachings of the church and the authority
of the clergy.®® Secondly, that piety, personal ascerticism and self-denial
were taken as the outward manifestations of a person’s inward faich. And
thirdly, that church leaders like Frangois de Sales (1567-1622) and
Vincent de Paul (1581-1660) could, through an appeal to the self-denial
of others, attract recruits to the church’s missionary campaigns.

There was, however, another theological current in Catholic France
— one that aspired to put the church’s work on a stronger intellectual
footing. This movement — part of the '‘Catholic Renaissance’ —-
identified reason as a coraplement to fideism. Faith was to be a matter of
proof, not acceptance. Taking their cue from the synthesis of faith and
reason attempted by the medieval scholastic Thomas Aquinas (1225-
1274), these ‘neo-scholastics’ aimed to provide a justification of faith tnat
was (a) sufficiently powerful that it could overcome the resistance of
religious scepeicisrn; and (b) sufficiently logical that it could be
communicated in the form of a scientific proof.

The neo-scholastics’ interest in communication also took the form of
an interest in pedagogy. In this respect, for instance, the Jesuits were
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typical neo-scholastics. Their major educational treatisc — the Ratio
Studiorum — took up its public form in 1599, serving to keep the Jesuits
in the pedagogic vanguard after their return to France. But the blending
of theology and intellectualism was not restricted to the Jesuits. In the
later years of the seventcenth century, other groupings also combined
attention to Catholic rationalism with the management of schools,
seminaries and colleges (for example, the French Oratorians, originally
founded by Pierre de Bérulle in 1611; and the St Sulpicians, originally
founded in 1642 by a pupil of Vincent de Paul — Jean Jacques Olier).
Indeed, this period also coincided with a major screngthening of
organized training for the priesthood. Ninety-two seminaries were
fouaded between 1642 and 1682 — in marked contrast to the 'six or
eight’, of ‘mediocre quality’, that existed in 1614.%

Overall, che rise of new religious orders coincided with both the
extension of the church’s missionary work and the re-evaluation of the
church’s theological precepts. In one sense, these ecclesiastical tasks fell
ro different orders. Missionary work occupied the church'’s foot-soldiers,
while theological labour engaged its think-tanks and staff colleges. But
in another sense, these movements worked in tandem. The missionary
orders furnished intelligence from the front lines which, in turn, was
embodied in the strategic ‘solutions’ devised by the church’s leaders.

One such ‘solution’ to the scale of seventeenth-century social
disaffection was the replacement of voluntary alms-giving with more
organized methods of social relief. To this end, the reforming
organization known as the Company of the Holy Sacrament was founded,
in the late 1620s, by followers of Francois de Sales and Pierre de
Bérulle.® A powerful sccret group of lay persons and clerics, the
Company drew irs ‘main inspiration’ from the ‘ascetic spirituality’ (cf.
fideism) of the French counter-reformation.”” Yet, as the influcnce of
Pierre de Bérulle, and the membership of Jean Jacques Olier mighe
suggest, the Company was also touched by early neo-scholasticism.
Poverty, like theology, began to be opened up to the influence of logic,
rationality and systematization.

The Company took a broad approach to reform. It promoted
missions; it mounted campaigns of religious observance; and, most
tangibly, it sought to control begging and vagabondage. In large towns
(for example, Paris, Lyons, Toulouse and Marseilles) its local branches —
some sixty in all — worked to regularize, unify and centralize the
relatively disorganized forms of voluntary relief. Where successful, the
Company was instrumental in the erection oi ‘General Hospitals’ for the
confinement of all categorics of poor persons. These institutions — also

known as ‘Maisons de Charité’ — operated as combined workhouses,
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asylums and medical institutions. In Paris the crowning achievement of
the Company was the opening, in 1657, of the Hopital General des
Pauvres. During its first year, the Hospital harboured around 6000
persons — some of whom (for example, the aged, infirm and orphaned)
entered voluntarily; while others (for example, ‘sturdy beggars) were
held, for a few weeks at a time, under forced confinement.

The internal regime of each hospital was governed by rules of
‘rigorous and dour precision’,*® Every aspect, from hours of rising,
through modes of dress, to forms of punishment was prescribed.®® Thus,
in one important respect — its attention to detail — the Company
adopted a rational, ordered approach to social administration. But its
rationality was ill-developed. The Company of the Holy Sacrament still
saw poverty in cerms of a debased human ‘nature’®, rather than as the
outcome of important structural changes in society. And its response to
poverty hinged more upon self-denying devotion by the missionary
orders’ members, than around any atternpt to refashion the poor to meet
the changing structure of the labour market.>' The application of faith to
the :limination of disorder was not enough. In the 1660s the Company
went into decline. New methods of social administration, ther lves
based on new concepts of rationality, came into prominence.

VI

To recap: the first half of the seventeenth century was marked by various
ncw and intersecting movements in French life. In the absence of
significant surpluses for economic redistribution, social stability was
threatened by political and religious unrest. The scale of this disorder
cast into doubt the piecemeal ‘solutions’ borrowed from previous
centuries (for example, alms-giving). Order was to be restored through
the concentration of power at the centre (i.e. in the ‘state’) and through
the dissemination (by the church) of an accepting piety among those
deprived of power. Finally, new institutions designed to strengrhen rural
and urban piety were caught up in wider discussions about the
relationship between theology, politics and socia} administration.

By the second half of the century many of these ideas about the
elimination of disorder had become harnessed to the intcllectua! synthesis
proposed by René Descartes (1596-1650). Descartes’ personal contri-
bution related primarily to the field of natural philosophy (cf. the related
works of Copernicus, 1472-1543; Galileo, 1564-1642; nd Kepler,
1571-1630). But the implications of his proposals (for excaple, the
differential importance they gave to God, nature, and human heings)
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readily made them a focus of debate in other spheres.

