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Preface
MARGARET SMITH CROCCO

This book has been a long time in the making. Why
that is so needs explaining, because the reasons are historically significant. They suggest larger truths about
the state of historical research, gender equity, race relations, and of course, social studies as an academic en-

terprise. This preface and the chapter narratives that
follow are an effort to lay out these issues so that the
story of women working in the social studies can be
placed within a broad intellectual and social context.
Social studies education is most commonly conceived of as citizenship education. Since the birth of
the republic, women have contributed towards this end
in a variety of formal and informal ways. When women
of the late 18th century took on the role of "republican

motherhood" by developing civic virtue in their offspring, they practiced citizenship education. As compulsory education spread across the country during the
19th century, numerous female authors and educators

belief that a kind of intellectual fog, for which words
such as "sexism" and "patriarchy" have been used, inhibited until quite recently the seeing of women as contributing agents to the social studies.
This "insight" has made itself painfully obvious to
anyone bringing feminist sensibilities to reading the histories of the social studies. As a result of the 75th anni-

versary of the founding of NCSS, several important
works were published.2 This research has been valuable
in establishing an "official history" of the social studies,

as manifest through the development of the premiere
organization of the field, NCSS. These narratives have
focused on "great men" from elite universities responsible for shaping the field in institutionally sanctioned
ways. These works have neglected the roles played by
women, whose contributions in advancing the social
studies were made more commonly at the grassroots
level

in schools, as supervisors and textbook authors,

undertook the task of laying out suitable form and content for the history and geography of formal schooling.
By the time social studies took its contemporary shape
in 1920, teaching had become a feminized profession.
Women teachers and teacher educators embraced the
new discipline of social studies, developing its theory,
method, and practice in distinctive ways.' Today, women

and at the margins of institutions such as NCSS and
elite universities. What is dismaying, however, is that
none of the authors of these historiographic works

find themselves well represented across all domains
within the social studies, serving as the majority of all
twelfth-grade teaching. Women also represent a sizable
proportion of all social studies teacher educators work-

Although this oversight surprises less than it disturbs, the social studies field has features that make its
narrative different from those of law, medicine, science,
or even academic history. For example, Bessie Pierce,
the first female president of NCSS, took over the reins

ing in colleges and universities. Over the last twenty

of the organization in 1926. Between that date and

social studies practitioners in kindergarten through

years, the increasing number of female presidents of the
National Council for the Social Studies (NCSS) offers
further evidence of women's enhanced visibility within
the field.
Using the words "enhanced visibility" is a deliberate choice, but one requiring comment. We might have
used an alternative phrase such as "enhanced presence,"
especially if we were writing about the history of math,
science, law, or medicine. It is quite clear that women
have always been a presence in social studies. By contrast, "visibility" implies "one who sees" as well as "some-

thing to be seen." This word choice underscores our

problematized, at least in print, the portrait they painted
of a field seemingly dominated by men or questioned
what the women were doing as far as social education
was concerned.

1984, fourteen women in all led NCSS. Numerous oth-

ers served in leadership roles at the county and state
levels and as curriculum developers, supervisors, theorists, teacher educators, and classroom practitioners. If
we think more broadly about social studies by considering forms of social education antedating the establishment of the formal domain of social studies in 1921,
the number of women who have shaped the field grows
even larger.
Using the term "social education" suggests that edu-

cation about democracy and citizenship has occurred
in a variety of settings beyond the school. In this book
9
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as well as in previous work,' we have defined social edu-

cation as teaching and learning about how individuals
construct and live out their understandings of social,

political, and economic relationspast and present
and the implications of these understandings for how
citizens are educated in a democracy. Women such as
Jane Addams and Eleanor Roosevelt have been intimately and prominently involved in social education.
Likewise, school-based social studies, unlike traditional academic fields such as history, has always had a

hybrid status, with strong attachments across institutional boundaries of school and university. As a result,
there have always been more avenues for involvement

of women than was the case in disciplines identified
more prominently with postsecondary education. Over
the last several decades, as women's roles have moved
towards greater equity of opportunity, women have assumed leadership positions in even larger numbers in
academic disciplines, at least within the humanities, and
to a lesser extent, the social sciences. At the same time,
the feminist movement has resulted in spreading consciousness by many women and men of the gender dynamics shaping modern society.
Nevertheless, the major historiographic works within

the social studies have largely ignored these developments. Even those written by women, such as Hazel
Hertzberg's significant publication Social Studies Reform,

1880-1980 feature very few women.' To the degree that
such monographs rely on one another in outlining the
important figures and crucial milestones in the evolution of the social studies, they perpetuate a monolithic
vision. Clearly, more primary research needs to be done
about the many questions that remain unanswered concerning our field's origins and development, especially
the forms of citizenship education found among diverse
groups in the United States.
If we widen our gaze and move beyond the record

found in conventional histories, we see that women's
contributions to the field have been significant. Archival data, anecdotal information, oral histories, and other

forms of communal memory, especially as seen from
within the landscape of the feminization of teaching,
indicate that women played crucial roles in shaping the
social studies. Why, then, this invisibility? In sum, we
believe that women's absence from the historical record
derives less from a lack of sustained contribution to the
social studies than from historians' unwillingness or
inability to perceive and acknowledge that contribution.
10
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In this book, we write a history of the social studies
that owes much to the expansive approach represented
by the work of Bernard Bailyn and Lawrence Cremin.
These scholars believed the history of education should
be written as social history, encompassing the array of
institutions and agents that contributed to the socialization of youth.' We recognize that since the mid-19th
century in most parts of this country, the formal pedagogy of schooling has been the fulcrum of citizenship
education. Nevertheless, we also consider settlement
houses during the progressive era and citizenship schools
associated with the civil rights movement as alternative

means by which diverse groups transmitted their concern for citizenship education. These shadow institutions functioned to raise questions about who gets recognized as a citizen and what a citizen's rights are during critical periods in American history when such issues were hotly contested. At such moments, in settings
such as segregated schools, the equitable reach of the
traditional agencies of citizenship education was indicted, and the verdict rendered that schools had failed
in their mission to promote "advanced ideas about democracy."' In our effort to write this more inclusive
history of our field, we acknowledged the exclusions
that have been part of our shared history, and we attempted to compensate for them by casting a wide net,
which moved us into the realm of social education.
Making Choices
In selecting the women to be included in this book, we
started by establishing the following criteria: The women
included should be those (1) whose careers as educators
concerned with citizenship education covered a sizable

span of years in the 19th and 20th centuries, but who
had retired by the mid-1990s, which allowed their full
career paths to be described; (2) whose work influenced

the offerings, instruction, or conceptualization of the
social studies or those school subjects ordinarily included

in the social studies; (3) whose influence had at least a
strong regional, but preferably national impact within

these areas; and (4) whose impact can be assessed
through documentary or testimonial evidence of a sufficient scope to allow for well-grounded historical accuracy of biographical treatment.
We devised a proposed list of candidates generated
by an initial exchange of candidates' names with a group
of experts in the field. We then mailed ballots to a larger
group of twenty-six experts, all of whom taught social
studies education at the college and university level and
were familiar with its history. The response we received

from these consultants largely governed selection for the
book and provided an enthusiastic endorsement for its
concept. Several new names were also added as a result

To some extent, we mitigated this problem by adopting a broad perspective of work in social education. Our

of this process. Throughout the nomination phase, we
were struck that our experts (both men and women)
often did not recognize several of what we took to be
the more "prominent" names on our list. This observa-

would be recognized as working "within" the social stud-

tion supported the guiding assumption behind this
book: The major female social studies educators of the
past, even women deemed pre-eminent by their contemporaries, are not well remembered today.
This collective amnesia was compounded when we
turned our attention to the matter of race and ethnicity
during the nomination process. We were committed to

including a diverse representation of women in this
book, but were dismayed so few names of women of
color emerged. We placed calls for nominees with appropriate online listservs and newsgroups affiliated with

the American Educational Research Association, the
College and University Faculty Assembly (CUFA) of
NCSS, and Special Interest Groups related to these organizations in an effort to solicit names of nominees
from more diverse backgrounds. Unfortunately, we
achieved little success with these efforts. Our failure
raised a set of interesting historiographic questions about
the particular invisibility of women of color within the
social studies and our own inability, as white authors,

to deal effectively with a legacy of racism and

primary goal was to feature women in this book who
ies field. However, bearing in mind the broader tradition of social education, we decided to include a few
women, some white and some black, who were not conventionally associated with social studies education. The
contributions of figures such as Jane Addams, Ella Baker,

Septima Clark, and Eleanor Roosevelt to citizenship
education were simply too great to be left out, despite
their lack of formal ties to mainstream organizations
within the field.
Still, we must acknowledge our own acute sense of
failure to identify more women of color for this book,
those who taught social studies and citizenship education in the barrio, on the reservation, and in the segregated schools of the South. We are not satisfied with
the limited number of more recognizable names included here who must "stand in" in a sense for those
less well known. Although our nomination process attempted to be systematic, we are aware of the role of
serendipity (in this case related to geography) in bringing to our attention the names of black women such as
Deborah Partridge Wolfe. But what of Chicana and
Native American women who also served to promote
citizenship education? Despite extensive efforts over the
last several years, we were unable to identify a more di-

discrimination.
We considered whether it was the case that cultural
and institutional racism had prevented minority women
from achieving prominence and/or whether we simply
didn't know of these women's efforts. Over the past two
centuries, de jure segregation in the South and de facto

verse pool of candidates for this book. If education is
indeed life, rather than merely preparation for life, as
John Dewey believed, then education has an obligation
to mirror the richness and diversity of life. As a field
dedicated to citizenship education, this mandate must

segregation in the North prohibited many women of
color from achieving the kind of national prominence

itself is incomplete, we hope that its publication will
stimulate further investigation into those women and
men who have contributed to citizenship education
across a more diverse array of communities and in a
broader variety of ways than those represented here.

we called for in our selection criteria. For example, we

know that many women of color worked diligently
within their own communities to promote Black history and citizenship education. They have labored often times under the auspices of organizations like the
Association for the Study of Negro History and Life,
the National Council of Negro Women, the National
Association of Colored Women, and the Black sorori-

be taken seriously. While we acknowledge that this book

Contribution History
Social studies scholar Mary Kay Tetreault has called
"contribution history" an approach that includes women
in the historical narrative when they meet "male stan-

ties. Moreover, their efforts generally escaped notice by
white society. Perhaps this legacy of indifference toward

dards of greatness."7 Contribution history has been criti-

the work black women have done was manifesting itself once again in our shared lack of awareness as "experts" in the field of social studies education.

the historic annals at almost any cost. Furthermore, some
scholars undercut women's history generally by dismiss-

cized in some circles as striving to bring women into

ing almost any form of it as contribution history. We

I. 9'
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believe, however, that histories focusing on women's
contributions have a foundational role to play in helping to rewrite the history of the field, especially to the
degree that they explicitly challenge "male standards of
greatness." We see our gambit of broadening social stud-

ies to social education in this light. In considering the
difference between contribution history and "transformative history," which truly reshapes collective understanding of a field, we wish to make several additional
points.
First, it merits notice that the writing of history is a
normative enterprise. Cultural values imbricate our
understanding of historical significance. In this culture,
wealth and power have brought greater opportunity for
historical memorialization, while anonymity and conventionality have guaranteed historical obscurity. To the
degree that women have been limited in their access to

wealth and power, and even to individuality, it is not
surprising that such a standard has limited the number
of women included in written history, as Mary Beard
pointed out over fifty years ago.'
When women's history gathered steam thirty years
ago as part of the larger movement called "social history," norms related to historical significance shifted.'
Today, consideration of large-scale cohorts, mass move-

ments, "obscure" individuals, and long forgotten historical episodes has been used to illuminate and even
uproot conventional historical narratives. Scholars such
as Gerda Lerner, Natalie Zemon Davis, Joan Scott, Joan
Kelly, and Laurel Thatcher Ulrich, among others, have
demonstrated the capacity of women's history to alter
accepted conceptualizations, periodizations, and inter-

pretations of the historical narrative. Some question
whether the field has any capacity remaining for the
larger, synthetic narratives of earlier epochs of history
writing.
The second point to make in this vein is the shift in

the kinds of questions that get asked about women's
history. In this book, we pose the question about the

history of the social studies will no longer be
apprehended as isomorphic with that of NCSS but will
reflect a richer constellation of concerns, approaches,
and frameworks that inform but are not limited to the
field's institutional expressions. This transformed understanding will also heighten our awareness of a central paradox of our field that has gone without remark
for too long: that even as women (and African Americans, Asian Americans, Native Americans, and Hispanic
Americans generally) were promoting citizenship education, they were denied the full prerogatives of citizenship. If this book clarifies the work still needing to be
done to resolve such contradictions, then readers may

judge this book itself a contribution to citizenship
education.
Notes
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3.
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6.
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history of the social studies and women in this manner:
"Over our nation's history, how have women's lives and
work reflected a concern with citizenship education?"

We do not ask the question of traditional historiographers: "Have there been any important women in social studies?"

Asking the former question may yield new information that could be characterized as contribution history, but it could also transform our understanding of
the nature, agents, and legacy of the social studies. The
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Introduction
MARGARET SMITH CROCCO

After the birth of the American republic, women helped
build a new social order in a manner that reflected the
ideals of demoCracy but was constrained by gender ideology suggesting that women's contributions should be

confined to the private sphere of home and family.

Abigail Adams and other educated women like
Judith Sargent Murray and Mercy Otis Warren hoped
the revolutionary principles of the 1760s and 1770s
would bring a more equitable society, one that adhered
less rigidly to the patriarchal social arrangements of
England. While historians have debated the radicalism
of the American Revolution,' many who supported the
patriots' cause found themselves disappointed in 1789
with the limited reach of the democratic changes con-

response to the relatively wide distribution of the franchise, Dr. Benjamin Rush of Philadelphia in the 1790s

promoted education for women under the banner of
"republican motherhood." Rush believed providing for
a literate (white, male) electorate was essential to the
democratic experiment. In this context, literacy meant
the ability to read, write, and perform simple arithmetic
calculations. Such an education wedded to the devel-

opment of "civic virtue"reason, integrity, independence, and "manliness," or the willingness to take up
arms to defend the nationwould enhance the strength

women citizens. Despite New Jersey's brief experiment

and stability of the new republic, he believed.
As many historians of education have pointed out,
the United States' developing interest in education was
defined chiefly by the utilitarian principle of building a
democratic nation within the context of an agricultural
economy. Although a number of colleges were established in the United States during the 18th century, their
purposes were closely tied to the preparation of a welleducated ministry. For the rest of the American popu-

with giving women the franchise between 1776 and

lation, the modest educational goals of literacy,

1807, women and blacks across the country found them-

numeracy, and moral education sufficed.
In this enterprise, Rush believed that women could
make a unique contribution. He promoted the creation
of female schools, such as the Young Ladies Academy

solidated under the framework of the United States
Constitution.
In a letter written to her husband, Abigail Adams'
famous admonition to "remember the ladies" yielded
little opportunity for direct political engagement by

selves in much the same position after the Revolution
as they had been before. Citizenship offered women few

prerogatives, certainly not the right to vote.2 Elizabeth Cady Stanton and Lucy Stone pointed out repeatedly during the 19th century women's rights campaign
that propertied female citizens suffered the same indignity as the colonists had: taxation without representation. States rarely provided women with economic or
legal rights as independent persons apart from their husbands or fathers.
As a result of the ratification of the U.S. Constitution, African Americans suffered under a slave system
that was now constitutionally protected. This sanction
strengthened slavery's grip across the South. At the same

time, the Constitution weakened slavery in the North
where the "peculiar institution" was less profitable than
in southern economies based on plantation agriculture.
Despite these problems, the builders of the new republic did not entirely forget the ladies. During the fifty
years after the ratification of the U.S. Constitution, states

in Philadelphia, for educating women who would be
pivotal in nurturing republican offspring. Only small
numbers of women attended such schools during the
late 18th and early 19th century. More typical of the
means by which women received educations at this time

is the story of Hannah Adams. Her father encouraged
Hannah's use of his private library and even provided
access to private tutors. In middle class households across

the North and South, many daughters gained an education in this manner alongside their brothers. While
the content of such education for sons and daughters
might be roughly comparable, parents saw the aims of
female education as Rush did. Daughters applied their
education within the private sphere of the home. Sons
took their education into the public sphere of commerce,

industry, and agriculture, thus shaping the fortunes of
the new nation directly.

dismantled property qualifications for voting. In
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As the 19th century unfolded, several individuals,
the best known among them Noah Webster and Horace
Mann, began to consider more deeply the education
demanded by a democratic republic. These men sought

for only a few years before marrying and tending to her

to use education to shape a distinctive and self-conscious

ing of women. Although the legislature refused her request, Willard managed to put together private funding to open a school in Troy, New York. With Catharine
Beecher, Willard helped to normalize the teaching profession as a hospitable place for women, one consonant
with women's duties to home and family. By the mid19th century, the gender ideology of the day stressed
women's moral nature. What has been called "the cult
of true womanhood" prescribed purity, piety, domesticity, and submissiveness (to God and man) for middleclass women. Beecher and Willard successfully leveraged these qualities in their bid to have women considered as "natural" candidates for teaching.
Hannah Adams and Emma Willard shared a set of
convictions about the nature of education for students
and teachers in a democracy. They held that curriculum should build the moral character believed necessary for citizenship. Willard's curriculum at her school
in Troy emphasized moral and religious learning, as well
as literary, domestic, and artistic pursuits. Like Lucy

American culture, defined in large measure by its distance from old world ways. Even earlier than Webster

and Mann, Hannah Adams found inspiration in the
idea of creating a unique American approach to education. Adams created new approaches to history and geography, especially for the expanding educational marketplace of Massachusetts, a laboratory of public education. Adams' history and geography texts emphasized

the stories of common folk alongside those of elites.
Although she felt that the study of history should inculcate national pride and serve as moral education, she
did not seek to accomplish these ends by mythologizing the nation's leaders. Instead, she stressed the importance of deriving moral lessons from stories grounded
in history. Adams also advocated study of the history of
the world's religions as a means of promoting religious
toleration in a diverse society.
Adams herself was not a teacher. In an unusual move
for a woman, she signed her own name to her books in
an effort to claim the status of author. Even rarer for a

woman, Adams attempted to make a living from her
writing. As public education expanded, the rapid development of female literacy closed an earlier gap between the sexes. Many other women became authors,
especially of fiction, and made a living from their writing. So many became popular writers in the mid-19th

family, as many did, she needed preparation for the
work. Willard lobbied the New York state legislature
for support of a female academy for the teacher train-

Salmon later in the 19th century, Willard advocated
teaching history in a manner that heightened student
interest, avoided rote memorization, and promoted critical engagement with historical materials.

Horace Mann had argued that the form and direction of learning should begin with sympathy for the

ment of their success by calling them those "damned

child. He endorsed women as superior teachers, believing that they generally possessed the tenderness, gentility, and patience necessary for education that was child-

female scribblers."

oriented. In 1839, the first public normal school for

Expanding educational opportunities produced a
growing cadre of female teachers as well as female authors. Horace Mann's leadership in establishing public

teacher preparation was established in Lexington, Massachusetts.' " (Normal schools were teacher training institutes designed to serve as a norm, or model, for the

education in Massachusetts spread to other states

profession.)5 Mann astutely recognized the strain on
states' budgets that public education produced. Since

century that Nathaniel Hawthorne expressed his resent-

throughout the 19th century. By 1850, over half the
nation's school-age white children were enrolled, although great variation existed from state to state in attendance, funding for public education, and length of
the school year.' As towns across the country built public schools, a shortage of teachers developed. The low
status and poor pay of teaching partially explains why

educated young women were given the chance to fill
these new jobs.
Emma Willard saw opportunity for women in the

towns paid women half or less of a man's salary, Mann's

advocacy of women as teachers can be interpreted as
both economically motivated and pedagogically justified. By 1860, 80 percent of the teachers in Massachusetts were women. Across the eastern states, the figure
was much lower (25 percent), but rose rapidly as cities
grew in the last quarter of the century.6 By 1900, 75
percent of all teachers were women, with that proportion much higher in cities.?

growth of public education. Even if a woman taught
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Horace Mann's formula for the provision of public
education in Massachusetts spread across the country
throughout the second half of the 19th century. The

for the first women's rights meeting within the United
States. Both Stanton and Anthony believed suffrage to
be the linchpin for accomplishing everything else and
spent their lives working towards this end.
The meeting at Seneca Falls set in motion a series of
comparable events across the United States that gradually but fundamentally changed women's status as citizens over the next one hundred years. Stanton and An-

cult of true womanhood and doctrine of separate spheres

(demarcating the home as the woman's and the rest of
the world as the man's) were both justified by cultural
understandings of male and female "temperaments" as
distinct, if not polar opposites. Woman's lot in life thus
lay in creating a home that would serve as refuge for her
husband, who required a sanctuary from the hurly-burly

thony understood the pivotal nature not only of the
ballot but also of education. Without access to higher
education, in particular, the professions and pulpit
would remain closed to women. In 1860, almost one
out of ten women over the age of ten who were not

world of commerce and industry. To the extent that
women wished to or needed to work, they might adopt

teaching, a profession for which they were believed
uniquely well-suited. For middle-class women, such

slaves were wage earners. Their options for occupation

work would most likely be a temporary transit between

were severely limited, howeverto servants, seam-

the end of their education and the onset of marriage
and family life. Only in the case of women willing to

stresses, teachers, or mill operatives. By 1870 close to
14 percent of all women worked for pay; by 1910 that
number increased to more than 20 percent of women
over sixteen.'
Thus, the question of women's access to education,
and to higher education especially, became a live and

forego marriage entirely could lifelong pursuit of a teaching career be entertained as a possibility. As the century

proceeded, however, more and more women seemed

willing to accept these terms in order to acquire a
profession.
Women's rights leader Susan B. Anthony chose this
option. From her early teens, Anthony taught school in

upstate New York in order to help her father pay the
family's bills. She discovered firsthand just how unfairly
women were paid. In 1839, she left home to teach and

administer at two schools, one a Friends Seminary in
New Rochelle, and another near Rochester called the
Canajoharie Academy. Eventually Anthony grew dissatisfied with teaching. Not coincidentally, one must
assume, she became attracted at about this time to the
women's rights movement.°
In 1850, Anthony met Elizabeth Cady Stanton. Although Anthony had not attended the famous meeting
for women's rights at Seneca Falls, New York, in 1848,
her parents and younger sister had. Amelia Bloomer,
the advocate of dress reform for women, introduced
Anthony to Stanton, launching their lifelong partner-

ship to make the "Declaration of Sentiments," the
women's rights platform constructed at Seneca Falls, a
reality. Modeled after the Declaration of Independence,
this document enumerated the various ways in which
men had exercised tyranny over women and usurped
their rights. While ownership of property and deprivation of access to employment were major complaints,
restriction of access to education also figured centrally
in the women's grievances. Suffrage was the only demand not unanimously supported by those convened

pressing concern during the decades after the Civil War.

Public high schools awarded increasingly more diplomas as compared with private academies. By the late
19th century, the enrollment of women in secondary
education eclipsed that of men. Normal schools provided an alternative or capstone to the standard high
school curriculum for many women, as did the growing number of colleges and universities. In 1870, 11,000
women attended college, comprising 20 percent of the
student population. By 1900, this number had grown
to 85,000, making women nearly 37 percent of those
enrolled.'° These institutions drew mainly from the expanding middle class and were overwhelmingly limited
to white women. Oberlin College was the first to gradu-

ate a black woman, Mary Jane Patterson, in 1862.
Anna Julia Cooper estimated that by 1891 only thirty
black college women could be identified in the entire
country." During the 1880s when the first generation
of women graduated from college, two-thirds of all those
who sought employment became teachers.' 2 This group

included many black women, like Fannie Jackson
Coppin, Lucy Laney, and Nannie Burroughs, who
throughout the Jim Crow South helped to staff segregated school systems for black children.
As women seized the opportunity for education in
ever increasing numbers, social scientists discovered to
their dismay that college-educated women were not
marrying at the same rate as other women." At least
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tion, historians have identified two distinct categories

one-fourth of women graduates never married, a proportion double that for non-college women. Likewise,
even those who married produced fewer children. In
the "female world of love and ritual" that these women
created, individuals like Jane Addams, creator of Hull
House, and Lucy Salmon, historian and Vassar profes-

of progressives: those they call administrative
progressives, a more conservative group who promoted
the centralization and bureaucratization of schooling,
and those considered Deweyan, child-centered, or liberal progressives who wished to use the state and schools
as instruments of social justice.'8
Both camps sought to "help" immigrants adjust to
American life, often through the agency of schooling.
On the one hand, figures associated with the origins of

sor, found themselves freed from the constraints of Victorian marriage and able to pursue careers demanding

intense levels of commitment:4 Like Addams and
Salmon, many of them fought for suffrage. As the life
of Mary Sheldon Barnes demonstrates, women who
married typically abandoned or compromised their careers to accommodate their husband's career interests.
Employment options in college teaching for women

social studies like Thomas Jesse Jones felt education

should override the traditional cultures of African

women's college, represented the most common accommodation for women with Ph.D.s. For a married woman
like Barnes, following her husband to a coeducational

Americans, Native Americans, and immigrants. A report by the Commissioner of Indian Affairs in 1901
maintained that all the federal government money expended had been a waste.'9 The report suggested replacing boarding schools with public day schools on
the reservations. In both forms, however, extirpation of

institution meant settling for a position below that of

the indigenous culture was attempted. Likewise,

professor.

Booker T. Washington's regimen of industrial, tradesoriented education catapulted him into pre-eminence
in national educational circles where white leaders were
only too eager to coopt his educational rationale in an
attempt to keep blacks in a subjugated position within

were quite limited. Salmon's position at Vassar, a

By the turn of the century, urbanization, industrial-

ization, and massive immigration had created a new
national consensus concerning the means and ends of
education in a "modern" nation. By 1890, twenty-seven

states had enacted compulsory attendance laws:5 In
response to the challenge of compulsory education for
a rapidly growing population, educational policy mak-

American society.2°

ers established what has been dubbed "the one best system."I° Centralization and bureaucratization characterized this approach to schooling. As in Mann's time, the
educational mandate lay in expanding schooling while

keeping costs under control. The "cult of efficiency"
applied Frederick W. Taylor's time and motion studies
for business to schools.'?
These realities produced a change in the mission of
education. No longer was schooling chiefly about moral
or civic virtue, but instead it concerned itself more de-

liberately with economic betterment and citizenship
education. Heightened attention to economic goals reflected educational and civic leaders' desire to fit graduates to the demands of an industrialized workplace and

to assimilate immigrants as quickly as possible to the
American civic polity.

The progressive period in American politics and

education can be thought of as a tree with many
branches. Reformist in nature overall, progressivism in
practice often split into contradictory directions at the
local, state, and national level. In the realm of educa18
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By contrast, Jane Addams' settlement in Chicago,
Hull House, took a different approach to the education
of immigrants and to a lesser extent, African Americans. Addams' educational philosophy called for recognizing the value and preserving aspects of the traditional
culture. She hoped Hull House would serve as a model

for recreating urban schools according to this ethos.
Other progressives like Leonard Covello in New York
City thought that schools should become the hearts of
their communities, providing an array of social services
such as after-school care, medical exams, free lunches,
summer recreation programs, speech therapy, vocational
counseling, and instruction in English and citizenship.
Schools could thus become broadly socializing agencies, dedicated to bringing marginalized groups into the
mainstream, albeit generally on the mainstream's terms.
These progressives recognized that occupation was no
longer capable of bringing about social cohesion in the
face of urbanization, immigration, and industrialization.
According to Paula Fass, progressives believed that in
this changing environment, formal education ought to

serve as "the strategic basis for adult preparation and
community survival."2'

Once again, new goals for education demanded new
pedagogical approaches. Social reformer Grace Abbott,

like many of the women profiled in this book,
disparaged the "steamroller approach" to schooling.22
One size did not fit all in these educators' judgment;
they believed schools run like factories violated sound
educational principles. Their child-centered approach
has been associated with John Dewey, but took many
forms in practice. Salmon demonstrated one application when she began her students' investigation of his-

tory by asking them to examine the world around
themthe backyard, kitchen, and main street. Barnes's
promotion of object-based teaching emanated from this
same inclination to begin the educational process with
found objects that would lead to students' discovery of
the concrete and abstract realities associated with home

environments. At once inductive and particularistic,
these educational approaches engaged students in analy-

sis of their world, leading them to richer conceptualizations and enhanced powers of inquiry and
inference. Like those ofAddams, the strategies of Barnes
and Salmon reflected openness to the cultures of home

and community. Furthermore, in using an inductive
approach to learning rooted in students' own life experiences, these scholars trained students to think for themselves in a systematic and empirically oriented fashion,
thus subtly undermining the "received wisdom" dominating the classical curriculum of their day.
Addams, Barnes, and Salmon were among the first
generation of women to receive a college education. In
her biography, Addams acknowledges the paradox produced by this privilege in the lives of her fellow female
college graduates. "Well educated with nothing to do"
captures the conundrum these women confronted. In
establishing Hull House, Addams solved a twin set of

problems: her own quandary about what to do with
her education, and her desire to be responsive to the
needs of immigrants. The solution of the settlement
house offered a means for both parties to live in new,
creative, and more satisfying ways. As Nancy Woloch
put it, Hull House gave Addams a socially sanctioned
manner of replacing the "family claim" with a larger,
public one that contained both an intellectual challenge
and the opportunity to do benevolent work."
While largely satisfying for many women, the college experience also produced difficulties related to the

cultural sense that too much education damaged a
woman's frail constitution. Many women could recollect an experience like the one described by Lucy Salmon

with Woodrow Wilson, who found himself uncomfortable teaching women at Bryn Mawr and let it be known.
Likewise, the famous sociologist, Franklin Giddings of
Columbia University, told the graduating class at Bryn
Mawr that "the social order demanded the subordination of women."24 Salmon responded to these sorts of
experiences not, she said wryly, with "inspiration," but
rather with the "courage to disprove the doubts."25 In
these early generations of female college graduates, there-

fore, was often born a sense of refusalabout marriage,
gender ideology, and women's status as citizens. After
1900, college women founded suffrage organizations
from campus to campus, organized debates and lectures
by suffrage leaders, and like Lucy Salmon at Vassar, often braved administrative disapproval in so doing. As
Keith Melder put it, "not every educated woman was a
rebel, but nearly every rebel had been educated.""
Disciplinary specialization and the development of
professional organizations appeared almost in tandem

in the early 20th century. The National Council for
Teachers of Mathematics and the National Council of
Teachers of English were both established by 1920.27 In
1916, the National Education Association promulgated
a report on secondary education that has been seen as a

watershed in the history of the social studies." Within
five years, the National Council for the Social Studies
was launched, establishing an institutional framework
for a field that had been evolving for over a century.
The 1916 NEA Report had formalized this evolution
by establishing a secondary school social studies scope
and sequence. The report called for courses in community civics, world history, and modern problems that
were new additions to the standard secondary curriculum of the day, alongside perennial course offerings such
as American history. In 1920, educators from Teachers

College, Columbia University, called for a meeting in
Atlantic City the following year that would effectively
found the modern social studies movement.
Coincidentally, 1920 also marked ratification of the
19th Amendment to the Constitution, giving women
the right to vote. Women's rights leaders such as Alice
Paul inveighed against a sense of closure at this moment, lobbying immediately for an equal rights amendment to give fuller expression to women's equality under the law. Still, many women found tremendous satisfaction in the culmination of an effort that had been
almost one hundred years in the making. As women

began voting and consideration of the next phase of
their incorporation into the full life of the republic,
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many women social studies educators recognized that
they were well-situated to deliver citizenship education.

In the chapters that follow, their contributions to a
richer, more inclusive understanding of citizenship education will be discussed.
Notes

See for example, Gordon S. Wood, Radicalism of the American
Revolution, (New York: Random House, 1993).
2. The question of whether women were, indeed, citizens under
the law was formally adjudicated in the Supreme Court case,
Minor v. Happersett, in 1874. See Eleanor Flexner, Century of
Struggle: The Woman's Rights Movement in the United States (Cambridge, MA: Harvard University Press, 1959, rev. 1975), 172.
3. Nancy Woloch, Women and the American Experience (New York:
Oxford, 1984), 125.
4. Urban and Wagoner, American Education: A History, 2nd ed.
(Boston, MA: McGraw Hill, 2000), 109.
5. Urban and Wagoner; Joseph Watras, The Foundations of Educational Curriculum and Diversity: 1565 to the Present (Boston,
MA: Allyn and Bacon, 2002)
6. Woloch, 129.
7 Woloch, 247.
8. Edward James, Janet James, and Paul Boyer, Notable American
Women, vol. 3 (Cambridge, MA: Belknap Press, 1971), 52.
9. Alice Kessler-Harris, Women Have Always Worked: A Historical
Overview (New York: Feminist Press, 1981), 73.
10. Barbara Solomon, In the Company ofEducated Women (New York:
Oxford, 1984), 63.
11. Anna Julia Cooper, A Voice from the South (New York: Negro
Universities Press, 1969; reprint of 1892 edition), 3.
12. Woloch, 247.
13. Carl Degler, At Odds (New York: Oxford University Press, 1986),
1.

34.

14. Caroll Smith-Rosenberg, Disorderly Conduct: Visions of Gender
in Victorian America (New York: Oxford University Press, 1985).

15. Urban and Wagoner, 172.
16. David Tyack, The One Best System (Cambridge, MA: Harvard
University Press, 1974).
17. Raymond Callahan, The Cult ofEfficiency (Chicago, IL: University of Chicago Press, 1962).
18. Urban and Wagoner, 200.
19. Vine Deloria, Jr. ed., American Indian Policy in the Twentieth
Century (Norman, OK: University of Oklahoma Press, 1985),
43-44.
20. Louis R. Harlan, Booker T Washington: The Making of a Black
Leader 1856-1901 (New York: Oxford University Press, 1972).
21. Paula Fass, Outside In: Minorities and the Transformation ofAmerican Education (New York: Oxford University Press, 1989), 21.
22. Fass, 31.
23. Woloch, 253.
24. Solomon, 88.
25. Solomon, 89.
26. As quoted in Degler, 34.

27. Wilbur E Murra, "The Birth of NCSS - As Remembered by
Earl U. Rugg," Social Education 34, no. 7 (1970): 728-729.
28. Stephen J. Thornton, "NCSS: The Early Years," in 0. L. Davis,
Jr., ed. NCSS in Retrospect, Bulletin No. 92 (Washington, DC:
NCSS, 1996):1-7; Murry Nelson ed., The Social Studies in Secondary Education: A Reprint of the Seminal 1916 Report with
Annotations and Commentaries (Bloomington, IN: ERIC Clear-

inghouse for the Social Studies, 1994).

20

20

Hannah Adams
November, 1755 December, 1831
SHERRY SCHWARTZ

Hannah Adams arguably was the first American woman

ues, and citizenship roles, she was among the new

teaching positions then available to women were brief,
low paying summer sessions. At age 29, Adams made
the decision to publish her first work as "the last resort"
for income. This book, Alphabetical Compendium of the
Various Sects ... (1784), later renamed View of Religions

republic's first educators. Born and raised in Massachu-

(1791, 1805), was a compilation of ancient and cur-

setts, a state with a strong commitment to education,
Adams was the fifth generation of an extended Ameri-

rent beliefs from diverse religious sects. Adams held out
the faint hope that her researching "hobby ... might be
printed, and afford me some little advantage."
In the publication of this work, Adams took the bold

to write, sign, and publish history textbooks intended
for school-age children. Writing at a time when America

was virtually inventing its educational traditions, val-

can family of successful farmers, merchants, local politicians and United States Presidents. Her birthplace of
Medfield, approximately seventeen miles outside of Boston, was one of only seven colonial towns in Massachu-

setts that admitted girls to primary school. Although
colonial boys routinely advanced from primary school
to male-run writing schools and to Latin grammar
schools prior to college, colonial girls were fortunate

step of signing her own name. Scholars consider her
one of the first American women to earn a living from
writing. At that time, most women authors wrote as an
avocation or to a limited audience of family members.
Rare, published writers, like social critic Mercy Otis
Warren or women's rights advocate Judith Sargent

even to receive a brief formal education. Hannah Adams,

Murray, were financially secure through marriage. Some

however, learned Latin, Greek, geography, and logic
from local college students who tutored her while they
boarded in her large family home.
Young Hannah, one of four children, also had the

hid their gender behind pseudonyms. In the preface of
Adams's first publication, Thomas Prentiss, the minister of Medfield's Congregational Church, apologized
for Adams's "[having] done violence to her own inclinations, by prefixing her own name."
Choosing to remain single for life, Adams rejected
what she herself called "the shackles of matrimony."
Unlike most of her married contemporaries, she could
sign contracts and own property. To protect her literary
property, Adams acquired a state copyright in 1784, and
lobbied the United States Congress to pass the first U.S.

opportunity to use the extensive, personal library of her
father Thomas (1725-1809). Thomas reluctantly gave

up a coveted college education himself to inherit the
family farm. He was an enthusiastic supporter of his
daughter's intellectual endeavors. In return, Hannah,
whose mother died when she was ten, modeled her
father's literary passion. In her autobiography (1832)

published shortly after her death at age 76, she
wrote,"[a]s I always read with great rapidity, perhaps
few of my sex have perused more books at the age of
twenty than I had."
Life abruptly changed for Hannah when her father,
more a scholar than a businessman, bankrupted the fam-

ily farm by making the poorly timed economic decision to import and sell British-published books on the
eve of the Revolution. The result left the family destitute. Before she reached adulthood, financial circumstances forced Hannah to seek a living outside the home.

copyright law in 1790. As a "spinster," however, Adams
faced many obstacles in a male-dominated professional
world. Most significant of these was her prolonged pub-

lic battle with powerful minister and textbook writer
Jedediah Morse over charges of plagiarism concerning
their competing geography textbooks.
The financial success and civic contributions of two
editions of her religious history inspired Adams to write
a Summary History of New England (1799) to "benefit

the public" and "be useful to those in early life." No
complete New England history existed at the time.

Throughout her life, Adams relied solely upon her
own extended education and intellectual abilities to
succeed. Prior to writing, she undertook several jobs

Adams's shorter and simplified school text, An Abridgment of the History of New England (1805, 1807), spe-

which included school teaching. Unfortunately, the few

school-age citizens. Adopted in Boston's public schools

cifically addressed the first generation of America's

0t
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and elsewhere, Adams's textbooks rejected the strong
inherited customs and traditions of a classical European
aristocracy and substituted American voices and stories
from a diverse array of backgrounds.
Another dimension of Adams's contribution to social education were her efforts to foster civic pride and
responsible character traits for all Americans. Her text-
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Emma Hart Willard
February 23, 1787 April 15, 1870
MARY BETH HENNING

Emma Hart Willard founded what might be called
America's first normal school. Born into a large, patriotic family in Berlin, Connecticut, Emma grew up with

a love of reading and history. In 1802-1803, she attended the nearby Berlin Academy. From the age of seventeen to twenty, she taught children or older youth for

part of each year in Berlin schools. When she was not
teaching, she studied at the Pattens' "dame school" or
Lydia Royse's school in Hartford.
In 1807, Emma Hart began to teach and to act as
female assistant at the Westfield Academy, in Westfield,
Connecticut. Soon afterward, she moved to Middlebury,
Vermont, to head an academy there. In 1809, she mar-

ried Dr. John Willard and, with the birth of her only
natural child the following year, devoted herself to domestic motherhood. She continued, however, to read
voraciously and to investigate curricula at schools. When

her nephew boarded with her during his attendance at
Middlebury College, she mastered his textbooks and
learned about the college's course of study.
Willard returned to teaching and school administration in 1814 when she opened a boarding school in
her own home. Gradually, she introduced "higher subjects" into her curriculum such as history, geography,
philosophy, and mathematics. In 1818, she wrote a plan
and justification for women's higher education, "An
Address to the Public; Particularly to the Members of
the Legislature of New York, Proposing a Plan for Improving Female Education," which became her most
famous work.
After a year as the principal of the Waterford Academy, Willard moved to Troy, New York, in order to ad-

In her most eloquent work, the 1819 "Plan for Improving Female Education," Willard argued that women
needed to be educated at public expense in order to be
prepared for their roles as mothers of the republic. Us-

ing frequent references to God, man, and patriotism,
Willard argued that what women needed was not the
same kind of education that men had, but a better education than was being offered to them. She focused on
the role of women's education in the development of
character and citizenship. She recognized that contemporary institutions of higher education for women usually depended on parents and pupils for financial support. Consequently, she held that state legislators should
financially support women's higher education in order
to improve the quality of grade school curricula and of
teachers.