Born in Rennes of monied parents, Descartes received his early
schooling at a Jesuit seminary. At the age of 22 he left France and spent
much of his remaining life in Holiand, Germany and Sweden (where he
died). Like the neo-scholastics, he sought to place human thought (and
theology) on a more logical or rational basis. At the risk of
oversimplification, his contribution to this aspiration was three-fold.
First, e offered an account of the material world that was much more
susceptible to mathematical analysis (i.e. he gave ‘quantities’ priority
over Aristotelian ‘qualities’). Secondly, his contribution to mathematics
— a fusion of a'gebra and geometry — was claimed as a model both of
the internal world of thought and of the external world of ‘nature’ (i.e.
Descartes professed the unity of natural philosophy, mental philosophy
and mathematics). And finally, Descartes’ quantitative/geometric
approach underwrote an atomistic and mechanistic model of nature (i.e.
he believed in the law-like interaction of both material and mental
phenomena). In short, Descartes assurned that there was a rational and
harmonious ‘order of things' — like the movement of the planets around
the sun — to which nature complied and to which human society (ethics,
government etc. ) could also be adjusted. >

Descartes’ claims for a ‘universal science’ that could ‘perfect the
human situation’ were made public in his Discoxss ide la Méthode (1637).%3
Despite certain potentially-controversial fearures (for example, his
‘evasion’>® of theological issues pertinent o the neo-scholastics),
Descartes’ vision of an accessible, comprehensible and (ultirnately)
controllable world had a wide appeal among philosophers, scientists and
politicians.”” Within fifty years Descartes’ idea~ had come of age. By the
end of the seventeenth century, it is claimed that Cartesianism had
‘infiltrated everywhere's(’, even into the seminaries of those orders, like
the St Sulpicians, Oratorians and Jesuits, who had opposed (and
sumetimes banned) Descarves’ works in earlier years,”’

Vil

By the time, then, that Jean Baptist De la Salle began his educational
works (i.¢. in the 1680s) it would seem rthat Carcesianism (and its
derivatives) had begun to shape the mainstream of French intellectual
life. Yot tew, if any, subsequent commentators poine to the influence of
Cartesianista on De la Salle’s work. Is this because he vemained outside
the sphere of cartesian influence? Or is it because Cartesianistn was, by
then, so all-pervasive as to be invisible? Poutet, for instance, -seems to
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prefer the former explanation. He claims that the theological training of
St Suipice and Sorbonne (1670-72) had left De la Salle with a lasting
preference for the ‘assurances of faith’ over the ‘arguments of reason’.>®

Certainly, De la Salle’s attention to detail can be explained in
fideistic terms: a life ruled by constant attention to minutiae was held to
be a better demonstration of faith than a life punctuated by occasional
acts of heroism.>” But there are also other features of the Conduct of
Christian Schools which seem mote cartesian in origin. For instance, De la
Salle’s model for school organization pays particular actention to the
dispositions of time and space. Taken together with a pedagogy which
also tried to account for all puvils at all times, the Conduct of Christian
Schools is strongly evocative of tne Cartesian cosmology. ®°

Further, there is more than a whiff or Cartesianism in De la Salle’s
practice not only of giving reasons for his methods but also of trying to
show how they, in turn, might serve a range of educational purpuses.
That is, the ‘detail’ provided by De la Salle related both to the elements
of his system and to the ways in which the elements fitted together. For
instance, in requiring pupils to bring breakfast and lunch to school, the
Brothers were to create a context whereby their charges could (a) nourish
themselves; (b) donate any surplus to the ‘poor’; (c) learn table manners;
and (d) rehearse the religious rituals associated with eating.®!

Finally, De la Salle’s decision to abandon latin as a teaching
medium would also have had the support of the Cartesians of the day. For
them, French was preferable to latin on the grounds that its structure (for
example, word sequence) was more in tune with the ‘natural order of
thought'.%% In fact, De la Salle did not omic latin from the Conduct of
Christian Schools. Rather, he moved it to the psalter stage of the reading
programme where it became, in effect, a second language taken only by
senior students.

Overall, De la Salle and the Cartesians had much in common. Tor
both, questions of order were paramount. An ordered world was both an
end in itself — a faithful reflection of God’s design for rature; and a
means to an end — a framework for disciplining the minds and bodies of
each new generation of God’s children. Of course, in constructing his
system De la Salle drew upon theological and educational practices that
pre-date Cartesianism (for example, the attention to detail, the
importance of silence and the adoption of vernacular instruction). Yet, to
seek De la Salle’s originality in individual practices is to look in the
wrong place. To define a system is to identify more than its constituent
parts; it is also to identify the relationships that hold che parts cogether.
If De la Salle did, indeed, make a break wich the past then it is these
ordering principles — cartesian or otherwise -~ that, 1 believe, hold the
key to his originality.
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VIl

By addressing the form of schooling detailed by Jean Baptist De la Salle,
this chapter has tried to throw some further light on the links between
schooling and social structure in seventeenth-century France. In
particular, an actempt has been made to identify the intellectual macrix
from which new pedagogic practices were cast. It seems defensible,
therefore, to claim that despite his close connection with eatlier forms of
charity schooling De la Salle made an important educational intervention
in seventeenth-century French life. In drawing upon the managerial/
control assumptions, of the Scientific Revowution, he brought a new
maturity to the standardization of schooling. Yet, just as I believe it is
unwise to attribute ‘simultaneous’ instruction to De la Salle, so I also feel
that a degree of caution should be exerted before claiming him — at least
on the basis of the Conduct of Christian Schools — as a founder of
‘elementary’ schooling.®® De la Salle certainly established ‘free’ schools,
but these were not necessarily restricted to the registered poor. In the
provision of writing and arithmetic, for instance, the Brothers  schools
were well-positioned to take over the child-rearing responsibilities of
self-employed artisans and small merchants. Indeed, to this end, the
Conduct of Christian Schools makes reference to the fact tha. 'rich’ parents
were  to supgly tneir children’s books, paper, und (ink) writing
implements.®

This gener:  attention to a broad curriculum and a heterogeneous
clientele may also account for the particular success of the Brothers in the
smaller towns. As such, the Conduct was compiled neither for ‘charity’
(i.e. poor) nor for ‘elementary’ (i.e. working class) schools. Rather, its
intentions resonated most successfully with the educational interests of
families who, socially, economicaliy and geographically, lay outside the
network of lat’n-c ntred ‘colleges’ founded in the previous century.% In
turn, however, the Conduct also served another purpose: insofar as it
fostered a homogeneous and nationwide system of schools — albeit in
parallel wich the ‘colleges’ — it further strengthened che connections
between local municipalities and the national state. Nevercheless, before
a full-blown, state-regulated and socially-distince elementary school
system could emerge, a further set of educational and economic
transformutions had to occur. For these, it is necessary to move on and
examine the impact upon schooling of the Industrial Revolation and the
European Enlightenment.
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Chapter 4

Adam Smith and the Moral Economy
of the Classroom System

If the number of boys studying the same lesson . . . should
amount to six, their proficiency will be nearly doubled by being
classed. (Lancaster (1806) Improvements in Education)’

In general, the larger the classes the greater the improvement.
(Bell (1823)

Brief Manual of Mutual Instruction and Moral Discipline)?