One of the chief aims for seminaries, in Willard's
view, was to provide qualified teachers to the growing
republic. Although the New York legislature never agreed

to provide the funding that Willard requested, she used
her personal resources to support her vision. She provided approximately seventy-five thousand dollars in
scholarships to young women who wanted to become
teachers, but could not afford Troy's tuition. The students were obligated to repay the loans gradually after
they secured employment, but many of them married

and never repaid the loans. Although Willard often
spoke to her students about the benefits of teaching for

a measure of financial independence, she was also a
staunch supporter of marriage and motherhood.
Willard called for instruction in four themes at the
Troy Female Seminary: moral/religious, literary, domes-

minister a new school, the Troy Female Seminary. From
1821-1838, she acted as principal, mentor, and teacher

tic, and arts education. Her own textbooks often provided the progressive curriculum. Her bestseller, His-

to the students at this seminary, while also publishing

tory of the United States or Republic of America, was re-

many successful textbooks, as well as letters, poetry, and

printed fifty-three times and was translated into German and Spanish. Not only did Willard believe that the
study of history was essential to shape character and to

political appeals. Upon her retirement from school ad-

ministration, she traveled in Europe and the United
States as an advocate for women's education. As superintendent of the common schools of Kensington, Connecticut, she provided in-service training to teachers and
continued to write visionary curricula for young women.
On April 15, 1870, Willard died in Troy, New York:

preserve national wealth, but she also believed that students should find history relevant to their own lives. In
her teaching, she de-emphasized rote memorization and
used graphic representations such as maps and charts.

End of the year examinations featured students
23

2 3:

drawing maps of different periods in history in order to

illustrate chronology and historical events. Using her
own students, Willard tested her theory of an integrated
curriculum of history and geography. She then promoted
this curriculum through successful textbooks. Her Ancient Geography was popular and noteworthy for its use

of colored maps and drawings such as "the temple of
time." This graphic depicted world history as pillars
representing the centuries, battles, nations, and epochs
that she considered significant. As a teacher, she also
integrated writing and literature into studies of different historical time periods.
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Emma Willard was a vocal advocate for early
women's education. Through her textbooks and Troy
Female Seminary, she taught hundreds of the best-prepared teachers of the nineteenth century. Not only was
she instrumental in showing that women's opportunities would be enhanced by a challenging higher education, her textbooks showed how history and geography
were complementary studies. She also emphasized critical thinking, graphic organizers, maps, charts, and interdisciplinary curriculum. Willard was thus a notable

early practitioner and theorist of social studies
education.
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Mary Downing Sheldon Barnes
September 5, 1850August 27, 1898
FRANCES E. MONTEVERDE

In the mid-1870s, Mary Sheldon Barnes departed radically from traditional memory-recitation methods for
pre-collegiate history classes by pioneering "source
method" instruction and materials. Her three landmark

texts, published by D. C. Heath in 1885, 1886, and
1891, provoked great debate over the use of primary
sources and the role of inductive inquiry in schools.
Mary, the eldest of five siblings, was born at Oswego, New York. She attributed her tenacious inquisitive spirit to her mother, Frances A. B. Stiles Sheldon, a
school-teacher born to a prominent Syracuse, New York,

family. Her father, Edward A. Sheldon, served as the
Superintendent of Schools and founded Oswego State
Normal and Training School (OSNTS). His exemplary
teacher education program, adapted from Pestalozzian
beliefs and practices, earned him lasting recognition in
United States educational history.
Rather than rely on abstract lectures and recitations,
Pestalozzian teachers conducted active "object lessons"
and discussions about concrete realities in the immediate environment. Emphasizing sense perceptions, con-

cepts, reason, and humanistic values, they sought to
create a more just society. Teacher education at Oswego
required extensive work in classrooms, in which experienced educators served as instructors of learning theory,
mentors for criticism and praise, and models to observe
and emulate. "Pupil teachers" learned to take responsi-

bility for all classroom teaching tasks. They were expected to know subject matter, write well, adhere to
strict rules of comportment, and, at graduation, to demonstrate speaking and teaching skills.
From about ages ten to twenty-one, Mary Sheldon

was educated in Pestalozzian methodsas a public
school pupil, normal school student, and novice teacher.
She finished public high school at age sixteen, and the
normal school three years later at age nineteen. She completed the advanced Oswego training program and clas-

sical studies, i.e., Greek, Latin, and German. Besides
the normal school diploma, she qualified for a state
teaching certificate that was conferred only to superior
graduates. She taught two years at Oswego before she
entered the University of Michigan at Ann Arbor in
1871. Admitted with sophomore standing, she followed

the lure of the sciences, then considered beyond the
intellectual grasp of women. She also enrolled in two
courses with historian Charles K. Adams, a leading pro-

ponent of the "source method" developed by Leopold
von Ranke in Germany. A product of the European
Enlightment, his "seminary method" formed the second educational pillar upon which Sheldon built her
professional and intellectual life.
Rankean scholars separated history from its literary

roots in the humanities. They applied scientific principles and philological criticism to primary sources, the
grounding for their discourses about the past. They collected, evaluated, and interpreted original documents,
as well as artifacts and archival materials. Their classrooms resembled laboratories more than lecture halls.
Seminar discussions replaced recitations and dogmatic
lectures. These new professional historians fostered objectivity and terse writing styles. They demanded intellectual honesty, independent judgment, and hard work.
From 1874 to 1876, "scientific history" replaced the
physical sciences as Sheldon's intellectual passion. After
earning an A. B. degree at the University of Michigan

in 1874, she returned to OSNTS, where she taught
Latin, Greek, botany, and history. A definitive moment
occurred in 1876 when she declined a position in chem-

istry at Wellesley College, but subsequently accepted
an invitation to join the history faculty later that year.
From the winter of 1877 to spring of 1879, she taught
history seminars at Wellesley.

Although her students appreciated her primary
source documents and discussion methods, she resigned
her position because of deterioration in her health and

conflicts with the administration. She returned to Oswego for a year of rest and recuperation. From 1880 to
1882, she traveled in Europe with Dr. Mary Victoria
Lee, a feminist friend and Oswego teaching colleague.
While in England, Sheldon studied briefly with historian John Seeley of Cambridge University. In the fall of

1882, both women resumed their posts at OSNTS.
Sheldon began to assemble and draft materials for her
first history textbook.
Two watershed events rendered 1885 a turning point
in Sheldon's life. On August 6, she married Earl Barnes,

tr
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her former student, a graduate of OSNTS, Class of
1884, and eleven years her junior. On September 30,
D. C. Heath of Boston published her first textbook,

Following her wishes, Earl Barnes buried her ashes in
the Protestant Cemetery in Rome between the plots of

Studies in General History, which treated ancient and
modern Western history.

married Anna Kohler, one of his former students at

the English poets, Shelley and Keats. Two years later, he

Stanford University.

For the next 13 years, she became an itinerant

Significant for social education, Mary Sheldon

scholar, following the vicissitudes of her husband's ca-

Barnes synthesized Enlightenment pedagogy and epistemology to develop distinctive new methods and materials for teaching history. She designed her texts and
teachers' manuals to sharpen the thinking and language
skills required for participatory citizenship. She incorporated extracts from primary and secondary historical
sources and literature, as well as drawings, photographs,

reer. Earl Barnes taught at an academy in Hoboken,
New Jersey, until 1886, when he moved to Cornell
University. For a year, he studied psychology and history while she conducted historical research with Andrew D. White. After studying "pedagogics" at the University of Zurich, Earl accepted a two-year appointment
(1889-1891) in the fledgling history department at In-

maps, and charts to build a credible story about the

diana University at Bloomington (IUB). The couple
spent 1890-91 on leave from IUB to conduct research
at Cornell. In 1891, they moved to California with
former IUB President David S. Jordan and a group of
IUB professors in order to establish Stanford University. As head of the education department, Earl Barnes

past.
Interspersed throughout the texts, questions guided

employed source methods in his teaching of educational
history. With the assistance of his wife, he initiated child

development studies and served as a consultant to

that history needed to relate to students' lives. The
historian's methods are as important as, if not more
important than, the acquisition of facts, according to

schools throughout California.

Barnes.

From 1885 to 1891, Mary Sheldon Barnes conducted research, wrote, and lectured. Her overarching
project was Studies in American History, a textbook for
eighth-grade pupils. She became the first female faculty

students' reading, stirred independent thought, and
demanded evidence for opinions. Students had to consider conflicting views, the adequacy of information,
and cause-and-effect relationships. Barnes also believed

As the new approach to teaching history evolved in

the 1890s, several national committees met to chart
suitable course content, methods, and materials for

member at Stanford in March 1892 when Jordan appointed her assistant professor of history. She taught
19th century European history and a seminar called

school history courses. Led by Barnes' Michigan mentor C. K. Adams in 1893, the NEA Committee of Ten
championed the source method as the standard to follow in teaching history. Professors Fling and Caldwell

"Pacific Slope History." The latter featured artifacts and

at the University of Nebraska successfully spread Barnes'

documents from Native American and early Spanishspeaking communities, as well as from European and
U. S. citizens who had settled in the area. Under her
guidance, graduate students and teachers investigated
history instruction in four local school districts. They
tested her assumptions about teaching and contributed
chapters to Studies in Historical Method (1896), a re-

approach to teachers throughout their state. Nevertheless, her methods sparked debate among educators and
scholars. Some of those on the American Historical
Association's Committee of Seven in 1899 questioned

source book for preservice and experienced teachers that
she edited.
Despite his early success, Earl Barnes lost his position at Stanford due to an extramarital relationship that
President Jordan deemed unacceptable for a professor.

In 1897, both Earl and Mary resigned, planning to
travel and write in Europe. Shortly before her fortyeighth birthday, she suffered a recurrence of chronic
heart disease. On August 27, 1898 she died after an
experimental medical procedure in a London hospital.
26

pupils' abilities to understand and interpret primary
sources. Other scholars argued that schools should not
teach pupils to think for themselves but rather "to learn
what is in the book." Ultimately, the AHA Committee
rejected the source method as preferred practice. Teachers were urged to use original documents sparingly, in
order to illustrate the historical method or lend credibility to a narrative. Reconstruction of the past would
remain in the hands of trained scholars, not ordinary
citizens.

Subsequent history was not kind to Mary Sheldon
Barnes. With few exceptions during the 20th century,

96

she remained invisible. Her achievements, if recognized,

were often misunderstood.
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Jane Addams
September 6, 1860May 21, 1935
PETRA MUNRO

Jane Addams was a social reformer and philosopher

ciation, the National Educational Association, and the

whose analysis of gender, race, and class provided a radical critique of the fundamental assumptions of classical

American Sociology Association. In addition, she served

liberal democracy. Her vision of "social democracy,"
embodied in the settlement house she founded called
"Hull House," challenged dominant discourses of political thought by exposing how the political theory of
her day that conceptualized rights as universal, indi-

major force in establishing a juvenile court in Chicago.

as arbitrator of several major labor strikes and was a
Under her guidance, Hull House became involved in
urban investigation, social work, education, politics,
public health, the status of women, industrial reform,
labor relations, international relations, and the arts.
Addams saw Hull House as a dynamic social experiment designed to critique the emerging factory
model of schooling by providing alternative forms of
education designed especially for migrants and immigrants. Hull House embodied Addams' philosophy of

vidual, natural, and inalienable was nevertheless greatly
limited by gender. Addams maintained that recognizing difference, not minimizing it, was essential to democracy. Her work as a social theorist of social education is especially relevant to ongoing discussions of the
relationship of democracy and education, as well as the
gendered nature of political thought.
Jane was born in 1860 in Cedarville, Illinois, to John
and Sarah Addams. The youngest of eight children, Jane

education, which maintained that learning must be lifelong, community-oriented, reciprocal, empowering, and
addressed at healing social, economic, and ethnic divisions. Central to her notion of a radical democracy was
the belief that all people must have a voice in decisions

was greatly influenced by her father, a mill owner,
banker, Quaker, and state senator who was one of the

affecting their daily lives and society. By defining a settle-

most powerful and respected political figures in Illinois.
In 1881, Jane Addams graduated from Rockford Seminary for Females and joined a generation of women who
believed that social activism was the special mission of

ment as "an institution attempting to learn from life
itself," Addams grounded Hull House in the belief that
meaningful learning and social action occurred only
when education allowed individuals and communities
to define their own needs.
Hull House offered numerous educational activities, including the teaching of English, reading clubs
for adults, mothers' clubs, kindergartens, cooking and
dressmaking classes, sex education, theater productions,
vocational training, an art gallery, public library, music
school, and labor museum. The labor museum endeavored to validate the heritage, values, and culture of immigrants. The interactions among academics, women's
clubs' members, and immigrants served an important
educational function by providing a means for people
of different classes to "speak together" in order to facilitate mutual understanding and encourage involvement
in the work of social change.

educated women. Opportunities for college-educated
women to find work in the public sphere, however, were

extremely limited. Addams thus spent the next seven
years of her life searching for a way to begin meaningful life work. After she spent a brief time studying medicine, her search took her to Europe. During the winter
of 1888 she visited Toynbee Hall settlement in the slums
of East London. Here she came to envision a role for
herself in addressing social problems. She returned to

Chicago and, in 1889 at age 29, opened Hull House
with her college classmate, Ellen Starr Gates.

Hull House became part of a larger social movement of progressive reform designed to address the social and economic inequalities of American society in a
variety of ways. Addams involved herself in numerous
organizations and social movements, including the Immigrants Protective League, the National Association
for the Advancement of Colored People, the Chicago

During and after World War I, Addams's focus

Woman's Club, the National Women's Trade Union

shifted to the peace movement. First president of the
Women's International League for Peace and Freedom
and co-recipient of the Nobel Peace Prize in 1931, she
was an ardent pacifist. Her dedication to peace lost her

League, the National American Woman Suffrage Asso-

much support during World War I when she was
29
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targeted by the U.S. government as the most dangerous

woman in America. During the 1930's she became
spokesperson for many of the values and policies adopted

during the New Deal. She and her female colleagues
were instrumental in establishing social security and
many other government programs that altered the nature of American capitalism. When she died in 1935,
she was mourned worldwide as a great leader and interpreter of American thought.
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Author of eleven books and hundreds of articles,
Addams was a prolific writer. Among her early books
were Democracy and Social Ethics (1902), Newer Ideals
of Peace (1907), and the classic Twenty Years at Hull-

House (1910). In these works Addams articulated her
own view of democracy, amending the ideas of universal, individual rights and its corollaries of "natural man"

and "inalienable rights." These concepts, as inherited
from the classical liberal tradition, tended, she felt, to
obscure the experiences of women and immigrants.
Likewise, Addams felt that liberal democracy's focus on
inalienable rights assumed a static view of the political
process and threatened to impose conformity of political behavior. Addams saw democracy as a living, breath-

ing social organism. Its future rested on its ability to
respond to social change. Addams believed that classical democracy had focused on political rights at the ex-

pense of social and economic considerations. Consequently, liberal democracy was incapable of creating the

social equality that, in Addams' judgment, was a prerequisite for the forms of collective interaction that she
felt essential to a just society.
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Lucy Maynard Salmon
July 27, 1853February 14, 1927
CHARA HAEUSSLER BOHAN

Lucy Maynard Salmon, a professor of history at Vassar
College for forty years (1887-1927), became the first
woman elected to the Executive Council of the Ameri-

can Historical Association in 1915. She was also the
founder and first president of the Association of History Teachers of the Middle States and Maryland. Renamed the Middle States Council for the Social Studies, it is the oldest regional council still in existence in
the United States. Established in 1902, the Middle States

publications, including several exhaustive works on the
history of domestic service, the newspaper, general history, and education. Her most significant publications
include Domestic Service (1897), Progress in the Household (1906), The Newspaper and Authority (1923), The
Newspaper and the Historian (1923), and Why is History
Rewritten? (1929), published posthumously. Salmon's
study of domestic service stands as one of the first modern works of new social history. She conducted surveys

Council preceded the formation of the National Council for the Social Studies by twenty years.
Salmon became a national authority in the field of
history. She was particularly interested in social history
and in the teaching of history. Earning an A. B. in history from the University of Michigan in 1876, only the
second class to admit women, Salmon was a pioneer
during the early growth of women's higher education
in the United States. Continuing her studies, Salmon

and collected data for the study with the assistance of
Carroll Wright, the first Commissioner of the U.S.

earned an A.M. from the University of Michigan in 1883
and later spent a year as a fellow in American history at

ies education in the United States, but, in her classroom at Vassar, she employed progressive methods of

Bryn Mawr College, at which she studied under

teaching history. Salmon encouraged students to exam-

Woodrow Wilson, then a young professor. Wilson and
Salmon proved to be unsuited for one another and their
professional relationship ended after one year.
As a long-time professor at Vassar College, Salmon's
work in history and education came into prominence
in the 1890s when she served on the American Historical Association's Committee of Seven, which made recommendations for the teaching of history in the nation's
secondary schools. Active in numerous organizations,

ine their everyday world in order to observe history.
She taught students to broaden their understanding of

Salmon also served on the Executive Council of the
American Association of University Professors, was a
founding member of the organization that became the
American Association of University Women, and was a
leader in the national suffrage movement. Salmon was
the Vice-President of the National College Equal Suffrage League, an auxiliary of the National American
Woman Suffrage League, and helped organize the Vassar

students' suffrage association despite a campus ban on
suffrage activities. A progressive educator, she hoped to
improve society through education.
In addition to her leadership in several national or-

Bureau of Labor. Such methods of research were typical

of the new professional social scientists, whose work
came into prominence in the early 1900s.
Salmon's legacy is particularly significant in the area

of social studies and history education. Not only did
she help to found and lead organizations that have been
influential in affecting the development of social stud-

historical material beyond political and military leaders
and events. For Salmon, history could be found in the
backyard, kitchen, or main street, and she brought students to these places to discover history. From both her
experience and beliefs, she wrote articles for teachers
and assembled collections of documents for use by students. Her advice was direct and historical, "Go to the
sources."
Salmon's unconventional approach to teaching and

learning history garnered pointed criticism from colleagues who favored more traditional methods of teaching. Nonetheless, she earned considerable recognition

for her academic accomplishments toward the end of
her life. Salmon was awarded honorary doctorates from
Colgate University and the University of Michigan, and
a research fund was established in her name at Vassar.
She died in 1927 from a stroke.

ganizations, Salmon wrote nearly one hundred
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Introduction
MARGARET SMITH CROCCO

As the twenties began, two significant events for women
working in social education occurred. First, passage of
the Nineteenth Amendment in 1920 provided suffrage

for women of the country, except in the South where
Jim Crow laws prevented Black women and men from
voting. This amendment gave most women the opportunity to participate in the prerogatives of citizenship

today would be considered an interdisciplinary, as op-

posed to conventionally historical, treatment of
America's past.
The twenties also represent the heyday of the "flap-

per" and the "New Woman," as the independent working woman of the twenties was called. These years saw
fractious debates between women's rights advocates over

in a wholly new way. In response, the League of Women

the wisdom of "protective legislation" that treated

Voters, which grew out of the National American

women workers as a separate category of employees
whose health and well-being demanded special protection from long hours and poor working conditions. As

Woman's Suffrage Association, established "citizenship

schools" around the country to acquaint women with
the candidates, issues, and procedures involved in the
election process.'
As we have seen, the first steps toward the long march
to victory could be traced back to the 19th-century days
of Susan B. Anthony, the most famous schoolteachersuffragist in the country. Many, though not all, school-

teachers, social educators, and women faculty in the
universities supported and participated in the struggle
for suffrage. The work they did for suffrage often merged

with advocacy for teacher tenure, pensions, equal pay,
and greater access to higher education; much of this
effort took place in women's clubs and teacher associations.' After suffrage was won, women moved slowly to
embrace the practice of voting, only gradually reaching
men's level of participation in 1980, a lag time that political scientists attribute to the need for political socialization of women to their new situation.'
Of all the individuals appearing in this chapter, the

one most actively identified with suffrage was
Mary Ritter Beard. Beard worked closely with the radical wing of the suffrage movement represented by Alice
Paul's National Women's Party. Beard also blazed trails
in terms of social education. While not a teacher herself, she influenced teachers and scholars through her
writing, archival efforts on behalf of women's history,

public speaking engagements, and radio addresses.'