Three children . . . cannot by any possibility make the same
progress as if there were thirty, and the reason is obvious, each
one of the thirty sympathizes with those of the same age and the
example operates mutually. (Stow (1822) Infant Training)?

The recent history of schooling is, among other things, the history of
attempts by teachers and others to reconcile the educational incerests of
the individual with those of the social group. Pedagogically, these
reconciliations have been sought in two ways: (i) by revising the
conventions used to group (or ‘class’-ify) learners; and (ii) by changing
the criteria used for allocation of educational resources (teaching time,
paper, texts etc.) within each group of learners.

These discributive rationales, however, ate not prominent in the
educational .ecord. It is not sufficient to know that a school was divided
into-‘classes’; or that ‘class teaching’ was a teacher’s preferred mode of
instruction. Finer-grained forms of investigation are called for. In
particular, closer scrutiny needs to be given to the material arcefacts of
schooling — the textbooks, school logbooks, desks etc. that, in the best
archaeological traditions, are now held in the safe keeping of museums
and archives. But cven the contribution of these artefacts is limited.
Displaced trom their original sectings, they can only give a partial sense
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of the cultural webs that they served to sustain. Overall, chen, there is
much to be gained from revisiting the classical sites of educational
innovation.

II

On 11 May 1762 a meeting of the Faculey of the University of Glasgow
decided to convert a College ‘chamber’ (living room) int» a ‘class room'
for civil law. The appearance of the term classroom is historically
noteworthy: indeed, its use is perhaps unprecedented in English
language sources. The term does not reappear in the Faculty minutes until
1774 yet, by the time the University opened a new suite of teaching
rooms in 1813, the comparable medieval and Renaissance labels —
‘'school’ and ‘class’ — had virtually disappeared.?

In 1762 Glasgow was a centre of educational and intellectual
innovation. The eleven members of the Faculty meeting included Joseph
Black, whose discovery of latent heat enabled James Watt to
revolutionize the steam engine; John Anderson, ‘whose educational and
social ideas helped to shape popular adult education in the nineteenth
century; and, not least, Adam Smith, whose writings did much to
establish the science of political economy.

Although Black, Anderson and Smith achieved fame well beyond
the boundaries of the University of Glasgow, their work also had an
important local impact. Anderson’s use of practical demonstrations in
physics was sufficiently notorious to earn him the nickname ‘Jolly Jack
Phosphorus’. Smith’s service as College quaestor (bookkeeper in the late
1750s coincided with a rapid growth of the Usiversity libraty. And
Black’s earliest communications ‘on latent heat were given, a month
before the Faculty meeting, to a College gagpering of the Glasgow
Literary Society.’

The presence of ‘several gentlemen of the city’ at the Literary
Society’s meeting and its subsequent change of name to che ‘Literary and
Commercial Society of Glasgow’ underlines the fact that the local crade in
philosophic, economic and social ideas émbraced both town and gown.®
Further, the same ‘commerce intellectuel’ continued through time —
linking members of the 1762 Faculty with influential nineteenth-ccntury
figures such as Robert Owen of New Lanark (who helped to introduce
Enlightenment ideas into British eclementary schooling); William
Hamilton of Edinburgh (who enicouraged public support for a state-run
sys’..n of education along Prussian lines); and David Stow of Glasgow
(wh founded a ‘normal seminary’ which served as a prototype for teacher
training in England and elsewhere).
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This chapter examines the general ferment of educational and social
ideas that, in Glasgow and beyond, was associated with the work of
reformers like Smith, Owen and Stow. Specifically, it is activated by two
related assumptions. First, that the educational practices of the
University of Glasgow had a direct influence upon those adopted in the
elementary schools of the nineteenth cencury. And secondly, that the
change from ‘class’ to ‘classroom’ symbolized a more general upheaval in
schooling — the ultimate victory of group-based pedag ‘es over the
more individualized forms of teaching and learning tha: had been
dominant in earlier times.

The political and industrial upheavals of the late eighteenth and
early nineteenth centuries (viz. the American Revolution, the French
Revolution and the Industrial Revolution) provided the context for these
changes. In pedagogic terms, the net result of these revolutions was a
major revision in the ethical and economic criteria used to organize the
internal workings of schools. In effect, a new ‘moral economy'’ of
schooling came into being — one that, for most of the nineteenth
century, served to give the ‘classroom system’® its overall coherence.