Along with her husband, Charles, she wrote
groundbreaking and best-selling textbooks for school
children. These works contain a good deal of social and
women's history, which was quite unusual for the time.
Using the concept of "civilization" as a springboard, the

Beards wrote about a broad range of topics in what

a result of such disagreements, the Equal Rights Amendment proposed by Alice Paul soon after passage of the
19th Amendment made little headway.
Historians emphasize a number of developments in
education during these decades: the cult of efficiency as

evidenced by centralization and bureaucratization of
schooling,' the rise of progressive education in several
forms,' the push for restriction and Americanization of
immigrants,' and by the end of the period, retrenchment in terms of the resources and aspirations for education as a result of the Depression and World War 11.8
The second significant event for social educators was

the founding of the National Council for the Social
Studies (NCSS) in 1921, an event with which Charles
Beard was closely connected. The causes and influences
behind formation of this organization have been richly
chronicled elsewhere.' In addition to Bessie Pierce, the

first female president of NCSS in 1926, four other
women served on the NCSS Board of Directors: Nellie
Jackson (corresponding secretary in 1923); Mary Carney
(corresponding secretary from 1925-1927); Edna Stone
(vice-president in 1927); and Ruth West (vice-president
in 1938 and the second woman to become NCSS presi-

dent in 1939).''
In looking through the NCSS archives concerning
these years, one recognizes immediately that women
played a role in the organization, although not always a
prominent or highly visible one. Virtually every NCSS
committee at the national level had at least one female
member during these decades. At the regional and state
level, women were probably represented in equal or even
greater numbers. This situation roughly approximates
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the kind of imbalance that also existed at the time within
the National Education Association and its state affili-

ates. Leadership was almost exclusively male, despite
the fact that women constituted a significant, and growing, proportion of the membership."
The imbalance of men in leadership positions within
NCSS had more to do with academic status hierarchies
within education than with the number of women working as social educators. While it is perhaps less surprising that the leaders of the American Historical Association or the American Political Science Association were
almost exclusively male, NCSS was a hybrid organization, a mix of educators and disciplinary specialists. As
a result, social studies mimicked the academic professional organizations in its effort to establish itself on an
equal footing with the APSA and the AHA, producing
its own "great man era," represented by, among others,

Charles Beard, Harold Rugg, Edgar Wesley, Henry
Johnson, and Rolla Tryon. These individuals were responsible for producing the series of commission reports, textbooks, and foundational publications geared

towards defining the "what" and "how"and, by extension, the "who"of the social studies.
A small but telling example of this dynamic can be
seen in one piece of evidence from the NCSS archives.
In 1923, Edgar Dawson, the first NCSS secretary, sent
out a letter to potential participants in a series of summer conferences on the social studies. In this correspondence, he described the value of the conference as pro-

ceeding from the opportunity for "spontaneous and

status within educational hierarchies at this time, even
"women's institutions faltered in their commitment to
female professors by the 1930s, when a male faculty
was assumed to signal quality."13

During the first decade of the 20th century,
Lucy Sprague Mitchell's position as Dean of Women at
the University of California at Berkeley allowed her to
critique women's treatment as second-class citizens (both
as students and faculty) on coeducational campuses and
the narrow professional options open to female graduates of these institutions. As a result of dissatisfaction
with her own career choices, she used a move to New

York City in 1913 with her husband, the economist
Wesley Clair Mitchell, as an opportunity to pursue social work, progressive education, and geography, thus
transcending the conventional gender boundaries of her
day.

Doing citizenship education in this climate presented challenges for women, who may have been widely

respected within the culture as teachers, but little considered as conceptualists, theorists, or experts within
education in general or social studies in particular. All
the women profiled in this chapter struggled against
the odds to become educational leaders. In the years
between 1920 and 1950, women held the NCSS presidency only three times, once each decade. In 1939, when

Ruth West became NCSS president, she was the second woman and the first teacher to hold this position.
The following year, she worked closely with Merle Curti
on the first Academic Freedom Committee, called into

informal conversation among virile people about their
own experience and difficulties." Characterizations such
as these served to delimit quite vividly the population
seen as appropriate to the work at hand.12

existence to deal with attacks on social studies educators like George Counts and Harold Rugg whose work
was criticized as too radical for the schools."

While the names of Beard, Johnson, Rugg, and
Tryon have all endured, that of a woman among the

Beard, Helen Merrell Lynd, Lucy Sprague Mitchell, and

"founding fathers" is a rare occurrence. Jessie Campbell
Evans, chronicled here, was one of two women (the other
was Lucy Salmon) to contribute to the 1916 Report on
the Social Studies. Like Salmon and Bessie Pierce, Evans

has gained historical recognition, in part, because she
participated in what has been one of the central preoccupations of social studies historians to date: analyses
of the commission work and report writing that helped
produce the field.
Given the social and educational context in which
the social studies as school subject began, it is probably
not surprising that so few women were present at the
creation. As historians have noted about women's low
36

Women married to famous husbands, like Mary
Eleanor Roosevelt, struggled for recognition as independent thinkers and creative scholars who did not exist merely as acolytes, appendages, or imitators of their
spouses and their work. During these years, perhaps only
single or divorced women, such as Rachel Davis DuBois,

or women with life long female companions, such as
Helen Heffernan, could lay full public claim to their
professional accomplishments. Even Hilda Taba was
rarely credited with an idea that was not considered derivative of those of her mentor, Ralph Tyler.
As a result of these difficulties, women intellectuals
often were sensitive to the social construction of identities, matters of difference, and how unfavorably devia-

tions from the male norm were construed within the
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hierarchical, racist, and sexist educational and social
climate of this period.'5Whether or not women professionals articulated these sentiments publicly, however,
was another issue. Negotiating academic and professional environments characterized by such conditions
produced variable responses from the women included
in this chapter. Some elected to identify openly with
other women, women's interests, and women's rights,
such as Mary Beard, Helen Heffernan, Lucy Sprague
Mitchell, and Eleanor Roosevelt. Others, such as Bessie

Pierce and Mary Kelty, did not marry or, from what
can be gleaned from the available evidence, call attention to their status as women, or support women's issues vocally.'6

Several women profiled here spent a good portion

of their lives working for disenfranchised groups.
Eleanor Roosevelt's advocacy for the rights of African
Americans and the poor during her husband's four terms
in office and her visionary leadership in creating the
United Nation's Universal Declaration of Human Rights
suggest a woman attuned to the plight of the powerless.'7 Likewise, Helen Heffernan and Emma Neal both
fought strenuously for the educational rights of children of Mexican American migrant workers. Their actions made them vulnerable to right-wing criticisms of
their "progressive educational" methods. Hilda Taba and
Rachel Davis DuBois labored within and beyond the
social studies for the intercultural education movement.
Taba's career concerns in the United States clearly were
affected by her own experiences of gender discrimination in Estonia. DuBois' commitments owed much to
her background as a Quaker, but also to disputes with
school administrators who resisted her outspoken ef-

forts on behalf of introducing Black history into her
high school's assembly program.
These women stand out among their contemporaries because they recognized that the prerogatives they
enjoyed as white women rested on the denial of rights
to women of color.'8 Silence on matters of social justice
does not exempt individuals, especially well educated

ones, from being implicated in systems that oppress
others, although it was not until the decades after World
War II, when the horrors of the Nazi atrocities had become widely known, that many other social educators
and historians recognized this principle unmistakably.'9

equality, reflecting developments within the broader
society and education in general. In 1940, the board of
directors questioned whether the NCSS should appoint
a standing committee on civil rights as well as academic

freedom.2° A confidential report filed with NCSS by
Howard Wilson in January 1943 about his trip south

commented on the "reports on rising race conflicts
which came to me all over the South and illustrate the
wave of disturbing rumor and uncertainty heralding in
a new adjustment of race relations in this country. "21
Perhaps due to the divisive nature of this issue, NCSS
chose, like women suffragists decades before, to satisfy
southern whites by ignoring blacks' calls for justice.
The darker aspects of these decades can be captured
in moments like this, as well as in the images associated
with militarism and war making their way to the United

States in the thirties and forties, or the homegrown
horrors of lynching and cross-burning by the Ku Klux
Klan that surfaced out of states from Texas to Illinois
and from Mississippi to New Jersey during the twenties
and thirties. Further, Walker Evans' dust-bowl photographs gave poignant visual memorialization to a mal-

aise that had been felt on the farms since the end of
World War 1.23 As World War II ended, social educators increasingly understood the urgency of civic and
social education to the task of rebuilding a world now
threatened by nuclear annihilation.
The complex and contradictory nature of these times
can be captured, to some extent, in the career of Mary

Kelty. In 1945, when Kelty took over as president of
NCSS, she was a popular writer, whose engaging prose
and nicely illustrated textbooks drew a broad audience
of readers. Nevertheless, her schoolbooks in world history also reflect racist attitudes toward "primitive" coun-

tries outside the United States. An American history
textbook she authored for elementary school children
blithely presents slavery as simply another labor option,
failing to make any comment about the denials of freedom, much less the physical, mental, and social cruelties meted out on slaves.23
Nevertheless, a sense of the urgency of change in a
shattered, yet hopeful, world permeated official social

studies documents at the time. In 1945, the board of
directors, on which Kelty still served, pledged its "sup-

By the end of this period, the disruptions of war
had affected all aspects of life on the domestic front,

port during the difficult postwar years to the further
advancement of equality of opportunity for all youth
and all groups in our nation."24 In 1946, Kelty was on

including the schools and social studies. Within NCSS,
official documents suggest a growing commitment to

the NCSS publications committee, which sponsored the
16th NCSS Yearbook, Democratic Human Relations, on
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which Hilda Taba and William Van Til, among others,
worked. This yearbook was perhaps the most famous

one that NCSS had ever published. It was supported
by the National Council of Christians and Jews and the
Bureau for Intercultural Education. Advance publicity
on the book led to expressions of interest from the
American Council on Race Relations, the Anti-Defamation League, and the American Jewish Committee,
as well as predictions that the book would sell at least
twice the normal number of yearbooks sold." By 1948,
the Board of Directors passed another resolution on the
subject of equality of opportunity, urging "social stud-

ies teachers to support civil rights, guaranteed in the
Constitution and defined by the President's Commission for Americans of all races, creeds, and nationality
backgrounds."26 Clearly, many social educators, includ-

ing Kelty, had come to recognize the degree to which
the events of the past decades had changed the world.
Subsequent decades would, to an unprecedented degree, both witness and accelerate the pace of changes
altering women's place in that world.
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Mary Ritter Beard
August 7, 1876August 14, 1958
SARA BAIR

Mary Ritter Beard was a pioneering scholar in women's
history and a social reformer during the Progressive Era.
She campaigned for women's suffrage, advocated improved conditions for the working class, and critiqued

women's education, but it was her vision of women's
history that most vividly shaped her life and work. It is
primarily in this context that she made her contribution to the dialogue on social education.
Mary was born on August 7, 1876, near Indianapolis, Indiana, to Eli Foster Ritter and Narcissa Lockwood.

The fourth of seven children, Mary grew up in what
appears to be a traditional mid-western environment.
Always a strong student, she graduated valedictorian of
her high school class and then, like her father and siblings, attended De Pauw University. She was recognized
for her leadership there and upon graduation became a
member of Phi Delta Kappa.

It was also at De Pauw that Mary Ritter met the
future historian Charles Austin Beard, whom she married in 1900. By all accounts, theirs was a strong and
supportive partnership in which they raised two children and wrote seven books.
Shortly after their wedding, the Beards moved to
Manchester, England, where Charles helped to develop
Ruskin Hall, a college for working class men, and where
their first child, a daughter, was born in 1901. Over the
next three years, Mary Ritter Beard's interest in women's
history and working class issues intensified. Under the
influence of British socialists and radical suffragists like

Emmeline and Christabel Pankhurst, Beard adopted a
feminist perspective and concern for social justice that
remained throughout her life.
In 1902 the Beards returned to the United States
and settled in New York City, close to Columbia University, where she and Charles both enrolled in graduate school. Though her husband earned his doctorate
at Columbia and then taught on the faculty there until
1917, Mary Beard lefr the program in 1904. By 1910
she was devoting much of her time and energy to raising her two children and to working for women's suffrage and various labor causes. She aligned herself with

Alice Paul's radical wing of the woman's suffrage

movement and became a leader in the Congressional
Union, which later became the Woman's Party.
With the passage of the Nineteenth Amendment in
1920, many leaders in the suffrage movement, including Alice Paul, turned their attention to passage of the
Equal Rights Amendment, a measure designed to provide legal equality for women. Beard, however, never
supported the Equal Rights Amendment because she

believed it would negatively impact working class
women by dismantling the protective legislation they
had worked so hard to attain. Beard believed that developing equality in an unjust capitalist system was not

in the interests of women and that, instead, women
should use their talents to reshape the system itself.
Partly as a result of the conflict over the Equal Rights
Amendment and her growing belief in the creative power
of women, particularly those in the workingclass, in the
1920s Beard began to attend less to social activism and
more to writing and promoting women's history. Like
other early 20th-century New Historians, Beard called
for a broader, more inclusive history that would encompass social and economic themes and would serve as a
vehicle for dealing more effectively with contemporary
problems. Unlike other historians, however, Beard emphasized the role of women in history.
She wrote and edited numerous books on the topic,
including On Understanding Women (1931); America
Through Women's Eyes (ed., 1933); and her best known
work, Women as Force in History: A Study in Traditions
and Realities (1946), in which she argues that, contrary
to popular belief, women had, from the beginning, been
active agents in history, not merely passive victims. The

fact that the rich history of women had been largely
written out of the record did not negate its existence.
History, Beard argued, could not be whole without the
story of women who had always been at the center of
developing civilization. She believed that once modern
women appreciated their own historical significance,
they would no longer strive for incorporation into the
male world, but would try to reshape the world to their
own uniquely female vision. The series of highly suc-

cessful textbooks that Beard wrote with her husband
41
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on American civilization also reflect this inclusive
perspective.

As a writer of women's history, Beard's most productive years were the 1930s and 1940s , but these decades also brought her a series of disappointments. She
spent the years from 1935 to 1940 in an ill-fated effort
to create the Women's Center for World Archives, a
project she hoped would restore women to the historical record and provide contemporary women with an
intellectual center for research, education, and political
initiatives. Though this project never came to fruition,

Beard is credited with a role in the development of
women's archives at both Radcliffe and Smith Colleges.

In 1941 Beard began an eighteen-month project that
critiqued the male bias in the Encyclopedia Britannica
and provided suggestions for its improvement. Despite
assurances from Britannica's editor, few of the suggestions were ever implemented.
Beard demonstrated remarkable good health, energy, and productivity well into her seventies. Charles
Beard died in 1948. In 1953, Mary Beard published
The Force of Women in Japanese History and in 1955,
The Making of Charles Beard. She spent the last few years

of her life living with her son and died on August 14,
1958 at the age of eighty-two.
Mary Ritter Beard's life and work contributed to
the development of social education in the United States
in both direct and indirect ways. The widely used text-

books written by the Beards were innovative in their
approach to social and economic history and in their
treatment of the role of women in civilization. Mary
Beard also left an indirect legacy that includes women's

studies programs as well as high school and college
courses on the history of women, both of which she
strongly promoted in the first half of the 20th century.
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Bessie Louise Pierce
April 20, 1888October 3, 1974
MURRY R. NELSON

Bessie Louise Pierce was the first female president of
the National Council for the Social Studies. In a professional career that stretched from 1910 to her death
in 1974, Pierce distinguished herself as a teacher and
historian. These two words, more than anything else,
sum up Pierce's view of herself and the way she presented herself professionally. Adding her strong sense
of family to those terms provides a succinct description
of Pierce and her life.
Bessie Pierce was born in 1888 in Caro, Michigan,
but grew up in north central Fona, near Waverly, where
her family moved shortly after her birth. In 1910, Pierce
graduated from the University of Iowa with a degree in
history. Immediately, she began her teaching career in

Sanborn, Iowa, and later moved to Mason City (the
locale for Meredith Wilson's musical, The Music Man).
In 1916, she returned to the University of Iowa as the
head of the social studies department at the University's

laboratory high school. In addition, she was granted
the rank of instructor in the department of history.
In the summer of 1918, Bessie Pierce began her more
than forty-year relationship with the University of Chi-

was promoted to assistant professor, then to associate
professor three years later.

Through her early involvement with the AHA,
Pierce joined NCSS in 1921, and the next year became
a member of the NCSS Executive Committee. The influence of Rolla Tryon, NCSS's initial vice-president,
surely was important in Pierce's swift rise to prominence
in NCSS. Her continued success, however, clearly was
due to her own diligence, competence, and intelligence.
Pierce became a regular attendee at both AHA and
NCSS meetings, and she continued to publish articles
in The Historical Outlook, and elsewhere. In 1925, NCSS
members elected Pierce vice-president, and the next year

president, the first woman to hold that office.
After this service to NCSS, Pierce became less interested in the teaching aspects of history, devoting herself
increasingly to historical research and the AHA. She served

as a member of the AHA Program Committee for both
the 1926 and 1927 annual meetings held in Rochester,
New York, and Washington, D.C., respectively.

doctoral degree in history under Professor Schlesinger's
guidance at the University of Iowa.
Both Schlesinger and Tryon were active members
of the American Historical Association, which Pierce

In 1926, Pierce published Public Opinion and the
Teaching of History, a revision of her dissertation that
focused on uses made of the school curriculum. After
writing mostly about teaching methodology in history,
Pierce now shifted her research emphasis to larger issues, of policy, ideology, and power. Pierce displayed a
commitment to academic freedom and went to great
lengths not to judge the "integrity" of any of the propagandist agencies that she examined.
Her Civic Attitudes in American School Textbooks
appeared in 1930, and Pierce once again presented her

joined in 1918. From 1916 to 1921, Pierce continued
to teach history and social studies at the University of
Iowa High School. She also began synthesizing her

analyses without prejudice (although she did speak forcefully against the pre-censorship of textbooks, a position
consistent with that of the AHA). This volume was part

teaching and her graduate studies into professional writings, most notably in The Historical Outlook, an official

of a massive (seventeen-volume) endeavor undertaken
by AHA's Commission on the Social Studies under the
general title "Investigation of the Social Studies in the
Schools."
In 1929, Pierce accepted a position at the Univer-

cago by enrolling in its graduate program in history.
There, she first became acquainted with Professor Rolla
Tryon, one of two celebrated mentors in her career (the

other being Arthur M. Schlesinger). Pierce's A.M. in
history was granted in 1918 and she then pursued her

AHA publication that focused on history teaching. In
1919 and 1920, Pierce published articles in that journal addressing questions of methodology in history
teaching.
Pierce shifted to the history department of the University of Iowa in 1921 and became a full-time instructor. Upon completion of her Ph.D. degree in 1923, she

sity of Chicago as associate professor of history and head

of the History of Chicago Project, a task that she continued to direct even after her official retirement in 1953.

This effort, funded largely by the Social Science
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Research Committee, yielded a three-volume History of
Chicago from 1673 to 1915. The first two volumes were

published between 1937 and 1940, but volume three
did not appear until 1957, four years after Pierce's retirement. An intended fourth volume remains unpublished.
Pierce was extremely close to her sister, Anne, a music

educator. In the later years of her career Bessie Pierce
spent a great deal of time writing and attempting to get
published a manuscript on music that she and her sis-

ter authored. Neither this nor a number of other coauthored manuscripts on American and world history
were published, however. This failed investment of time
and lack of return seriously disappointed her.

After her retirement, Pierce frequently commuted
from Chicago to Iowa City to spend more time with
her sister. In 1972, she moved to Iowa City and died
there on October 3, 1974.

41
44

References

Nelson, Murry R. "Bessie Louise Pierce and Her Contributions to
the Social Studies," in Margaret Smith Crocco and 0. L. Davis,
Jr., eds. "Bending the Future to Their Will" Civic Women, Social

Education, and Democracy. Lanham, MD: Rowman and
Littlefield, 1999, 149-69.

Pierce has not been the subject of a biography or dissertation, to our knowledge. The Pierce Papers are located in
the Department of Special Collections, The Regenstein Libra?), at the University of Chicago.

Ruth West
October 30, 1882October 29, 1960
PAUL ROBINSON

Ruth West was the first practicing classroom teacher
and second woman (after Bessie Pierce, thirteen years
earlier) to serve as the president of the National Council for the Social Studies.
Ruth was born in Faribault, Minnesota, the eldest

of fourteen children born to Willis Mason and
Melissa (Mott) West. Hers was an academically inclined
family: Her father, Willis Mason West, was head of the

Department of History at the University of Minnesota
for many years. Several of her brothers and sisters followed varied academic careers.
In 1903, West received her bachelor's degree in history from the University of Minnesota. She then taught

at various high schools in the vicinity of Minneapolis
for nearly a decade: two years in Stillwater (1907-09)
teaching English and German, a year in Winona (1910),
a year or two at LaSalle in north central Illinois (191213), and several years in Minneapolis (1915-18), interspersed with a year of study at the Sorbonne in Paris on

a Grace Whitney Hoff Fellowship (1910-11). For an
undetermined reason, she made the leap from her Midwestern roots to the Northwest in 1913 and taught at
Lewis and Clark High School in Spokane, Washington, from 1913 to 1916. She rejoined the Lewis and
Clark faculty in 1921, the same year NCSS was established, after several years of worldwide adventures, including a year with the Red Cross in France just after
World War I.
For the next twenty-eight years, West taught at Lewis

and Clark high school, becoming head of its history/
social studies department in 1925. During that period
she achieved such a notable reputation as a teacher
throughout the area that she was awarded an honorary
doctor of education degree by Reed College, Portland,
in 1937. Becoming active in NCSS, she moved through

the leadership ranks to its presidency in 1939. In the
course of her service she edited the ninth NCSS yearbook, The Utilization of Community Resources in the
Social Studies (1938), and wrote the foreword for what
was to become the first volume in the NCSS curriculum series, The Future of the Social Studies: Proposals for

an Experimental Social-Studies Curriculum, edited by
James A. Michener (1939).

Her presidential address, "The National Council and
the Social Studies Teacher," (1940) began with recognition of her place as the first classroom teacher to be-

come president of NCSS: "Once in a while even so
important and imposing a body as the National Council for the Social Studies goes democratic in the old
American tradition and chooses a `log cabin president.'"
She went on to describe the "lifelong task of preparing
ourselves for social studies teaching."
This task involved developing (1) a "broad sweep of

human interests," (2) the "narrow discipline of a specialized field" (for West, of course, the discipline was
history which she offhandedly portrayed as currently
"the lowly handmaid of the social studies, but to which
I still hold my allegiance"), and (3) civic participation.
(She herself was active in civic affairs and international
meetings, and also found time to write school history
texts, several in collaboration with her father.) The second half of the address was a "promotion talk" on the
assistance NCSS could provide teachers in that lifelong

task of preparation. She had surprisingly little to say
about the looming war, but concluded with her response
to the then-burning question of whether social studies
teachers could "save democracy": "Not alone, of course,
although ... we ... have a crucial part to play in that
challenging task. ... One thing we know: we can not
accomplish our aim by talking about democracy.... Practice in democratic living both in and out of school will
be the only way."
By all accounts West was highly regarded in Spokane and throughout the Northwest. Reflecting on her
long career, she said, "Teaching is a wonderful opportunity for anyone who is interested in people and who

has faith in the improvability of mankind. It is difficult, especially in history and the social studies, because
subject matter changes so rapidly. Classes are always new
and challenging."
West is now a rather obscure figure in the history of
the social studies. She is easily confused with the better
known Edith West, a professor who shared her Minne-

sota roots. In their article on the history of NCSS between 1937 and 1947, Field and Burlbaw (1995) make
no'reference to her, although they include a list of "noted
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names" of editors and chapter authors of NCSS yearbooks during this period. They mention fourteen individualsall university-based (with the exception of one
publishing executive) and all men (with the exception
of Hilda Taba). Ruth West carved out a notable career
as both a teacher and an educational leader in the years
between the world wars. She taught well and provided
dedicated service to NCSS.
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Jessie Campbell Evans
January 5, 1874 April

13, 1956

ASHLEY G. DEWAAL-LUCAS

Jessie C. Evans, a Philadelphia teacher, was one of two

women members of the National Education Association committee that produced the seminal 1916 Report
on Social Studies Education. A social studies teacher for

forty-five years, Evans was active in the international
relations department of the American Association of
University Women, participated in the American Academy of Politics and Social Science, founded the History
Teacher's Club of Philadelphia, was president of the
Middle States Association of Social Studies Teachers,
and co-authored three social studies textbooks.
Evans was born and reared in Philadelphia. She attended Wellesley College and, after receiving her B. A.
in 1896, embarked on a teaching career that lasted until she retired in 1941. As a Philadelphia teacher, she
organized the social studies department at William Penn
High School (1901-1927) and subsequently chaired the
history department at Simon Gratz High School (19271941). She obtained her master's degree in history and
economics from the University of Pennsylvania in 1914.

While studying there, Evans joined the Committee on
the Social Studies and participated in its work. In addition to the 1916 publication, Evans contributed to four
other works, one of which she authored herself.
She was a major although unacknowledged contributor to The Course of Study in Civics for the Public
Schools ofPhiladelphia (Garber, 1916, 1917). Wellesley
College holds one copy of the second volume of the
book with the following remark penciled on its cover:
"Jessie Evans is responsible for about one third of this."
Evans' best-known work is Citizenship in Philadelphia, written with J. L. Barnard (1918), which details
community civics in Philadelphia. The book espouses
the authors' belief that community life can be improved
by schools teaching good citizenship. This viewpoint
flowed from the 1916 Committee's recommendation
that Community Civics, a new course, be added to the
social studies offerings in the schools.
"Teaching International Relations through the Social Studies" was Evans' only independent writing. In
this 1923 article, she stressed that teaching world citizenship requires an appreciation for (1) international
interest, (2) the contributions of other nations to our

common heritage, (3) humanity regardless of race or
color, (4) the essential unity of human history, and (5)
pride in national achievement.
Years later, Evans and her much younger collaborator, Suzanne Sankowsky, wrote Graphic World History
(1942). The book is in many ways a conventional history textbook, but it also seeks to connect history with
civics. For example, the book discusses the importance
to people and workers of industrial invention. The book
also reprises several suggestions that were made in the
1916 Report, such as an emphasis on history as a part of
students' lives.
Evans' contributions to the 1916 Report are not eas-

ily determined, but it does contain two explicit references to her. An endnote acknowledged the 1915 bulletin on "The Teaching of Community Civics" from
which much of the 1916 Report's section on community civics was based. Evans, along with Thomas Jesse
Jones and David Snedden, had provided accounts of
school offerings to that bulletin. The second reference
is a quotation in which she expresses concern that not
every student will enroll in the social studies curriculum.
In her collaboration with Barnard, she likely wrote
the book's section on community civics. Notable simi-

larities are apparent between the sections on community civics in the Citizenship in Philadelphia and the
1916 Report. For example, the suggested themes in the
1916 Report for teaching community civics (e.g., health
and education) appear as chapters in Citizenship in Philadelphia.

Evans' written work certainly exerted influence on
the education community. Citizenship in Philadelphia
had two editions, as did Graphic World History. In addition, the latter was included in a U.S. government-spon-

sored traveling library during World War II, which
reached allied countries where citizens were interested
in learning more about the United States. In sum, Evans
played a role in developing the field of social studies,
marking it with her own vision, and extending its influence beyond the boundaries of the United States.
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Lucy Sprague Mitchell
July 2,

1878October 15, 1967

SHERRY L. FIELD

Lucy Sprague Mitchell founded Bank Street College of
Education in New York City. She authored numerous
scholarly papers and books for children, parents, and
teachers. Born in Chicago, Illinois, to wealthy parents,

Lucy was tutored at home prior to attending the
Marlborough School in California at the age of sixteen.
She graduated from Radcliffe with honors in 1900 and
began work at the University of California, Berkeley,

where she became Dean of Women in 1906 and remained until 1913. Upon her marriage to Wesley Clair
Mitchell, a noted economist at Berkeley and Columbia, she moved to New York City, where she spent the
remainder of her impressive career and long life as a
teacher of young children, author, curriculum developer, and teacher educator.
Several people who were forces in the growing fields
of social work and education influenced Mitchell's work,
including Jane Addams, social reformer and founder of
Hull House in Chicago; John Dewey, educational theorist, philosopher, and teacher educator at the University of Chicago; Alice Freeman Palmer, Dean of Women
at Wellesley and the University of Chicago; and Lillian
Wald, founder of the Henry Street Settlement. Mitchell's
work as a teacher and researcher of young children grew
partly out of her interest in the new scientific focus on
children's psychological and educational development
during the early 1900's. In her 1953 memoir, Two Lives:
The Story of Wesley Clair Mitchell and Myself (1953),
Mitchell noted that she "began seeking some practical
job with children in New York public schoolsfor public education was then, and has been ever since, the goal
of my efforts."
Mitchell spent several years developing her theories

about children's learning. She formed the Bureau of
Educational Experiments (which later became Bank
Street College of Education) in 1916, and spent intermittent years, until 1929, working at the Play School
(later named City and Country School) and at the Little
Red Schoolhouse, where she could try out her theories
about appropriate curriculum for young children. During this time, she wrote The Here and Now Storybook
(1921), the first of her many popular books for parents
and teachers. It was a departure from typical storybooks

of traditional tales for children in that it contained stories about the lives and familiar social worlds of children in comfortable language designed for them. Equally
successful storybooks written by Mitchell during her
career included Here and Now Primer (1924); Horses,
Now and Long Ago (1926), Manhattan, Now and Long
Ago (1926); North America: The Land They Live In for
the Children Who Live There (1931); and Another Here
and Now Storybook (1937).
Mitchell made several impressive contributions to
elementary social studies during her career. After working for the National Geographic Society for a year, she
became interested in children's spatial awareness and how

they learn about their surroundings. She began to write

about methods for teaching about related concepts,
believing that "the more he [the child] knows [about
people and places] through personal contact, the better
for his social growth." Important, sustained work grew

out of her conviction that geography education, and
especially human geography, which she described as
"what the earth does to people, and what people do to
the earth," should be an integral component of social
studies and of the everyday school curriculum. Young
Geographers: How They Explore the World and How They

Map the World was published in 1934 and is still found
on the reading lists of many elementary social studies

methods courses today. In it, Mitchell theorized that
children experienced various stages in their development
of geographical knowledge and skills. She also provided

meaningful procedures by which teachers could introduce map making and develop those skills in children.
Among the teaching strategies that Mitchell continued
to promote throughout her career were the consideration of relationships among the social studies subjects,
especially geography and history, and the use of frequent
field trips during the school year so that children could

explore their local and larger community and return to
school to recreate scenes with materials readily available, such as blocks, modeling clay, and boxes. She con-

tinued to value the effects of field trips on students'
thinking. Years later, at Bank Street College of Education, she required that preservice and inservice teachers
participate in longer, exploratory field trips.
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As Mitchell's thoughts about exploring communities expanded, she developed her ideas about intercultural education, even as World War II began. In The
People of the U.S.A.: Their Place in the School Curriculum (1942), she offered ideas for urban, rural, and suburban field trips as well as an extensive reading list concerning people of various cultural groups.
Linking teachers with research-enriched pedagogy
always played a prominent role in Mitchell's work. She
felt that the emerging field of teacher education deserved
as much attention as the field of child development. By

1930, the Bureau of Educational Experiments, which
by then had become a cooperative school and routine
meeting place for experimental teachers, moved to a
larger site, 69 Bank Street. In its newly remodeled factory building, the Bank Street's School for Teachers became a place where innovative teacher education theories could be shared and tested. In 1950, the name was
changed to Bank Street College of Education; Mitchell
chaired its Working Council and served as acting president until her retirement in 1956. Throughout her life,
she wished to be remembered simply as "teacher." Her
legacy remains, however, as a remarkable educator who

provided illuminating ideas about how children can
learn.
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Rachel Davis DuBois
January 25, 1892March 30, 1993
0. L DAVIS, JR.

Rachel Davis DuBois pioneered intercultural education
in American schools. She insisted that schools must work
to develop students' knowledge about and positive attitudes toward peoples of all cultures. Consequently, she

religious convictions. In 1917, soon after U. S. entry
into the war, she refused to sell war savings stamps to
her pupils. Many American school officials dismissed

sought both to devise achievable projects and to develop among teachers the experiential background and
sensitivity that would support these purposes. A major
American progressive, DuBois laid some of the impor-

DuBois' superintendent understood her position. He
also appointed her acting principal of the high school
when he departed for military service.
DuBois experienced a turning point in her life
through her attendance at the First International Conference of Friends in London in 1920. The conference
sessions about the conditions of the world's societies
and peace in the postwar world were grim. She heard
especially of the brutalizing conditions of wartime on

tant foundational elements of contemporary
multicultural education.
Born into a Quaker family that farmed in southern
New Jersey, Rachel Davis grew to maturity intimately
aware of the cultural conflicts that were a part of her
community and region. Institutional segregation in local schooling, for example, divided her and other white
children from their black friends and neighbors. Such
practices clearly were at odds with both her developing
understandings of the ideals of political democracy and
of the tenets of her faith community. For example, she
early accepted the understanding of "God in every man."
The life of Quaker meetings nourished the seeds of her
lifetime commitments to social justice as well as to personal responsibility for social action.
She began her education in a rural common school
near her home and completed an unremarkable second-

ary education at nearby Pilesgrove High School. Although graduates of her school routinely did not attend college, Davis developed a hesitant interest in obtaining further education. Admitted to Bucknell Uni-

or disciplined teachers who opposed the war, but

civilians and of paternalism and other injustices imposed

on colonial subjects by imperial nations. She became
increasingly concerned by the reports of violence meted

on black Americans by white Americans. Confessing
that she knew too little about social problems in her
own country, DuBois resigned her teaching position and
volunteered for service with groups concerned with these

social problems. For the next four years, she worked
particularly in efforts to eliminate or reduce discrimination against blacks. She joined the NAACP and was
an activist in its causes for the rest of her life. In 1924,
she returned to teaching as a social studies teacher at
Woodbury High School in New Jersey.
Her first deliberate attention to programs of intercultural education occurred the following year. Her committee of teachers proposed two assembly programs each

versity, she pursued a major in natural science. She participated in several campus groups, but did not feel accepted socially. Upon her graduation in June, 1914, and
unable to enter a career in science because of her gen-

month. One would feature speakers, musicians, or artists of different cultures; the second would be planned
and presented by an ethnically mixed group of students.

der, she took a position at Glassboro High School in
New Jersey and taught algebra, biology, and American
history. Although she was poorly prepared in history,

acceptance. The one dramatic exception occurred when
the school board, under immense pressure by local "patriotic" groups, cancelled one month's programs on black
culture and requested DuBois' resignation. She refused

she worked diligently to increase her knowledge and to
enliven her students' engagement with historical mat-

ters. Davis married Nathan Steward DuBois on June
19, 1915, but continued to teach at Glassboro.
As the "Great War" in Europe devoured populations
and resources, Rachel DuBois recognized that Ameri-

can preparation for war would test her political and

This "Woodbury Plan" enjoyed general community

to leave her position; she continued to teach at
Woodbury for several years. Not only did the program
of intercultural assemblies continue, a comparative study
revealed that Woodbury students were more tolerant
on international and racial topics than were students at
a nearby high school.
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DuBois' local successes, however, only demonstrated

Not one to succumb to despair, DuBois recreated

to her that she needed to know more. Thus, she resigned her teaching post and enrolled for graduate study
at Teachers College, Columbia University. Pursuing a
graduate degree, however, was insufficient involvement

her life. Within a year, she completed her long-delayed
doctorate at New York University. She also formed the
Workshop for Cultural Democracy, an enterprise that
mainly worked to improve the relationships of adults,

for this committed interculturalist. Consequently, she

and she popularized her new Group Conversation

worked with teachers and administrators in high schools

Method. Importantly, she labored actively for civil rights

of several states to extend the Woodbury Plan to the

and social justice throughout the remainder of her life.

commonplace school assembly programs of the era. She
recognized, however, that these good programs were not

She died, aged 101, in Woodstown, New Jersey, on
March 30, 1993.

powerful enough to fully meet students' needs. With
colleagues, she wrote a series of curriculum materials,
pamphlets that were among the first materials explic-

References

itly intended for use in ethnic studies programs in
American schools. Some critics have labeled these pamphlets "sanitized ethnicity" because they did not include
aspects of cultural life that divided Americans. She offered the first university course in intercultural education at Boston University in 1933.
In 1934, she founded the Service Bureau for Intercultural Education to provide services to teachers rather
than to advocate a particular vision of intercultural education. It quickly developed an extensive publications
program, offered consultative services to area schools,
and embarked on a large-scale research and demonstra-

tion program in fifteen New York City high schools.
Focused specifically on the development of a generalized social harmony, the program attained success, but
it attracted challenges from others committed to other
purposes. Faced with diminished financial support for
the Bureau by 1936, DuBois merged its operations with
the Progressive Education Association's Commission on
Intercultural Education. The relationship was not satisfactory and, two years later, the PEA board dismissed
DuBois. She rebounded by reconstituting the Service
Bureau and quickly becoming involved in a high visibility, federally sponsored radio project, "Americans

AllImmigrants All" (1938-39). This twenty-six program series was quite popular, receiving a number of
prestigious awards. During this pre-war period, DuBois
continued to focus attention to separate ethnic groups,
but some supporters and critics misunderstood her principled focus as contrary to the need for national unity.
Also, some members of the Bureau's board became con-

vinced that she was not a satisfactory administrator.
Once again confronted with a request that she resign,
in May 1941, she silently left the bureau that she had
brought into existence.
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Helen Heffernan
January 25, 1896August 3o, 1987
KATHLEEN WEILER

Helen Heffernan was born in Massachusetts in 1896,
the youngest of nine children, and moved to Goldfield,
Nevada, with her family by the time she was in the eighth

grade. She attended high school in Goldfield and later
the Nevada Normal School, from which she graduated
in 1915. She then held a series of positions as a teacher

and principal in Nevada, Idaho, and Utah. From an
early age, she was a supporter of women's rights and an
advocate of women's suffrage.

and supervisors throughout the state of California. With
Corinne Seeds, the head of the University of California
at Los Angeles laboratory school, she led a network of
like-minded teachers and administrators, most of whom
were women.