Moreover, the fact that such practices were envisaged as a ‘system’
is, itself, historically significant. The term ‘system’ had come into use in
the seventeenth century alongside the spread of mechanical accounts of
the workings of nature.” A major figure in this respect was Isaac Ncwton
(1642-1727) whose success in explaining the law-like workings of
planetary and terrestrial motion (for example, in the Principia, 1687),
served both as a model and a motivation for thinkers in other fields. '°

Against the background of Newton's achievements, various
attempts were made to apply the principles of ‘natural’ philosophy to the
workings of the ‘moral’ (i.e. social) sphere. The overriding intention was
to identify those principles which not only held together civil society but
which also regulated the movement of its component parts. Whereas
Newton had pivoted his natural universe around the unifying concept of
gravity, Smith and his Enlightenment contemporaries set out to identify
the invariant relationships (or ‘gencral rules’)!! of social life. Smith’s own
historical importance derives largely from cthe fact that he was
outstandingly successful at this task. The Theory of Moral Sentiments (1st
ed, 1759) built upon the ‘natural principle’ of ‘symrathy’; while The
Wealth of Nations (1st ed, 1776) paid particular ateention to the human
‘propensity’ to ‘truck, barter and exchange’, '2

With these conceptual cornerstones in place, Smith was able to
construct a sophisticated and coherent philosophical system. trom his
assumption that human action is the resule of ‘natural’ forces, he w-s able
to deduce that the moral world was driven without reference to the will
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of individuals. Further, Smith went on to deduce that God’s ultimate
design for humankind was best served if such forces were allowed to
operate freely (i.e. without human mterference) If such conditions could
be created Smith believed that, by the ‘natural course of things’, the
overall ‘progress of socnety would be maintained. '?

Smith’s arguments in favour of natural liberty and against artificial
restraint were, of course, the answer to every entrepreneur’s prayer. In
particular, they gave legitimacy to the (then) marginal members of
society who, outside the restrictive practices of the established merchant
and craft guilds, were actively developing new forms of mdustnal
production around, for instance, the factory spinning of cotton fi bre.!

111

One of the most successful Glasgow entrepreneurs was David Dale who,
in 1786, entered into partnership with Richard Arkwright (inventor of
the water frame). Together, they built a water-powered cotton mill on a
fast-flowing stretch of the river Cly e about 40 kilometres upstream from
Glasgow. Dale provided the appropriate finance and Arkwright supplied
the relevant technical support. By 1800, the New Lanark mill was one of
the largest in Britain. !

Early cotton mills such as New Lanatk were a mechanical
embodiment of the systematic ideas of the seventeenth-century scientific
revolution. Production was organized around a series of discrete
processes, powered by a single energy source, and harmonized by a
disciplined army of drive shafts, pulleys, gears and ‘hands’. Under
optimum conditions — a surplus of water, raw materials and labour —
the production of cotton yarn was to be administered, quite literally, like
clockwork.

But the rhetoric and practices of systematization were not restricted
to social philosophy or to industrial production. Their impact was much
wider. Within education, for instance, some of the consequences of this
general social transformation can be traced out in the single-volume
Complete Works of Andrew Bell (1753-1832), a Scots-born Church of
England minister and self-styled ‘discoverer’ of the monitorial system.
Bell's earliest involvem~nt with the organization of schooling came in
1789 when he was appointed superintendent of the East India Conapany’s
orphanage (or ‘military male asvlum’) at Egmore, near Madras. The
asylum was funded jointly by the Company and by public subscription;
and was one of several whose prime purpose seems to have been to cater
for the illegitimate (i.e. mixed-tace) off-spring f military personnel. As
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Chaplain as well as Superintendent, Bell’s mission was not only to
manage the asylum but also, more generally, to instil the principles of
‘religion and morality’'® into the minds of the Company's charges.

To achieve these goals more efficiently, Bell made two initial
interventions in the affairs of the Madras asylum. First, he organized the
educational activities of the two-room sc ol around the idea of having ‘a
teacher and an assistant for every class’; ai.u, secondly, he furcher divided
every class into pairs of ‘teschers and scholars’.'” In combination, these
innovations accour for the contrasting labels — ‘monitorial’ and
‘mutual’ — chat, in later years, Bell gave to his instructional methods. If
‘mutual’ drew actention to the peer-teaching aspects of Bell’s proposals,
then ‘monitorial’ pointed to the youth of the supervisory teachers and
assistants. In 1796, for instance, the 186 pupils of the Madras school
received most of their instruction from ‘nine assistants’ and ‘five teachers’
whose ages ranged from 8 years 9 months, to 14 years 3 months. !® Such a
wide age range among the teaching personnel was not, however, a matter
of chance. Rather, it was part of Bell's overall design. To ensure that his
teachers would not ‘lose’ time in teaching ‘beyond the comprehension of
their scholars'®, Bell chose them from among the immediate graduates
of each class. After a year (or two), the teachers and assistants were
returned to their original places in the school, and repiacements were

%

» .
Figure 3
A version of mutual instruction derived from Bell's monitorial system. Taken from J.

Stoat, A Description of thu System of Inquiry; or Examination by the Scholars
Themssives, London, 1826 (Glasgow University Library)
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drawn from the remaining personnel. Besides these temporary staff, Bell -
alsu retained three permanent adult ‘schoolmasters’ whose collective
responsibility was to ensure the (day to day?) maintenance of the asylum's
‘general order and harmony’.?”

These, then, were the educational/managerial principles which Bell
used to regulate the general ‘economy’ of the Madras School, and to
ensure the ‘constant and perpetual attention’ of the learners. By such
means, as he put it, “THE SCHOOL TEACHES ITSELF (sic)’.?' Such a
statement, of course, was not merely a claim about the mechanical
effectiveness of Bell's proposals, it was also a reminder to his patrons of
the financial savings that could be accumulated. By using juvenile
teachers instead of ‘ushers’, Bell noted that the asylum’s overall expenses
were reduced by more than GO per cent.*

In recent times, educationists have widely identified the employ- -
ment of cheap pupil labour as Bell's most significant innovation.
Certainly, one of the consequences of this practice — the fact that pupil
teachers were intellectually ill-equipped for their task —— was the main
criticism of those innovators (for example, Owen) who eventually broke
with the monitorial system. Nevertheless, in the longer term (for
example, the timescale of this book), the most noteworthy pedagogical
feature of Bell's work was, 1 believe, unrelated to the employment of
pupils: it was, instead, his instence that every class shouid come under
the constant supervision of its own teacher.

While in India, Bell laid down the basic principles of his system —
that each level of teaching personne] was responsible for the immediately
lower rank, and that at the lowest levels, cach class had a permanent
teacher. The source of this rationale is not particularly evidert from Bell’s
writings. However, given the context of the Madras asylum, it is
probable that Bell drew upon military rather than mwnufacturing
precendent. %?

On the basis of a favourable reception of his ‘Experiment in
education’ at Egmore, Bell was encouraged to prepare his ideas for the
home market. By the end of the eighteenth century British charity
schools (of the kind originally developed in the seventeenth century) were
in a state of crisis. They could not cope, educationally or financially, with
the increasing numbers of indigent poor children who populated areas of
urbanization and industrialization. In extending his Madras experiences
to meet these new circumstances, Bell also began to assimilate the
language and ideologies of the Industrial Revolution.

In 1815, for instance, he wrote of confronting a need to ‘diminish
the labour, multiply the work, and perfect the manufacture . . . of our
schools’.?" And by this time, too, he had given much more attention to
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the streamlining of his tcaching practices. He eased the promotion of
pupils from class to class by providing a course of scudies arranged in a
‘methodical series, gradually and almost imperceptibly progressive’.?®
He smoothed the workings of each class by introducing ‘equalized’
classification (i.e. classes formed from scholars of presumed ‘equal
proficiency’).?® And finally, he harnessed the workings of his system to
the ‘spiric of imitation and competition” that already existed, so he
believed, among his pugils. Overall, by combining the fine-tuning
possibilities of the ‘new'® classification wich the idea that ‘every lesson’
is 'intimately connected’ with ‘that which went before’®, Bell believed
that he had devised a pedagogical mechanism that would automatically
‘accelerate’ the progress of ‘each and every scholar'®°,

Having oiled his system, and promoted its dissemination
throughout Britain (aided by the National Society for the Education of
the Poor in the Principles of the Established Church, founded in 1811),
Bell seems to have spent the last phase of his life formalizing the ‘natural
laws™*! that would turn his pedagogic techniques into an educational
science. These writings add little to the practices Bell had discussed
earlier, but they are valuable for the clues they give about the broader
canvas of his thinking. A single page of Mutual Tuition and Moral
Discipline (7th ed, 1832) provides some clear examples. Bell echoed
eighteenth-century psychology when he described the Madras system as
stemming from an ‘innate’ faculty thac has its ‘seat’ iu the ‘infant mind’.
Similarly, he highlighted the technocratic views of Francis Bacon
(1561-1627) when he described the Madras system as an ‘organ’ (Bacon’s
term) for the ‘multiplication of power and the division of labour in the
moral and intellectual world’: And finally, he acknowledged a debt to
Newton when he noted that, ‘like the principle of gravitation', the
Madras system ‘pervades, actuates, invigorates, and sustains' the entire
scnolastic enterprise. >

v

Twentieth-century historians often link the educational work of Andrew
Beli with the efforts of his non-conformist counterpart, Joseph Lancaster
(1778-1838). Like Bell, Lancaster started his educational experiments
before the end of the eighteenth cencury. As a young man in Southwark
(London), he set up a small school in his father's house, later receiving
financial support frown a neework of local Quakers. Although Lancaster’s

Majus "o mprovecunts Gz Edweation (Ist ed, 1803) gives little
indication ~ _..: tource of his ideas, the influence of Bell's earliest
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writings can be detected.?® In its ‘mechanical part'>®, Lancaster’s system
was, broadly speaking, the same as Bell’s. Both innovators believed that
every ‘class’ should have its own teacher; that every teacher should be
subject to the inspection of a superior; and that every pupil should pass,
“in turn, through a graduated series of lessons in reading, writing and
arithmetic.

Nevertheless, there is at least one striking pedagogic difference in
the writings of Bell and Lancaster: the latter gave much more attention to
prize-giving. Lancaster, that is, regarded tickets, pictures, pens and
medals as necessary incentives®”, whereas Bell made only ‘extraordinary’
use of such ‘expedients’®®, Instead, Bell's system was motivated by
‘preferment’ and ‘forfeiture of rank’>’, procedures that were, he claimed,
already ‘intrinsic’ to ‘improved classification’®,

The reasons for these Bell/Lancaster differences are not altogether
clear. They may be merely cosmetic. Or they may reflect an important
discontinuity in the social philosophies of Bell and Lancaster. Bell’s
system, supported predominantly by the established church and the
landed classes, was designed to retain the status quo. Its functioning and
rhetoric were dedicated inore to the efficient operation of the social
machine (viz. its ‘distributive justice’)®, than to the improvement of its
human product. From: this view, Bell's relative neglect of extrinsic
rewards was deliberate. He regarded them as superfluous to his overall
design. On the other hand, Lancaster’s system, supported by the
dissenting churches (and the British and Foreign Society, founded 1814),
gave prcportionatelg/ more attention to the individual achievements of
‘deserving youth'.*® “Whenever superior merit shows itself, Lancaster
weote in Improvements in Education, ‘it should always be bonoured,
rewarded and di tinguished'd!. Indeed, Lancaster’s meritocratic vision

soon drew the rebuff of Sarah Trimmer — an educational ‘writer and
‘devoted defender’®? of the Church of England:

When one considers {she wrote in 1805} the humble rank of the
boys of which common Day Schools and Charity Schools are
composed, one is naturally led to reflect whether there 1s any
accasion to put notions concerning the ‘origin of nobility’ into
their heads . . . Boys, accustomed to consider themselves as the
nobles of w school, may in their future lives, form a conceit of their
own trivial merits . . . [and} aspire to be nobles of the land, and to
take place of the bereditary nobility,*?

If Bell's ideas hinged on a vision of an ordered, static, agricultural
society, Lancaster’s system was, by comparison, built around a
future-oriented technological and Utopian vision of the new moral
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world, Bell and his supporters sought to stem the flow of history;
Lancaster and his colleagues struggled to channel its social energies along
more efficient and profitable lines. For Bell, schooling was a static steatn
engine; for Lancaster, it was a locomotive, Yet, if Lancaster’s automotive
principles differed from Bell’s, how did they in turn relate to the sources
of action proposed easlier by Adam Smith?

Vv

In 1751 Adam Smith had become Professor of Logic at the University of
Glasgow. His appointment was a direct reflection of a modernizing
climate in Scoctish life. To secure the services of this already-noted
scholar, the Glasgow Faculty suspended rhe regular logic syllabus and
allowed Smith to repeat a series of lectures on literature and economics
given in Edinburgh between 1748 and 1751, Although Smith’s medern
notions were not to the liking of all Faculty members, it was generally
agreed that this appointment would revive the flagging fortunes of the
university by atcracting students from ‘industry and commerce’® — a
relatively new and untapped constituency.