By the mid-1930s Heffernan's progressive vision
increasingly incited conservative educators and local
communities. The animosity of local communities to
Heffernan's progressive ideas was heightened in the tense

In 1923, Heffernan received a B.A. from the Uni-

political climate of the 1930s, shaped in part by the

versity of California, and in 1925, she received her M.A.,
having studied during the summers. From 1923 to 1926,

influx of families of migrant farm workers and the need

she worked as a rural supervisor in Kings County. She
became active in the state Rural Supervisors Association and spoke frequently about her work. In 1926, she
was invited by the State Board of Education to apply
for the vacant position of commissioner of elementary
schools. She was only thirty years old.
The early focus of Heffernan's work was on rural
education, particularly after 1927, when the State Department of Education was organized and Heffernan

Mexican families had been recruited to work in expanding California agribusiness, replacing single, male mi-

became chief of the Division of Rural Education.
Heffernan was concerned with supporting and strength-

ening the work of rural elementary school teachers,
many of whom still worked in small one-, two-, or three-

room schools. She became involved with rural education at a national level as well. In 1920 she was elected
president of the Rural Supervisors Section of the National Education Association and worked to encourage
a Deweyan approach to rural schools.
Heffernan used a variety of methods to bring progressive educational approaches to rural schools: She
visited schools and spoke at institutes and conferences;
created state demonstration schools; encouraged and
guided the work of rural school supervisors; and orga-

nized the publication of state educational journals.
Throughout the 1930s, Heffernan argued for progressive education, not only for rural schools, but for urban

ones as well. In 1931, she established The California
Journal of Elementary Education, which was published

through 1963, showcasing the ideas of John Dewey,
William Kilpatrick, and other progressive educators.
Heffernan's influence was felt by elementary teachers

to provide schooling for their children. In the 1920s

grant workers. In the 1930s the "dust bowl" migrants
arrived in California from southwestern states. In response to this new population of school-age children,
California established and supported migratory or emer-

gency schools. Heffernan organized conferences and
published state pamphlets and articles on the education of migrant children and on the need to provide
health and family services through the schools.
With the outbreak of World War II, Heffernan became involved with the movement to provide day care
and services to war workers and to provide adequate
support for the rapidly expanding urban schools. She
also faced the moral issue of the forced removal of Japanese-American families, including school-age children,

to camps in 1942. Heffernan was not as public in her
sympathy for the Japanese-American internees as was
her friend Seeds, who received death threats after orga-

nizing a drive to bring food and blankets to the Japanese-Americans being held at the internment center at
Santa Ana. But Heffernan did remain in contact with
the superintendent of education at the Manzanar Camp,
Dr. Genevieve Carter. In a letter to Dr. Carter on November 23, 1943, she raised the issue of trying to educate against prejudice and racial hatreds, citing favorably Carey McWilliams's talk on "the problem of education of minority groups" at an earlier state education
conference.
As the progressive education movement became associated with more critical and politically radical ideas
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during the 1940s, all aspects of progressive education
came under attack. For example, Heffernan was involved
in defending curricular materials deemed unsuitable by
conservative groups. In California, as was true elsewhere,

social studies materials influenced by George Counts
and Harold Rugg from Teachers College, Columbia,
were attacked as biased and "socialistic," and Heffernan

came to their defense. In 1946 her pamphlet Framework for Social Studies was attacked by the California
Society of the Sons of the American Revolution as injecting "political propaganda" and teaching "international socialism." This pamphlet remained in use, but
the social studies series Building of America, a series of
photographic texts on social problems in America, was
not so fortunate. Although defended by Heffernan and
others, Building of America became the target of a number of right-wing groups in the 1940s, who eventually
succeeded in having it removed from the schools.

Nevertheless, Heffernan retained strong support
from liberal groups and local educators and continued
a wide range of activities in California, nationally, and
internationally. In the early 1960s she traveled widely,

visiting schools throughout the world. In 1961, she
conducted workshops in Kenya and Nigeria for African educators on the importance of providing equal
educational opportunity for girls and women.
In the face of increasing criticism of progressive edu-

cation in the McCarthy and cold war years, Heffernan
remained steadfast in her commitment to child-centered

and democratic education. After conservative Max
Rafferty's successful campaign for state superintendent
of public instruction, Heffernan, protected by civil service regulations, remained in office until 1965, but her

influence declined. She retired without public announcement or ceremony at the age of sixty-nine. In
1966, her supporters raised funds to dedicate in her
honor a redwood grove on the northern California coast.
She lived quietly in Sacramento until her death in 1987
at the age of ninety-one.
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Elma Alva Neal
November 3, 1883June 15, 1957
MATTHEW D. DAVIS

Elma Alva Neal served as a catalyst in changing professional opinions in Texas about educating Mexican and

Mexican American pupils. Her pioneering efforts to
provide instructional materials for and significantly increasing academic achievement of these "others" in the
classrooms of San Antonio, Texas, mark her as an exemplary social educator. Elma Neal was a consummate
"progressive" educator during the early 20th century.

Elma was born on November 3, 1883 near San
Antonio, Texas, to James Polk Neal and Julia Virginia
Neal. Her father had settled in the San Antonio area
with other Missouri Mormons, including his subsequent
bride's parents, during the years just prior to the American Civil War. The extended Neal family eschewed north

or "white" San Antonio and made their home southwest of the San Antonio city limit, an area coterminous
with the "Mexican" part of town. Thus, Elma grew up
among Mexican American children and, likely, was bilingual on entering the San Antonio public schools. Just
as surely, this intimate knowledge of Mexican Ameri-

can life inspired her eventual work as a progressive
schoolteacher and administrator.
San Antonio and its culture nourished Neal through-

out her life-long residence. The city, long misunderstood within Texas and elsewhere as a "Mexican" town,

was an early Spanish colonial center of population.
Throughout its long history, San Antonio's residents
have been subject to Spanish, Mexican, and American
rule. By the late 1920s, more Mexicans and Mexican

Americans lived in San Antonio than in any other
American city, but they still comprised about one third

of the total population in that city. The San Antonio
public schools, in which Neal was educated as a child
and which employed her through most of her adulthood, were marginally more welcome to Mexican and
Mexican American children and youth in the early 20th
century than were other Texas schools. For example,
William J. Knox, a long-time San Antonio school ad-

ued. Knox's courageous act, during a time when Mexican pupils regularly were punished when they used their
home language, must have inspired Neal and her subsequent work on behalf of these children.
Elma Neal graduated from San Antonio High School
in 1901 and began teaching in the city's public schools
in 1907. The intervening six years of her life are lost to

history. Neal likely worked on the family farm; like
countless other young adult females, she was missed by
the local directory publisher when canvassing the area.
By 1918, Neal had progressed to the position of principal of Green Elementary School at which presumably
she had been teaching for the preceding ten years. Two
years later she was selected to fill the post of Supervisor
of Primary Grades. In subsequent school district reorganizations, this post's description changed to Director

of Elementary Education (1923) and subsequently to
Assistant Supervisor of Elementary Education (1929).
Neal held the last title until she retired in 1948.
Neal, in an uncharacteristic move for a young Texas
female teacher, continued her education at Teachers
College, Columbia University, in New York City. Likely
attending during the summers, she earned a diploma in

supervision in 1922, an A. B. in 1923, and an A. M. in
1926. Elma, unsurprisingly for an individual with this
educational background, was a prominent southwestern member of the Progressive Education Association,
rising to become a member of its advisory board. She
garnered numerous other national distinctions in the
field; for example, Neal chaired the National Education Association's Fifth Yearbook on Creative Teaching
(1932).
San Antonio's Mexican and Mexican American pupils came under Elma Neal's purview. A survey under-

taken by University of Texas professor Herschel T.
Manuel in the late 1920s revealed that more than 90
percent of such students attending the state's public
schools languished in the lower elementary grades. Simi-

ministrator and Neal's eventual supervisor, allowed
Mexican pupils at Navarro School during his time as
principal to sing the Mexican national anthem in their

larly, the University of Chicago educator Franklin
Bobbin, in his 1915 survey of San Antonio public
schools, reported that nearly 80 percent of that city's

native language. However, by the xenophobic years of
World War I, this practice apparently was discontin -.

Mexican and Mexican American students were over age

for their class. Neal endeavored to change the dismal
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educational circumstances for these students. By 1932,
Neal had made impressive strides at increasing educa-

Mexican and Mexican American education. Her ministrations with regard to Mexican American children and

tional attainment for these students: the number reported to be over age had been reduced to between 8

youth reserve for her a place among the nation's most progressive social educators. A San Antonio elementary school

and 11 percent and, increasingly, the upper elementary
grades were being opened to these students. No other
Texas educator of the period could point to such progressive practical results for Mexican and Mexican
American children and youth.
Neal's accomplishments can be attributed, at least
partially, to her authorship, with her assistant for el-

was named in Neal's honor on her retirement in 1948.

ementary schools 011ie Storm, of the Open Door (1929)
series of readers (Primer, First Reader, Second Reader).
The readers served as the centerpiece of a newly imple-

mented course of study for Mexican and Mexican
American students in San Antonio. They represented
several years of research in which teachers used mimeographed early drafts with students at the Margill School.

Neal was a staunch supporter of the direct method of
language instruction. For example, following state law,

students learned to say "pencil" without first saying
"lapiz." All of the children in Neal's readers, however,
were addressed by their Spanish language names, com-

plete with accents and tildes. Thus, such students in
the public elementary classrooms of San Antonio and
other southwestern American school districts may have
claimed a modicum of relationship between school and

home. Her pedagogical material and techniques for
Mexican American students garnered wide appeal, both
within Texas and across the nation, as evidenced by laudatory accounts in the Christian Science Monitor and
School and Society.

The recognition of Neal as a progressive educator
of Mexican and Mexican American children and youth
must be understood within the racialized context of the
time and place in which she worked. For example, the
boys depicted in Neal's readers wore sailor suits, an unlikely choice of clothing. Similarly, the children's mother
baked bread instead of tortillas, and the family engaged
in stereotypic Anglo activities.
Also, in line with contemporary professional sentiment, Neal wrote of using the readers in ways to capitalize on the Mexican singing and dramatic talent; an
ability that she understood to be inherited from Aztec
artistry. Presumably, her observation of Mexican pageantry in her hometown reinforced her impression of
collective talent.
Despite these contextual caveats, Elma Neal left an

indelible legacy on the dialogue about improving
56

Neal, a long-time resident at 510 E. Dewey Place in San
Antonio, died on June 15, 1957, at age seventy-three.
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Hilda Taba
December 7, 1902July 6, 1967
JANE BERNARD-POWERS

Hilda Taba was a curriculum theorist, curriculum reformer, and teacher educator whose work provided a
theoretical and pedagogical foundation for concept development and critical thinking in the social studies.
Taba was an architect and participant in three major
curriculum events of the twentieth century: the "Eight
Year Study," in which she evaluated progressive student-

centered curricula in terms that included critical thinking abilities; the Intergroup Education in Cooperating
Schools Project, which anticipated the multicultural
education movement of the nineteen seventies; and the
productive collaboration between San Francisco State
University and the Contra Costa County schools, which
resulted in the "spiral of curriculum development" in
elementary social studies curriculum.
Hilda was born in Kooraste, a small village in South
Eastern Estonia, into the family of Liisa Leht and Robert Taba, a "schoolmaster." She attended Kanepi Parish
School, Voru's Girls' Grammar School, and earned an
undergraduate degree in English and Philosophy at Tartu
University. Taba was introduced to Progressive Educa-

tion ideas at Tartu University, and she pursued this interest in the United States when the opportunity to do
master's degree work at Bryn Mawr College in Pennsylvania arose in 1926. After earning a master's degree there,

she went on to Teachers College, Columbia University
where her interest in progressive education gave rise to
her career in curriculum theory, curriculum development, and teacher education. Taba studied with William Kilpatrick, Boyd H. Bode, and John Dewey, and

her dissertation entitled "Dynamics of Education: A
Methodology of Progressive Educational Thought"
(1932) acknowledges her gratitude to these progressive
education pioneers.
Taba's dissertation established a foundation for much

of her subsequent work, and in it she drew on a wide
range of academic disciplines. Three key ideas in the
work are particularly important for curriculum history.
First, she argued that learning and the study of learning
should be modeled after contemporary physics in that
the processes are dynamic, interrelated, and interdependent. Thus, she established a paradigm that was radically different from a simple transmission model of edu-

cation. Second, she argued that education for democracy was at the heart of education, and that it had to be
based on rich experiences where children learned to live
together in democratic relationships. Third, she argued
that educators must deliver substantial curriculum, not

slogans, and that they are accountable in both the delivery and the evaluation of the work. Parenthetically,
she eschewed objective testing as the primary method
of evaluation.
Taba returned to Estonia in 1931 just prior to the
publication of her dissertation with hopes of taking a
position at Tartu University, but the hiring committee
turned her down despite her impressive credentials because she was female. Male candidates were preferred at
that time, according to Edgar Krull, a Taba scholar from
Tartu University. Deeply disappointed, she came back
to the United States, where she became curriculum director at the Dalton School in New York City.

Following her return to the United States, the political tides of repression returned to Estonia, and she
could not go back for many years because her ideas about

democracy were considered dangerous. Her rejection
from the job may have saved her life.
Over the next four decades, Taba's career and work
as a curriculum theorist flourished. The particular combination of her towering energetic intellect, her deep
appreciation for democracy (which developed out of
Estonia's political repression in the twentieth century),
her belief in the power of individuals and groups in
educational contexts to realize significant social goals,
and her commitment to demonstrate empirically the
effects of social education fueled her leadership in curriculum generally and in three major twentieth century
projects specifically.

The Eight Year Study, also known as the Commission on the Relation of School and College, or the Thirty
Schools Project, was an ambitious research project that
was to evaluate how students from progressive secondary schools would fare in colleges. Ralph Tyler, at the
University of Chicago, was responsible for the overall
evaluations in the Eight Year Study, and he invited Hilda

Taba to join him following a meeting at the Dalton
School in New York.
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Taba's contribution to the study was evaluation of
"social sensitivity," which was related to the general goal

of preparing students for effective democratic participation. Taba measured social sensitivity by multiple
means, including group activities, informal conversations, anecdotal accounts, and students' book reviews
and other writings. Taba delved under the surfaces of
social phenomena to discover the attitudes and problems in student social life. She tackled two challenging
areas of social studies pedagogy: the measurement of
attitudes about race, class, and ethnicity and the development of authentic alternatives to paper and pencil
assessment.

Taba's work on evaluation led to a productive collaboration with Ralph Tyler and the design of a general
framework for developing curriculum. It also led to a

position as director of the Curriculum Laboratory at
the University of Chicago in 1938 and her subsequent
leadership in intergroup education in the 1940s.
Racism, anti-semitism, and perceived threats to na-

tional unity gave rise to a collaboration between the
National Conference of Christians and Jews and the
American Council on Education. This collaboration,
focused on the reduction of prejudice and conflict
through education, was known as the Intergroup Edu-

and documented the complex processes that children
use to form concepts. They also organized and implemented staff development for teachers, documenting
this work for research. Mary Durkin, a teacher and cur-

riculum specialist from the Contra Costa County
Schools, was a close associate who anchored the critical
bridge between Taba's theoretical work and the practice

of classroom teachers who spent summers and weekends learning about concept attainment and writing
social studies curriculum.
The Taba Spiral of Curriculum Development is a
graphic organizer designed to illustrate concept development in children as it relates to the elementary social
studies curriculum. The Taba Spiral was used by teachers in workshops in the nineteen-sixties, and it is found
in curriculum texts today.
Taba's theorizing and curriculum development were
unusual for her day. She understood and articulated the
deep connections between culture, politics, and social
change; cognition and learning; experience and evaluation; and the significance of all three for teacher prepa-

ration and civic education. As an educator, her work
was profoundly optimistic and democratic. She believed

that teachers should be the curriculum designers and
that all children could learn to think critically about

cation in Cooperating Schools Project. Taba developed
an association with the project in 1944 when she headed
up a summer workshop at Harvard, which resulted in
the 1945 yearbook for NCSS, Democratic Human Rela-

complex ideas.
Hilda Taba died in Burlingame, California, on July

tions. She assumed the directorship of the project in
1945, then served as director of the Center for Intergroup Education at the University of Chicago until

including Curriculum Development: Theory and Practice
(1962), Teacher's Handbook for Elementapy Social Studies (1967), and an elementary textbook series published

1951.
Taba brought a staff of eight educators together who
fanned out across eighteen sites and seventy-two schools
over a period of two years to work with local site faculty

posthumously (1970).

on issues of prejudice and discrimination. The Intergroup Education Project tackled issues related to newcomers, economic instability, housing patterns, and
community relations using interactive curriculum and
processes such as literature groups, conflict resolution,

Bernard-Powers, Jane. "Composing Her Life: Hilda Taba and Social
Studies History," in "Bending the Future to Their Will": Civic

and role playing.
In 1951 Taba left the Intergroup Education Center
to take a position at San Francisco State College, where
she developed a major curriculum reform project. Working collaboratively with teachers and administrators in
Contra Costa County, California, Taba formulated, researched, and wrote about the foundations of curriculum development. Taba and her colleagues explicated
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6, 1967. Her curriculum theory and project work was
captured in publications that are still available today,
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Helen Merrell Lynd
March 17, 1896January 3o, 1982
JAMES WESLEY NULL

One of Helen Merrell Lynd's major contributions to the

fields of sociology and social education was her
groundbreaking work, Middletown: A Study in Contemporary American Culture (1929). In this work, she and
her husband, Robert Staughton Lynd, studied a small
midwestern town in order to uncover the everyday livesofAmerican citizens in one particular region of the coun-

try. They dedicated a sizeable portion of this study to
the education of Middletown's children and youth. In a
relatively short time, the book became a standard sociology text throughout the country.

Helen Merrell was born March 17, 1896, in La
Grange, Illinois, to Edward Tracy Merrell and Mabel
Waite. Her father was editor of The Advance, a Congre-

gationalist publication, and her mother taught school
prior to marriage, after which she remained at home
with her daughters. With her two sisters, Helen grew
up in a suburb of Chicago and was brought up in a
family environment that was religiously strict and modestly wealthy. She attended Lyons Township High School
and planned to enroll at Northwestern University, but
her family's relocation to Framingham, Massachusetts,
led her to choose Wellesley College. As a student there,
she worked in a local restaurant to help support herself
and pay for college expenses.

In 1924, with support from the Rockefeller Foundation, Robert began to study small town religious life.

For the next two years, the Lynds lived, worked, and

studied in Muncie, Indiana, which they called
"Middletown." Their book on life there was published
in 1929. During this period, Lynd mothered two children, Staughton and Andrea.
After a brief association with Vassar College as a lecturer, Helen Lynd accepted an academic position at Sa-

rah Lawrence College and taught there for the next
thirty-five years. While a teacher at Sarah Lawrence, she
continued her personal academic pursuits at Columbia
University. As a mother, a faculty member, and a doc-

toral student at Columbia, Lynd's time was certainly
stretched, but she persevered and completed her Ph.D.
in the history of ideas in 1944. In 1945, Oxford University Press published her dissertation as a book, England in the Eighteen Eighties: Toward a Social Basis for
Freedom.

Also in 1945, Lynd published her first major work
on education, Field Work in College Education. This book

described her early work at Sarah Lawrence and her ef-

forts to build a community of learners, to base her
courses on the interests of her students, and to interest
college students in sociology. During this time, many

Helen Merrell's academic interests flourished at

teachers at Sarah Lawrence emphasized the necessity for

Wellesley, where she majored in philosophy, English,
and history, and participated in numerous extracurricular activities such as student government and the debate team. At Wellesley, Mary S. Case was one of her
most important teachers, encouraging her to study the
idealism and the dialectics of Hegel. She graduated in
1919 as a member of Phi Beta Kappa.
Soon after her Wellesley years, Helen met Robert

students to assist their instructors in the development
of course content and curriculum. Lynd's teaching con-

Staughton Lynd during a vacation trip with her family in
Randolph, New Hampshire. Fc;r the 1919-1920 school
year, Helen Lynd taught eight courses at Ossining (New
York) School for Girls. During the following school year,
she served as a secondary teacher at Miss Master's School

in Dobbs Ferry, New York. She married Robert Lynd,
moved to New York City, and lived with Robert's parents.
During these years , she studied history at Columbia University, earning an M.A. there in 1922.

stantly improved in this environment as collegiality between faculty members and students assumed top priority. She also worked closely with her Sarah Lawrence
colleagues to develop and teach courses together in their
overall efforts to further the advancement of liberal ideas.
Also, while in New York City, Lynd joined the American Federation of Teachers and the American Civil Lib-

erties Union, both of which she supported for many
years. She also served on the Board of the New York
Teachers Union.