Smith spent only one year as Professor of Logic. In 1752 he was
translated, following the d«th of the incumbent, to the Chair of Moral
Philosophy, a position that accorded more reasonably with the content of
his Edinburgh lectures. Gradually, Smith’s moral philosophy course took
shape in four parts: natural ctheology, ethics, jurisprudence (legal theory)
and political economy, with the second and fourth of these providing the
basis for The Theory of Moral Sentiments and The Wealth of Nations.

Both thest works started with a discussion of the origin of the
‘distinction of ranks’. But their subsequent analyses differed in an
important respect. The former work built upon static images of a
multi-layered society, using such terms as ‘rank’ and ‘station’ to describe
an individual's place in the social structure.®> The Wealth of Nations,
however, operated with a different set of premises. First, Smith’s
ateention to the ‘division of labour’ arose from the idea chat the o:pposed
multitude of social ranks could, in fact, be divided into a much smaller
number of groupings (viz. social ‘divisions’ or, as they later came to be
known, ‘classes’). Secondly, Smith held that the distinction of ranks
was due not to nature but, rather, to acquired differences in ‘habit,
custom and education’.” And thirdly, Smith argued that, unlike other
animal species, human beings could, by ‘barter and exchange’, draw
upon a ‘common stock’ of ‘talents’ available to all members of society.
Overall, then, The Wealth of Nations regarded the ideal civil society as a
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bustling market-place of social transactions from which everyone could
reap a positive benefit.

Smith’s economic theorizing was also important from two other
standpoints. His identification of landlords, capitalists and wage
labourers as the three major economic units in society helped to make
‘division’ a much moue significant social category than ‘rank’. Similarly,
Smith’s arguments about the social benefits that accrue from the free
exercise of human propensities, made economic liberty a more popular
social policy than the pursuit of artificial restraint (for example, the
granting of monopolies). Indeed, Smith’s rhetoric of ‘talents’, together
with his predictions about the social benefits of redistributing tne
‘common stock’, were just as easily applied to the microeconomics of the
schoolroom as they were to the macroeconomics of the market place.

Although The Wealth of Nations marked, in certain respects, a break
with The Theory of Moral Sentiments, there is another sense in which these
works remained in harmony. The Wealth of Nations focused upon social
exchange, yet it gave no reason why people should be drawn to recognize
the value, to them, of such activity. For this part of his argument, Smith
relied upon the social-psychological theories of The Theory of Moral
Sentiments. Specifically, he believed that the ‘continual motion’ of the
‘industry of mankind'®? was, itself, powered by a more fundamental
source — the moral faculties of ‘sympathy’ and ‘emulation’°.

As noted earlier, ‘sympathy’ was a pivotal concept in The Theory of
Moral Sentiments. Smith belicved it to be an ethical relationship that
exists among all members of society, irrespective of their wealth or rank.
Previously, sympathy had been regarded by moral philosophers as a kind
of spiritual essence that was distributed, like alms, by the well-endowed
to the less fortunate (cf. sympathy ‘for’). In Smith’s revised usage,
sympathy became something that is shared, like common property (cf.
sympathy ‘with’). To the extent, therefore, that individuals were in
sympathy with each other, they could be regarded as morally equal (cf.
the presumed economic equality of buyer and seller under conditions of
free trade).

If the concept of sympz.thy accorded all human beings the same
initial natural or moral status, Smith adopted the concept of emulation to
account for any subsequent differentiation. He argued that, through an
appreciation of (or sympathy ‘with’) the achievements of the successful,
the poor would be motivated to further their own self-improvement.
Smith and his supporters believed, therefore, that sympathy and
emulation were inseparable sentiments: sympathy promoted society's
social cohesion; while emulation underpinned society’s continuous
progress.!
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Smith’s analysis differed markedly from that of Bell and Lancaster.
He connected emulation to sympathy, whereas Bell and Lancaster looked
to a supposed connection between emulation and competition.’? For
them, the key to educational (and social) progress was ‘pedagogic rivalry’
not ‘mutual sympathy’. Place-taking ‘contests’ were to be fought out
among ‘combatants’>* carefully macched through the ‘new’ methods of
equalized classification. In fact, Bell and Lancaster’s views on rivalry were
part of an older educational lineage, one that stemmed from the classical
writings of Quintilian®> and that had been subsequently reaffirmed by,
among others, Erasmus® and the Jesuits. 5’

Against these criteria, Smith’s social philosophy represented a clear
break with the past. As noted, he believed that sympathy was the
ultimate moral sentiment since, without it, there could be neither
emulation nor progress. Moreover, emulation was held to be about
self-esteem and self-improvement, not about conflicc and rivalry.
Finally, Smith’s recasting of these sentiments was consistent with the
early optimistic days of the Industrial Revolution. Sympathy and
emulation were to be regarded as devices for the levelling-up of human
beings, not as instruments for the further differenciation of an already
divided society.

Cisentangling Smith’s ideas about progress, sympathy and emu-
lation also makes it possible to distinguish the pedagogic practices of Bell
and Lancaster from those of Owen and Stow. The two later innovators —
Owen and Stow — not only rejected the monitorial system, they
espoused a pedagogy that was markedly collectivist in its assumptions.
By the 1820s, Owen’s teaching was designed around ‘friendly emulation’
that enabled learners to ‘go . . . forward with their companions”®; and
by the 1830s, Stow could claim that the ‘sympathy of numbers’ afforded
a ‘better and more favourable opportunity of training . . . than possibly
can be accomplished singly and alone’.??