During the McCarthy era of the early 1950s, numerous faculty members at Sarah Lawrence were suspected of communist activities, a situation that furthered

Lynd's insistence upon academic freedom. Notably,
when asked to submit her "political history" to the
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president of Sarah Lawrence, Harold A. Taylor, she re-

References

fused to comply with his request. In the early 1950s,
Lynd's commitment to liberal ideas and leftist causes

Deegan, Mary J. "Helen Merrell Lynd," in Women in Sociology: A
Bio-Bibliographical Sourcebook. New York: Greenwood Press,

drew suspicion from several ideologically driven members of the U.S. Senate. Eventually, she was called before the Senate Internal Security Subcommittee, chaired
by William Jenner, to be questioned about her political
affiliation and the activities of her colleagues at Sarah
Lawrence College. Later, Lynd regretted that she had

answered "No" to Jenner's question about whether or
not she had ever been a member of the Communist
party. She wished that she had taken the Fifth Amendment and stayed to challenge publicly Jenner and the
rest of the committee.
Lynd officially retired from Sarah Lawrence in 1964,
but she continued her work by teaching a reduced load.

She also authored several publications. Lynd lived in
New York City until 1981, at which time she relocated
to Ohio where she died of a heart attack in 1982.
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Eleanor Roosevelt
October 11, 1885November 7, 1962
DANIEL PERLSTEIN

Few Americans are more fully identified with liberal
reform than Eleanor Roosevelt, and few reformers have
more consistently placed education at the center of their
activism. Eleanor's career epitomized efforts to democratize both American politics and civic education.
Born into a family touched in equal measure by extraordinary wealth, appalling misfortune, and astonish-

ing cruelty, Eleanor was rescued from the barrenness
and casual bigotry of her class when, at age fifteen, she
enrolled at Allenswood, an elite girls school in England.

Marie Souvestre, the school's headmistress and dominant personality, repudiated notions of women's intel-

lectual inferiority, and the girls and women of
Allenswood offered Eleanor deep emotional bonds, access to a sophisticated, liberal political world, and a rich
intellectual life. She traced the synthesis of affect, intellect, and political engagement in her own thought and
work to her time at Allenswood.
When Eleanor returned to the United States and married her cousin Franklin Delano Roosevelt (FDR), the
claustrophobic world of her childhood once again closed
in around her. Slowly, however, she began to redefine her
place in the world. In 1922, Eleanor began a close relationship with educator Marion Dickerman and Nancy
Cook, and the lesbian couple introduced her to networks
of women activists. Led by Dickerman, Eleanor helped
establish evening classes for the Women's Trade Union
League. By 1927, Eleanor joined Dickerman as co-owner
of New York City's fashionable Todhunter School for Girls.
For the next four years, while FDR was governor, Eleanor
divided her week between her official duties in Albany and
her New York career as Todhunter's history/civics teacher
and vice principal.

and crafts activities are all correlated about a single period or theme."
Eleanor stressed the value of "contact with big people
and remarkable personalities, whether obtained through
books, or through actual action." Todhunter students,
she wrote novelist Dorothy Canfield Fisher, "should see
a little more of the world than their own surroundings,
with an understanding eye and heart." Still, Eleanor had
firm ideas about the need to inculcate intellectual and

moral dispositions. "The most important thing for a
child," Eleanor believed, "is to acquire an attitude of
responsibility .... Following rules like others is the real
character building of schools." Todhunter's curriculum
also included "strict accountability" through "frequent
tests...for we believe that the girls will have to take cer-

tain hurdles in life, and that hurdles in school are an
important preparation."
Gradually, as FDR's rise in national politics expanded her own horizons, Eleanor became increasingly
disenchanted with Todhunter's commitment to social

privilege. "The point of real education," she came to
believe, "is an ability to recognize the spirit that is in a
real human being, even though it may be obscured for
a time by lack of education or opportunity." Abandoning Todhunter, Eleanor turned her interests to less elitist forms of schooling and adult education.
No New Deal program occupied more of Eleanor's
attention than the attempt to create a new homestead community in Arthurdale, West Virginia, an area marked by

extraordinary human misery. Inhabitants of the mining
camps, Eleanor would recollect at a 1939 press conference, "were like people walking around dead. They were

Todhunter combined a moderately progressive peda-

alive, but they were dead as far as any real living was concerned." She was convinced that conditions in the camps

gogy with the reinforcement of students' social privi-

had rendered residents so despondent that they had lost

lege. The pedagogy was derived from the "project

the capacity to direct their own lives. She expected

method." Teaching, Eleanor believed, needed to progress

Arthurdale to refashion the lives of the poor and at the
same time to establish conditions in which people profoundly scarred by privation could begin to direct their

from students' interests to a broad understanding of
history and social life, and "to develop in students...the
ability to find out things for themselves and a curiosity

to know more in whatever line they are studying."
Eleanor later remembered: "Our history and English

own lives. Because she simultaneously understood the incapacitating injuries of misery and held to the democratic

belief that the poor could learn to participate fully in
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American life, Eleanor placed education at the center of
Arthurdale's community revitalization.
Envisioning Arthurdale as "a social experiment in

community life which centers around its school,"
Eleanor was convinced that the homestead could serve
as a national research and exhibition center, displaying
methods of social reconstruction in much the way that
agricultural extension stations demonstrated efficient
farming practices. She took an active interest in every
aspect of community life, and recruited such noted educators as John Dewey, Lucy Sprague Mitchell, Progressive Education Association President Carson Ryan, Dean
William Russell of Teachers College, and John Dewey

protegee Elsie Clapp to join her in planning the
community's educational program.
Eleanor worked to bring to Arthurdale the elements
of domestic grace and beauty that other Americans enjoyed, but newspapermen and politicians ridiculed her
for wasting tax dollars on such "trivial" matters. Community revitalization in Arthurdale was based on the
impractical notion that subsistence homestead farms
would allow miners to escape the ravages of industrial
society. Arthurdale's schools, while being models of progressive pedagogy, contained a strain of sentimentalism
common in progressivism of that era. Students learned
square dances and traditional ballads rather than union
songs; they studied the process of spinning wool, but
not the brutalization of the extraction industries; they
learned of West Virginia's pioneer heritage, but not of
the slave plantation that constituted the area's first nonnative settlement. A quarter of those individuals who
applied to move to Arthurdale were black, but not one
was admitted to the community, despite black protests

and Eleanor's efforts to win whites over to racial
tolerance.

The failures of the Arthurdale experiment led
Eleanor to confront more fully racial inequality. Just as

Eleanor had gained much from the mentoring of
Dickerman and others in the 1920s, she also learned
much from Mary McLeod Bethune, Walter White, and
other black leaders in the 1930s. For two decades beginning in the 1940s, she actively supported a school
that challenged the racial inequalities that Arthurdale
reproduced. Wiltwyck, an integrated residential school
for troubled New York City boys, was created because
existing programs excluded blacks. Celebrated for its
efforts to apply progressive pedagogy to the treatment

of rural life. Frequent visits by Eleanor during the
school's early years and annual school picnics at Hyde
Park contributed much to the school's fame. The notion that all children shared similar needs and that professionals could address them, beliefs at the heart of elite
liberal reform, suffused Eleanor's support for Wiltwyck.
The school, she liked to say, demonstrated that all chil-

dren share the need "to feel that they are known, that
they are distinct individuals. It is not enough to be part
of a group."
Even military preparation for World War II was, for
Eleanor, an occasion for civic education and community revitalization. In 1941, she served as co-director of
the Office of Civilian Defense. Challenged by conser-

vatives who sought to limit OCD to military and police matters, Eleanor argued, "this is no time to overstress the importance of personal safety against token
bombing, rather than developing fortitude in the people
for whatever they must face as citizens of a country at

war." In order for Americans "to have confidence in
themselves, to feel secure in their way of life, to have
high moral codes," she urged that OCD foster "the
knowledge that daily conditions can be met, that you
have a say in meeting them, and that you have a part in
the defense of your community and the country."
The ideas and ideals that shaped Eleanor's work in
the heyday of American liberalism differ in several respects from those of today's liberal thinkers. She had a

much greater faith in the possibility of discovering a
progressive science of education and much less interest
in cultural diversity. Excluded from the inner circle of
New Deal policy-making, Eleanor was forced to seek

change through the slower and more ephemeral process of transforming Americans' minds and hearts, including her own. As Eleanor transcended her origins,
her own political understanding deepened, broadening
her educational goals.
A vision of civic education and democratic life unites

Eleanor's work with Arthurdale, Wiltwyck, and the
OCD, along with such activities as her daily syndicated
newspaper column, "My Day," and her involvement in
the Works Progress Administration theater and the SheShe-She Camps. For Eleanor, education and democracy
were ongoing, unfinished projects. Her career demonstrates the utility of seeing democratic education, like
democracy itself, as a developmental, often rehabilitative, process for citizens and teachers as well as students.

of delinquent youths, Wiltwyck's bucolic Hudson River
Valley campus embodied the rehabilitative possibilities
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Mary Gertrude Kelty
February 15, 1890 April 13, .1964
KEITH C. BARTON

Mary Gertrude Kelty served as president of the National

Council for the Social Studies in 1945. She was the
author of numerous scholarly works and elementary
school history textbooks. Born in Midland, Michigan,
she taught in the state's public elementary and secondary schools and later received bachelor's (1915) and
master's (1924) degrees from the University of Chicago.
She worked as a supervising teacher (1915-1918), faculty member (1921-1924), and later chair (1925-1926)

of the Department of Social Studies at the Wisconsin
State Teachers College, Oshkosh. She also served on the

faculty of the University of Puerto Rico from 19181920.

As a single woman with no children, Kelty had the
freedom of professional and geographic mobility. Beginning in 1927, she abandoned her full-time academic
appointment and began work as a writer, consultant,

and visiting lecturer. From 1929 to 1931, she and
Nelle E. Moore co-edited News-Outline, a nationally cir-

culated current events newspaper for use in the upper

elementary grades. Between 1930 and 1937, Kelty
authored seven elementary school history textbooks
(along with supplementary materials) in Ginn &
Company's Tryon-Lingley Series; titles included The Old
World Beginnings of America, The American Colonies, The

Beginnings of the American People and Nation, and The
Growth of the American People and Nation.
In 1938, Kelty began twelve years of service on the
NCSS board of directors. She moved from Chicago to

Washington, D.C. in 1941, and later worked as a consultant for the Office of Price Administration (1942)
and the Office of Military Government in Germany
(1947-1948). In this latter capacity, she assisted in the
preparation of postwar textbooks on German history
for use in West Germany's schools and, in 1950, she
chaired the U.S. delegation to the Brussels UNESCO

seminar on the improvement of history textbooks.
Through the 1930s and 1940s, Kelty also held positions as a visiting lecturer at Minnesota, Chicago, Nebraska, Syracuse, Colorado State, Emory, and Harvard.
She retired from active professional life in 1953 and
was later killed in an automobile accident near Lake
Wales, Florida, in 1964.

Kelty published throughout her career, beginning
with the results of her M.A. thesis on children's understanding of time expressions, which she published in
two articles in Elementary School Journal in 1925. In
addition to authoring school textbooks, she published
more than thirty scholarly books, chapters, and journal
articles. Her best known professional work, Learning
and Teaching History in the Middle Grades, was a methods textbook for teachers in the upper elementary grades.
Her writings are particularly notable for their extensive

citation of the contemporary scholarship on children's
thinking and reasoning.
Kelty labored to develop a coherent and empirically
grounded social studies program for grades four through
six. This attempt placed her at the intersection of com-

peting educational philosophies and, in many of her
writings, she sought to mediate the claims of rival approaches by adapting their recommendations to the
needs and interests of children situated between the
primary and junior high school levels. Her early work
reflected the scientific curriculum-making associated
with educators at the University of Chicago; these early
writings emphasized a carefully planned procedure for
covering material, a continual process of assessment and
remediation, and a concern for establishing lists of the
specific individuals, terms, and dates that she believed
students needed to learn. The influence of this approach
on Kelty's later career may be found in her abiding interest in curricular alignment, thoughtful lesson planning, and empirical verification of effectiveness.
However, Kelty also focused attention on children's

comprehension of content, rather than simple memorization or verbal mastery. This emphasis led her early
on to emphasize pupils' active involvement through
stimulating questions, research projects, presentations,
and the reading of well-written narratives. By the mid1930s, she abandoned much of the regimentation of
her earlier recommendations and sought, instead, to
position her work in relation to philosophies centered
on children's development and interests, on the one
hand, and those stressing social needs and values on the

other. She considered the activity approach of the
period's developmentalists to be a crucial component
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of meaningful learning at all ages. She argued, however,

that pupils' immediate interests no longer could be the
focus of the curriculum by the fourth grade; the purpose of social studies at that level, Kelty maintained,
was to provide vicarious experiences of other times and
places. She also praised Harold Rugg and other educators who sought to engage students in reflective consideration of broad social issues, but she considered this
approach beyond the ability of most children before
junior high years.
Kelty attempted to resolve the demands of these
competing philosophies by centering the fourth to sixth
grade social studies curriculum on history. This focus,
she argued, provided a mote coherent and compelling
framework than any other means of organization. Pupils would continue to engage in interesting mental and

physical activities, as they had during their primary
grades, but they would do so mainly through learning
about historical developments and the origins of modern life. Their familiarity with history, meanwhile, would

provide the foundation for their deliberations about
societal issues later in their schooling. She also was con-

cerned to distinguish instruction at this level from the
kind of historical study that focused on chronology,
biography, or political and military events.
For Kelty, the chief goal of studying history was the

ability to comprehend a coherent narrative of successive events, and this aim required the use of units organized around broad movements, particularly from U.S.
history (such as why English people came to live in the
New World and how the United States became a Great
Industrial Nation). Such an approach called for pupils'
deliberate attention to social and economic context.
These principles underlay most of Kelty's historical writ-

ings for children. Her chief influence on social education probably lies in her popular textbooks, which introduced generations of elementary children to a history curriculum based in narratives of national history.
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Introduction
MARGARET SMITH CROCCO

in the decades following World War 11.4

In her book The Home Front and Beyond: American
Women in the 1940s Susan Hartmann concludes her
discussion of women and education with these words:
The brief promise of greater educational equity
which surfaced amidst the imperatives of war vanished as another imperative, the need to compensate those who had defended the nation, increased
the distance between women's and men's opportunities.'

Concerns with equality in education served as an
important focus of Lavone Hanna's life and work. Hanna
was professor of education at San Francisco State University from 1947 to 1961. Like many progressive edu-

cators, Hanna stressed the importance of aligning curriculum with the needs of children. Ahead of many other
progressive educators, Hanna was explicit about the need
for teachers to make curriculum responsive to students

In terms of sheer numbers of women going to col-

of diverse ethnic and racial backgrounds. In her later
writing, she called for curriculum development and

lege, progress had been made: In 1940, just over 600,000

educational equality for students from low-income fami-

had been enrolled; by 1950, that number had swelled
to over 805,000. The more telling statistic, however,
charts the reduced proportion pursuing higher education: In 1940, women were 40% of the total number of
college graduates; by 1950, they were only 25%.
One of the reasons for this downward shift was the
enormous number of male students returning to college under the auspices of the GI Bill of Rights, passed
by Congress as the Servicemen's Readjustment Act in
1944.2 Women veterans were also eligible for benefits

lies and for those with physical, emotional, and intel-

from this bill, and according to historian Linda
Eisenmann, used the bill in proportion to their military participation, or about 3 percent. Of interest here,
Hunter College, where Dorothy Fraser taught during
the sixties and early seventies, had been the largest
women's college in the country during the thirties, but
decided to become a coeducational college after experimenting with male students enrolling under the GI Bill
after the war.'
As a result of the legislation:
This flood of returnees entering schools and colleges brought new meaning to the notion of equal
educational opportunity. Mass education now had
to be planned and implemented at both the high
school and post-secondary levels, since school success was seen increasingly as being essential to one's
success in life. The activities of black and women
teachers seeking single salary scales were also part

of the new thrust for more equality in American

life. The pursuit of equal opportunity in and
through education came to be a dominant theme

lectual handicaps. Like Alice Miel (who is also discussed

in this chapter), she believed strongly that schools in
general and social education in particular should work

to expand educational equality for all the nation's
children.
Fulfilling this obligation fell chiefly to women, since

the teaching profession remained overwhelmingly a
woman's field during the post-war years, despite a wide-

spread teacher shortage and renewed efforts to attract
men into teaching. Numerous life stories could be assembled matching, at least in part, that of Myrtle Roberts who, for 52 years, served as a public school teacher
in Dallas, Texas. However, few teachers matched Roberts' professional attainment as president of NCSS in
1951. As we have seen with Ruth West, and find here
again with the cases of Myrtle Roberts and Eunice Johns,
women teachers did become NCSS presidents, just not
very many of them.
Slippage in the attainment of advanced degrees during these decades clearly affected women's ability to attain leadership, school administration, and college teaching positions.' In 1950, women held fewer than 10 percent of high-school principals' positions, about the same
as they had in 1900. In 1950, only one woman served
as superintendent in the largest 360 school districts of

the nation.' Furthermore, federal aid to education,
which began to increase toward the end of this period,
had the perverse effect of expanding women's access to
higher education while excluding or limiting women's
access to funds and fellowships that were essential to
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becoming a scholar.' Rare, indeed, were women like

enon, according to Alice Miel, produced negative ef-

Wilhelmina Hill, who served as a member of

fects on children as well as women. In The Shortchanged

MacArthur's transitional government in Japan and went
on to work as a social science specialist in the Department of Health, Education, and Welfare during the fifties and sixties; Dorothy McClure Fraser, who became
a senior specialist for social studies in the U.S. Office of
Education in 1948; or Alice Spieseke, a faculty member at an elite institution, Teachers College, Columbia
University from the 1930s to the 1960s.
The post-war decline of women in leadership and
non-traditional roles can be attributed, to some degree,
to a public relations effort to get women out of facto-

ries, offices, and classrooms and back into the home.
Besides making way for veterans to take over the positions women had held during the war, social scientists
and social welfare experts "routinely included working
mothers among the causes of family instability," which
was identified as a growing social problem before the
war began.8

For many women who pursued higher education at
this time, a primary goal was making an educationally
compatible match for the husband they hoped to find
at college. Women, including well-educated women,
married at an earlier age; a greater proportion married
than before; and the birth rate increased substantially.

Somewhat paradoxically perhaps, the proportion of
working women continued to climb after briefly faltering in the late forties. Whatever their reasons for seek-

ing employment, working women bucked a national
public-relations effort that promoted marriage and stay-

at-home motherhood to a degree unparalleled in our
nation's history.'
Just how confining the domestic sphere was, however, for some women can be seen in the popularity of
Betty Friedan's The Feminine Mystique, published in
1963. Calling domestic unhappiness "the problem that
has no name," Friedan's book catapulted into women's
consciousness the perceived disconnection between their
college educations and their lives rearing children, what
one historian has described as "a malaise affecting edu-

cated middle-class women, frustrated and bored, kept
in suburban homes in a false round of busyness, and
denied the place in the world for which their education
had prepared them."'°
Suburbanization was an important demographic
development within post-World War II society, with a
host of ramifications for the environment, race relations,

politics, the economy, and education." The phenom70

Children of Suburbia, Miel laid out her concerns that
the newly emerging, largely white and middle class resi-

dential patterns found in the suburbs harmed children
in the United States by robbing them of the experience
of human diversity. While deeply committed to helping children who experienced poverty or other forms of
deprivation, Miel recognized well that even in a "culture of affluence," certain forms of impoverishment
could undermine the nation's democratic project.
The impact of the social history described above
affected different groups differently, of course. For black
women, postwar developments reflect the more limited

occupational opportunities open to them than were
available to white women. In 1940, black women took
more college degrees than black men from the black
colleges. As a result of the GI Bill, however, by 1950
black men received about half of all college degrees conferred by these colleges. In the forties and fifties, just as
before the war, more black men took advanced degrees.