If these quotations are representative, they support the view thac the
collectivist (vt batch) methods of class teaching did not evolve from
within the monitorial methods of Bell and Lancaster but grew, instead,
from the kind of social psychological assumptions promulgated by Adam
Smith. Nevertheless, equivalence of terminology does not prove linearity
of descent. To strengthen this hypothesis, it is necessary to fill the
chronological gaps between Smith, Owen and Stow. Insofar as Smith
wrote little about pedagogy, and insofar as he died ten years before Owen
moved from Manchester to become David Dale’s successor at the New
Lanark Mill in 1800, it is probable that other persons acted as exponents,
popularizers and couriers of his ideas. Again, therc are good grounds for
looking towards events at the Scottish universities.
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The eighteenth century was a major period of change for the University
of Glasgow. The early decades were marked by the replacement of
generalist ‘regents’ with specialist ‘Professors’ and by the spread of
English racher chan Latin as the main medium of instruction. The most
significant pedagogic changes, however, came at the end of the century
and were, it seems, initiated by pupils and successors of Adam Smith —
John Millar (Professor of Law, 1761-1801); James Mylne (Professor of
Moral Philosophy, 1797-1839); and, most notably, George Jardine
(Lecturer and Professor of Logic, 1774-1827). Jardine’s particular
contribution — besides reporting these changes in Qutlines of Philosophica!
Education (1st ed, 1818) — was to complete the transformation of the
logic class set in train by Adam Smith.

In his own words, Jardine sought to shift the substance of the logic
class awsav from the ‘mere communication of knowledge' (cf. the
influence of Ramus) towards the more general enhancement of
‘intellectual powers’, those ‘habits of thinking, judging, reasoning, and
communication, upon which the farther prosecution of science, and the
business of active life, almost entirely depend’.%® Drawing upon the
Enlightenment ideas and direct influence of Smith, Hume and Helvetius
(whom he had met briefly thrcugh an introduction from Hume),
Jardine’s revision of the logic class was two-fold. First, he replaced a
curriculum based on Aristotelian fogic with a set of notions drawn from
the nascent field of Faculty psychology. And secondly, he built his
teaching methods around the self-same psychology.

The first part (or ‘division’) of Jardine’s lectures was devoted to the
‘study of mind’ — the ‘mother science . . . from which all others derive at
once their origin and nourishment’.®! Within this framework, Jardine
chose the ‘powers of the understanding’ as his initial topic, givin()g
priority to the contributing ‘faculties’ of ‘perception’ and ‘attention’.%?
Jardine's decision to begin with these two concepts was probably not
accidzneal: he held that perception was the ‘first and wonderful
communication becween mind and macter’®?; and cthat, in turn, attention
was the instrument by which the ‘intensity’®* of a perception could be
increased. Despite these major revisions, Jardine remained true to the
traditional (i.e. post-renaissance) purposes thai lay behind the teaching of
‘logic’ to undergraduates. His intention, like Ramus’, was to give
students access to the ‘tools and engines of the intellect — seudy
techniques that would be useful not only in ihe remainder of their
student days but also in the remainder of their lives. ©°

Nonetheless, Jardine’s espousal of (a variant of) Faculty psychology
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also pr.mpted a major reorganization of the conduct of the logic lectures.
Jardine recognized that if a student’s faculties were to operate at full
power, they also needed regular execcise. Accordingly, Jardine began to
incorporate a system of extempore questioning into (and alongside) his
lectures. Moreover, such questioning was carefully designed both to
control the group and to meet the intellectual needs (as defined by
Jardine) of its individual members. Questions were not ‘put indiscri-
minately’®® bu, rather, tailored to the ‘particular circumstances of each
individual’.%” Nevertheless, as Jardine recognized, the ‘active disci-
pline’®® of the l%ic class placed ‘constant demands’ upon the ‘attention’
of all students.”” 'In [such} a class-room’, he wrote, ‘a sympathetic
animation pervades the whole'.”°
Corroborating evidence for such attention to collectivist processes
can be gleaned from the gradual extension of University prize-giving
after 1776."" Prizes given solely for achievement had been known since
the Reformation (if not earlier), but Jardine and his colleagues pioneered
a broader approach, seeking to ensure that ‘none must have reason to
consider themselves excluded’.”? By opening prize-winning to ‘every
degree of talent and industry””?, and by rewarding effort (viz. ‘regular
and spirited exertion’)’* as well as achievement (viz. ‘genius or
proficiency’)’?, it was hoped that the ‘spirit of emulation’’® would
remain buoyant in the classes of the University.
Overall, then, Jardine and his colleagues proposed a major revision

of the University lecture. In its new form it was to be construed not as a
‘dictate’ (as it had been known earlier) but as a vernacular discourse — an
‘easy dialogue’’” betwecn a teacher and a group of ‘not more than thirty
or forty’ students.”® Jardine retained the label ‘iecture’ for these teaching
methods yet,. as he clearly recognized, they also included important
elements of the ‘tutorial system'”?,

Everyone knows that the method of teaching philosophy which is

pursued in the Scottish colleges, differs considerably from that

which has been long acted upon in the universities of England. In

the former, a series of written lectures, compc.ud or compiled by

the professore, are annually delivered from their respective <hairs;

whereas, in the latter, the business of education is carried on

almost entirely by means of private reading, and a species of

colloquial examinations. In the prosecution of this last method,

the college tutor, instead of lecturing peruses certain authors

along with his pupils, explaining particular passages as he gocs

along, and conversing with them on the doctrines or facts to

which their attention has been directed. 8¢

9 "’ 87




Towards a Theory of Schooling

Vil

To anyone schooled within the classroom system, Jardine's writings seem
long-winded and unoriginal. Yet, the fact that his Outlines of Philosaphical
Education covered more than 500 pages and ran to two editions, suggests
that its contents were both new and acceptable. Jardine’s blending of
Faculty psychology and moral philosophy was a powerful argument for
the superior social efficiency of class-based teaching methods. Through
the agency of colleagues (like John Millar), fellow members of the
Glasgow Literary and Commercial Society (like Robert Owen), and
pupils (like William Hamilton), Jardine's ideas took on a life of their
own and successfully penetrated into the wider educational debates of the
early nineteenth century (for example, reform of the universities,
schooling for the working classes, state concrol of education). ?!

Their penetration, however, was far frorm inevitable. There was still
a large gulf, socially and ideclogically, between the ‘classes’ of the
University of Glasgow and the ‘classrooms’ of a model nineteenth-
century elementary school.®? In particular, why would a .orm of
instruction directed to the promotion of ‘understanding’ have any
relevance to elementary schooling — an insticution built around
Reformation notions about rote learning and catechesis? What,
therefore, were the changes in educational thinking that allowed such a
connection to be made? And who, once again, were the educational
entrepreneurs that brought them to life?

At first glance, George Jardine seems to have had very little
involvement in the schooling of the urban proletariat. Most of his
energies were directed towards the reform of the University of Glasgow
and its preparatory institution, Glasgow Grammar School. Nevertheless,
there is evidence that, if Jardine did not so much give his ideas to
elementary schooling, othets were ready to take them. A key figure in
this respect seems to have been Robert Owen. Besides their concurrent
membership of the Glasgow Literary and Commercial Society, Jardine
was also present in 1812 when Owen made his first major pronounce-
ments on educution (at a banquet held to honour a visit to Glasgow by
Joseph Lancaster).

Since taking over the management of the New Lanark Mill, Owen
had gradually become more active in reorganizing its day-to-day affairs.
In addition, the years between 1810 and 1814 seem to have been
particularly profitable, enabling Owen to invest in major managerial
reforms (including alterations to the factory school feunded by David
Dale). The culmination of these moves came in 1816 when Owen entered
into a new partnership with a small group of London-based financier-
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(Redvawn to scale from Statement by the directors of the Edtnburgh
Academy explanatory of the schema of that inatitution,
Edinburgh, 1824).
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Figure 4
Early appearance of the term classroom in school architecture. Taken from one of the
founding documents of Edinburgh Academy: Statement by the Directors of the
Edinburgh Academy Explanatory of the Scheme of that Institution. Edinburgh, 1824
(Glasgow University Library)
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philanthropists. Henceforth, having paid a four percent dividend to his
partnets, Owen was permitted to reinvest the remainder of the mill’s

profits as he saw fit.

The influence of Enlightenment (as opposed to charity school) ideas
at New Lanark is most evident in the eventual layout, pedagogy and
rationale of the ‘New Institution for the Formation of Character’
(designed and builc between 1809 and 1816). The insticution -— a kind
of educational and community centre — was intended as a means by
which Owen could extend his influence over the New Lanark workers and
their children. Owen’s son, writing in 1824, reported not only that the
insticution coatained a ‘lecture room’ and various schoolrooms, but also
that older children were taught advanced subjects (for example, natural
history) through ‘sensible signs and conversation’ in ‘familiar lectures’
that were delivered ‘extempore’ to ‘classes of from forty to fifty’.®® This
parallelism between Owen’s and Jardine’s ideas seems to have arisen from
the fact that both men were particularly interested in promoting a mental
rather than a corporal discipline among their students, albeit for different
reasons.

For his patt, Owen believed that the disruptions caused by the
Industrial Revolution — Scotland had undergone a twelve week national
weavers strike in late 1812 — would be better contained if levels of
schooling could ke raised. If children could be taught to understand the
‘inseparable connection’ between their own interests and ‘the interests
and happiness of every other individual’®® then, so Owen believed, the
harmony of society would be restored.

This realignment within Owen's social philosophy was part of a
wider educational groundswell.®® With others, Owen argued that
rationality (the promotion of understanding) was as appropriate to the
‘character’ of the lower classes as it was to the ‘active life’ o the upper
strata. Unlike the conservatives of the day -— who assumed that the
virtue (and docility) of the working class could be assur. merely through
the inculcation of habits — Owen claimed that, for all people, a more
‘durable’ character would be formed if ‘the mind fully understands that
which is crue’.%’

For such reasons, then, a range of ‘intellectual’ (or ‘rational’) systems
of working class schooling began to appear in the carly nineteenth
century.® Whereas urban elementary schooling in Britain before 1815
was structured around a presumed linkage between virtue and piety,
subsequent initiatives paid much more tribute to beliefs about the
connection between virtue and rationality. Thus, it was from theorists
like Jardine and Owen that post-1815 educators took their pedagogical
models. There was a new-found pedagogic potency in the claim chat
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young people could acquire moral and intellectual rationality through
the medium of class-based instruction. But this was not the end of the
macter. Insofar as class-based ‘instruction’ required the orchestrating
presence of a teacher, its adoption could also serve as a basis for pupil
weveillance. Indeed, this dual appeal — managerial and pedagogic —
attracted much of the ideological capital that eventually brought the
‘classroom system’ into being.

VIII

This chapter has identified some of tlie ideological tenets that enabled
'simultaneous’ methods to appear more socially meaningful than
individualized instruction. For the sake of coherence, the ideas of Adam
Smith, Andrew Bell, Joseph Lancaster, George Jardine and Robert Owen
have received particular attention. No claim is made, however, that these
theorists fully comprehended the range of ideas circulating in the eatly
nineteenth century.®”

At one level, then, this chapter can be regarded as a case study of a
more general phenomenon — the extension of mass schooling. Within
sucha framework, the choice of Glasgow is purely arbitrary: Manchester,
London, Amsterdam or Paris would have served the same purpose. At
another level, however, the choice of Glasgow is less than arbitrary. The
early appearance of the word classroom in that city allows an alternative
reading — that Glasgow’s importance as an intellectual and economic
centre enabled it not only to invent a solution to the problem of urban
schooling but, more important, to export such ideas to all parts of the
(English-speaking) world. In these terms, then, the ideas of Jardine and
Owets had an initial crading advantage over equivalent notions (f).
example, those of Pestalozzi) that, elsewhere, were also emerging from
the common European heritage of charity schooling and Enlightenment
philosophy. '

By the 1840s, however, such a free market in ideas increasingly
became the subject of state intervention. Thercafter, pedagogic practices
were regulated more along national than international lines — albeit
against a common background of the spread of capitalist forms of factory
production. Indeed, as suggested in the following chapters, a full
account of the classroom system must accommodate cthese later
developments just as much as it should pay actention to the nureuring
conditions of the Enlightenment and the Industrial Revolution.
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