During these years, black women retained their
dominance of teaching positions at the primary and secondary levels as well as holding two out of five teaching
positions at black colleges.' 2 Nevertheless, black female
leaders like Lucy Diggs Slowe, the first Dean of Women
at Howard University, found the concentration of black
women in teaching deeply disturbing and counseled her

students as early as the twenties to consider other options. In the 1950s, Jeanne Noble surveyed black female college graduates and reported what she clearly
considered positive news: that young black women were
now pursuing other career fields, a reaction echoed by

numerous other black commentators on women and
education during subsequent years.°
World War II had a profound impact on black social, educational, and political aspirations. Well before
the war began, the National Association for the Advancement of Colored People, with the involvement of many

black teachers, had begun its efforts at challenging Jim
Crow and gaining the full prerogatives of citizenship
for blacks.14 Still, the war gave major impetus to these
efforts. Two women profiled in this chapter, Septima
Clark and Ella Baker, worked closely with the leaders
of the NAACP and the Southern Christian Leadership
Conference on educational activism involving black citi-

zens.° Clark pursued preparation as a teacher while
Baker disparaged such preparation, in keeping with the
views of Lucy Diggs Slowe. In the end, however, both

recognized the centrality of education and leadership at
the grass-roots level to citizenship efforts among blacks
and devoted their lives to these goals.
In 1950 the glaring injustices associated with segre-

education. During this period and since, elementary
education has been the most "feminized" enclave within

Jersey's third constitution, which in 1947 ended all forms

education. Not surprisingly, therefore, this arena has
been the most deeply devalued sphere within education. The field of social studies is no exception to this
pattern. As Ruth Ellsworth noted in her interview for
this book, "Elementary social studies was the underdog." Furthermore, Ellsworth remembers NCSS as a
conservative organization during the fifties and sixties:
NCSS neither embraced international and global education (to the extent that she and others like Maxine

of de jure segregation in the state:6 Through her work

Dunfee or Alice Miel proposed) nor challenged the sta-

as a professor of education at Howard University, Wright
also researched, wrote, and taught about the importance
of black history to the preparation of teachers. Wright's
dissertation on the resegregation of schools in New Jersey, along with the work of many other black scholars,

profession.
What emerges from this chapter's profiles of women
social educators is a portrait of a group deeply concerned
with matters of social justice, diversity, citizenship edu-

gation and discrimination against black veterans and
other black citizens compelled President Harry Truman

to issue an executive order desegregating the armed
forces. One of the women included in this chapter,
Marion Thompson Wright, played a central role in
bringing about this change with her work on New

contributed to the social science research cited during
the trial of Brown v. Board of Education in 1954. This
Supreme Court decision overturned the "separate but
equal" doctrine with regard to public schooling.
Anti-Communist hysteria, fomented by Senator Joseph McCarthy during the 1950s, challenged or damaged the careers of many of the progressive educators
profiled in this chapter. One of the major hurdles the
NAACP had to overcome was various allegations that
its members and leaders were Communists." The press

trumpeted such accusations, especially in the rural
South." Such accusations damaged relationships even
within the Black community.
As early as 1940, NCSS had organized a Committee on Academic Freedom. During the McCarthy era,
Helen McCracken Carpenter, elected NCSS president
in 1956, felt the need to strengthen the organization's
efforts on behalf of social studies teachers. The Committee on Academic Freedom promulgated a series of
statements emphasizing the role of schools, teachers,
and social studies in a free society.19

Allegations of "Un-Americanism" linked to school
de-segregation efforts in Houston during the fifties figured prominently in the resignation of Nelda Mae Davis

from her position as teacher and supervisor with the
Houston Independent School District. Since many of
these women worked not only for social education but
for social change, their efforts were suspect in a society
clinging, in certain quarters, to established patterns of
power, dominance, and subordination.
Finally, it should be noted that a number of women
included in this chapter are associated with elementary

tus hierarchies of either the broader society or the

cation, and human relationships, both as subject, context, and norm for work in social studies. Whether they
worked in Trenton, New Jersey or Dallas, Texas, these
women practiced progressive education long after it was
fashionable to do so.
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Lavone A. Hanna
October 8, 1895November 5, 1982
TYRONE C. HOWARD

Lavone A. Hanna was born in Clay Center, Kansas, and

education. Moreover, the text served as a methods book

spent her life committed to public education and the

on problems of curriculum and instruction in high

social studies. She authored many books, articles, chapters, and reports that were concerned with social edu-

school social studies in grades seven through twelve.
Hanna maintained a high level of scholarly productivity during a professional career spanning more than
four decades. Particularly impressive is her wide range

cation and curriculum development. Throughout her
academic career, Hanna was active in a number of professional organizations, including the National Council for the Social Studies, the Association for Supervi-

sion and Curriculum Development (for which she
served on the organization's executive committee from

1957-1960), the National Council of Christians and
Jews, the National Society for the Study of Education,
and National Education Association. She was Presidenf
of the California School Supervisors Association. Although Hanna wrote many journal articles across fields,
her most significant contributions were in the social
studies. In this area, she authored or co-authored several books that addressed the social nature of education

of topics. In her publications during the thirties and
forties, Hanna wrote about the nature of effective evalu-

ation program development, value patterns in school
instruction, and the problems approach to social education. One of Hanna's significant contributions was
Unit Teaching in the Elementary School, co-authored with

Gladys Potter and Neva Hagaman (1955). This book
provided in-service and pre-service teachers with a prac-

tical guide to the development of unit teaching that
integrates various subject matter with students' lived
experiences. Moreover, Hanna and colleagues stressed
the importance of how unit teaching should be orga-

and the improvement of elementary and secondary

nized in line with four key criteria: (1) the needs of

school curriculum and instruction.
Hanna received a bachelor's degree (1919) from the
University of Wisconsin, a master's degree (1927) from
the University of Chicago, and doctoral degree (1943)
from Stanford University. She taught history at Clay
County High School in Kansas (1920-23) before moving onto similar stints in Oklahoma at Bartlesville High
School and Junior College (1923-31), and Tulsa Central High School (1931-39). Her professional career
included service as director of general education for the
Tulsa Secondary Schools (1938-39); research associate
and assistant professor of education at Stanford Uni-

children; (2) the growth characteristics of children; (3)
the nature of the learning sequence; and (4) the values
inherent in a democratic society. This work is notable
because it attempted to move unit teaching away from
simple scope and sequence arrangements to increased

versity (1939-44); director of curriculum for Long
Beach, California, public schools (1944-47); and associate professor, professor, and professor emeritus, San
Francisco State College (1947-61). Hanna also lectured
at Mills College (1947-51), the University of Chicago,
and Claremont College.
In 1948, with I. James Quillen, Hanna co-authored
Education for Social Competence, a book that grew out
of their joint work on the Stanford Social Education
Investigation. Established in 1939 at Stanford University, this project acquainted educators with the purposes

student- and society-centered matters. Hanna helped
teachers understand the importance of structuring curriculum so that it would be consistent with students'
developmental needs and social and cultural demands.
Subsequent editions of the book (1963 and 1973) main-

tained this focus, but also stressed how interdisciplinary, developmentally appropriate, problem-oriented
social studies programs could contribute to democratic
ideals within a changing society.
Other works of Hanna's had similar themes. Facing

Life's Problems (1955) was a problem-oriented high
school text that stressed skills and strategies in dealing
with complex personal and social problems. Hanna
addressed topics such as personality development, making and maintaining friendships, establishing a successful marriage, acquiring an education, and developing a
philosophy of life. Subsequent works such as Challenge

for a Free People (1964) also stressed the teaching of

and characteristics of a good program in social
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core social studies concepts designed to promote
effective and responsible citizenship.

Hanna spent much of her career articulating why
and how classroom teachers should contribute to students' values, insights, and skills within a democracy.
However, Hanna problematized the extent to which all
students reap the benefit of democracy. One of the cen-

tral themes of her work was the gross inequities that
existed in urban and rural school settings. Conscious of
the contradictions between the democratic ideals of free-

dom and equality and the harsh realities of poor and
minority students, Hanna repeatedly called for educators to take additional measures through curriculum
development and instructional practices that would help

to ensure equality for all students. To reach this end,
Hanna suggested that teachers structure content in ways
that made it relevant to the concerns and culture of the
students and with a special emphasis on the communication skills and social development that students bring

to the classroom. Moreover, Hanna called on school
leaders to understand the social and psychological dynamics of students who grow up in poverty and to translate this understanding into what today would be called
"culturally responsive" educational programming. She

stressed that a curriculum for low-income and minority students should not stress memorizing meaningless
facts, but provide first-hand experiences requiring students to act, feel, and think intelligently about their
daily social encounters and decision-making. Hanna also
called for educational equality for students with physi-

cal, emotional, and intellectual handicaps. In many of
her later writings, she consistently called for students
not to be discriminated against because of their race,
creed, or socioeconomic status. She viewed educators
and schooling institutions as important for creating a
more humane and open society. Hanna's lasting legacy
rests upon her advocacy of the social studies as an interdisciplinary, problem-solving, and student-centered format that can help all students reach their full potential.
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Alice Miel
February 21, 1906 February 1, 1998
ELIZABETH ANNE YEAGER

Alice Marie Miel was a nationally prominent scholarpractitioner in the field of curriculum development at
Teachers College, Columbia University, for some three
decades (1944-1971). She contributed substantially to
the practice and theory of children's democratic social
learning through numerous books and articles, through

problems within the progressive movement and criticizing its lack of a unified base of support as well as its
lack of new ideas. In 1971, she retired from Teachers
College, but occasionally wrote and taught both in the
United States and abroad. She died of natural causes in
Gainesville, Florida, in 1998.

supervision of approximately 140 doctoral students from
around the world, through national leadership as presi-

Several themes emerge readily in Miel's body of
work. First, Miel advocated democratic ideals and the

dent of the Association for Supervision and Curriculum Development (1953-54), and as a founder of the
World Council on Curriculum and Instruction in the

development of democratic behavior as the ultimate goal
of schooling. Miel did not adhere dogmatically to a precise definition of democracy. She believed that, although
certain fundamental ideas were embedded in the term,

early 1970s. Born on a farm near Six Lakes, Michigan,
she graduated from Central Michigan Normal School
in 1924, worked as a teacher, supervisor, and principal
in the state's public elementary and secondary schools,
and received bachelor's (1928) and master's (1931) degrees from the University of Michigan
The progressive movement in education emerged
as the strong undercurrent in Miel's life. As a teacher at

Tappan Junior High School in Ann Arbor during the
Great Depression, Miel collaborated with her principal, G. Robert Koopman, and other colleagues on a
curriculum guide that incorporated the ideas of John

Dewey, Harold Rugg, Ann Shumaker, and
William Heard Kilpatrick. Miel and her colleagues dem-

onstrated their conviction that the school curriculum
must be modified to emphasize the effects of contemporary social problems on the schools.
Miel received her doctorate from Teachers College
in 1942, joined its faculty in 1944, and later became a
professor in the Department of Curriculum and Teaching. She served as chair of that department from 19601967. Her career at Teachers College spanned the latter

years of the college's preeminence in the progressive

education movement. Her career also spanned the
movement's alleged decline and disarray in the 1950s
as the main target of conservatives such as Arthur Bestor
and Hyman Rickover who attacked progressive philoso-

phy and demanded a return to the "basics" of schooling. During the late 1940s and 1950s, Teachers College also experienced a number of internal struggles as
the progressive movement splintered. Miel maintained
her strong progressive convictions, while acknowledging

its meaning must be developed and continually nurtured by the people who profess it. Like Dewey, she
conceived of democracy as more than a system of government; it was a unique way of being, thinking, and
living with others.
Miel believed that the school was democracy's proving ground because it bore a large share of the responsibility for socializing the nation's young people into participation in democracy. She viewed the school as a society in microcosm from which individuals from many
backgrounds learned about freedom and responsibility,
individuality and cooperation. For Miel, the citizen's
overarching responsibility in a democratic society was
to know how democracy worked and how to maintain
it through changing conditions.
Second, Miel focused on the social learning environment of children in schools and articulated aspects
of cooperative learning and other democratic procedures
available to teachers.
Her work expressed fundamental ideas about what
she considered to be appropriate democratic social learnings for children. In her 1957 book with Peggy Brogan,
More Than Social Studies, Miel described social learnings for which the schools should share responsibility:
bearing a friendly feeling; having concern for all mankind; valuing difference; being a contributing member
of a group; seeing the necessity of a cooperative search
for conditions guaranteeing maximum freedom for all;

taking responsibility for a share of a common enterprise; problem-solving and working for consensus; evalu-

ating ankwperating with authority; refining constantly
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one's conception of the "good society"; and learning effective communication and research skills. Miel particularly emphasized her theme of cooperative learning to

build good relationshipswhat she called the "fourth
R" in schoolsas an essential component of democratic
social learning. Miel recommended three approaches to
help children improve human relationships: creating a
friendly, respectful atmosphere in the classroom; teaching ways of managing group endeavors; and teaching
about peoples' commonalities and differences. Miel also
advocated social learning opportunities for world understanding, and she criticized "culture units" commonly

taught in the elementary schools for encouraging unhealthy stereotypes of cultural and ethnic groups.
Miel strongly believed that no single school subject, including the social studies, could be expected to
carry the full load of children's social education. However, in terms of the unique contribution of the social
studies to children's learning experiences and to their
democratic socialization, the book More Than Social
Studies by Miel and Brogan pointed to the field's capacity to place social learning at the center of the curriculum. They argued that teachers could provide opportunities designed to develop children's interpersonal and

intergroup relationships through solving problems of
daily living; to satisfy children's curiosities about the
world; to solve problems of understanding and community action; and to build positive attitudes toward
others through organized individual and group studies.
Most importantly, teachers could help children to develop socially useful concepts, generalizations, and skills
so that children could organize their experiences.

Third, Miel was especially concerned about meanings of American democracy and democratic citizenship for the diversity of American society. In particular,
she focused on problems of children who experienced
intellectual, economic, or cultural deprivation because
of their ethnicity and/or socioeconomic background.
She viewed the solution of such problems as central to
the mission ofAmerican democracy, and she saw schools
as places where these children could have, among other
things, positive social learning experiences. These con-

cerns emerged fully in Miel's book, co-authored with
journalist Edwin Kiester, The Shortchanged Children of
Suburbia (1967), for which the authors received the
National Education Association's Human Rights Award
in 1968. Miel believed that this book best represented
her research efforts. Its groundbreaking thesis was that
in affluent, homogeneous suburban schools, students
76

71

were failing to learn about human differences and cultural diversity. The authors made numerous, specific
recommendations for the study of race, religion, and
socioeconomic statusall aimed at dismantling stereotypes, avoiding facile generalizations, studying different groups in their appropriate cultural and historical
contexts, and understanding the concerns and struggles
faced by particular groups in American society. Miel
was able to reassert her conviction that human diversity

was a proper subject for the school curriculum in a
democratic society. She firmly believed that children
should be educated to deal fairly and realistically with
questions of social justice, civil rights, national unity,
and international peace.
Alice Miel, in many ways, embraced and encouraged what Walter Parker has referred to as "advanced"
ideas about democracy and democratic citizenship education. That is, she raised issues related to human social
and cultural diversity and saw these as central to the
ongoing development and "deepening" of American
democracy. She also viewed democracy as a way of life
that citizens undertake together through deliberation,

reflection, and civic action. For Miel, education for
democratic citizenship necessarily begins early in school,

where children can acquire a sense of altruism, civic
responsibility, community, and connection to other living beings. She claimed that the educational process,
and the curriculum itself, should help children understand social problems and feel responsible for striving
to solve them.
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Myrtle Roberts
1893

May 11, 1968

MARY BLACK

Myrtle Roberts was a true champion of social studies
education at the national level as well as in her home
state of Texas. She was elected president of the National
Council for the Social Studies in 1951 after serving on
the board of directors from 1945-47. A decade earlier,

she inspired history teachers in Dallas to organize the
Dallas District Council for the Social Studies in 1936,
later serving as its president. The Dallas council, in turn,

sponsored establishment of the Texas Council for the
Social Studies and its affiliation with the National Council for the Social Studies.

Roberts earned A.B., B.S., and B.L. degrees from
East Texas State University and an M.A. degree from
the University of Texas at Austin. Except for one year of
full-time study, her college work was completed during
summer terms while she taught school during academic
years. Later, she taught summer session courses at both

Southern Methodist University and Southwest Texas
State College.

Roberts was a public school teacher for fifty-two
years, thirty-five of which she taught American history
at Woodrow Wilson High School in Dallas, Texas. She

of the profession overall. She believed that the best way
for teachers to meet their responsibility to improve social studies teaching and democratic education was to
participate in professional organizations. "In these complex times," she commented, "an individual social studies teacher working alone would find it very difficult, if
not impossible, to meet the ever increasing burden and
challenge [that we face]." She found great personal satisfaction from service to her profession and students.
Roberts helped edit the Social Studies Texan, the journal of the Texas Council for the Social Studies. She also
served as regional co-chair of the NCSS Committee on
Professional Relations. As a member of the Texas State
Teachers Association sub-committee on social studies,
she wrote a handbook on teaching methods for grades
1-12. She also wrote a textbook entitled Patterns of Freedom: A History of the United States (1953) and various
journal articles.
The Dallas Council for the Social Studies honored
"Miss Myrtle," as she was affectionately called, at their

annual meeting in 1963, upon her retirement from
teaching. In 1966, the Dallas Council established the

numbered more than 200 members by 1951. In order
for her to have time to serve as NCSS president, the

"Myrtle Roberts Award," a plaque and a savings bond
to be presented annually to an outstanding teacher who
had contributed to the advancement of social studies.

principal of Woodrow Wilson High School relieved her
of two classes as well as responsibilities for the Histori-
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also sponsored the high school's Historical Society, which

cal Society.

Roberts dedicated her life to improving social studies teaching during the critical years of the Great Depression, World War II, and the Cold War. "Never before in the history of mankind is the domestic and world
situation so complex, perplexing, and difficult as it is
today," she said in her NCSS Presidential Address in
November 1951. Largely due to her influence, NCSS
held its 1952 annual conference in Dallas. One of her
colleagues has noted that Roberts "brought the National
Council to Texas and Texas to the National Council."
She continued to attend annual meetings until her retirement in 1963.
Roberts firmly believed that teachers' participation
in local social studies councils and teacher organizations
was vital to both individual growth and development
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Eunice I. Johns
September 18, 1902June 29, 2000
KEITH C. BARTON

Eunice Irene Johns taught secondary social studies for
over thirty years, served as president of the National
Council for the Social Studies in 1960, developed a variety of instructional materials for the field, and worked
as a consultant to curriculum development projects from
the 1940s through the 1970s. Much of her published
work consisted of instructional resources or teachers'
guides, many of them emphasizing the use of problemsolving activities to teach social science concepts.
Johns was born in Grubville, Missouri, and received
her undergraduate degree from the University of Missouri in 1926. She began teaching secondary social stud-

ies at the Horace Mann School in Gary, Indiana, in
1927, later becoming chair of the department, and continuing in that position until 1957. Johns also served as
a trustee of the Gary Public Library and as a member of
the executive boards of the Women's Citizens Committee and the Crime Commission in Gary. Her colleague,
Dorothy Fraser Hemenway, later described these civic
activities as "typical of her energetic participation in the
life of her community, wherever she lived." Johns completed a master's degree from Teachers College, Colum-

bia University, in 1934, and her first known publication was in the journal The Platoon School in 1939. In
that article, she lamented the practice of ending the study

of modern history with World War I and called for
greater attention to post-war developments, so that students might make intelligent choices as citizens.
In 1944, Johns co-authored Meet the Soviet Russians:
A Study Guide to the Soviet Union for Teachers in Second-

ary Schools, which was an outgrowth of her participation in the 1944 Summer Session of the Harvard Workshop in the Social Studies, sponsored by the National
Council of American-Soviet Friendship. She and her
coauthors described the Soviet Union as one of the most
neglected regions in the secondary curriculum, and this
resource guide was designed to provide background
material on the people, culture, geography, and politics
of that country. Although they noted that teaching about
the Soviet Union could be controversial, Johns and her
colleagues wrote from the benign perspective of wartime cooperation, with an explicit avoidance of negative judgments (particularly of the Soviet government)

and an avowed goal of "learning to work together in
harmony."
Johns was most active in the National Council for

the Social Studies during the 1950s and 1960s. She
served as editor of the organization's Social Studies in
the Senior High School: Programs for Grades Ten, Eleven,

and Twelve (1953), which included sections that analyzed the current status of social studies in secondary
schools, described selected programs throughout the
country, and made recommendations for improvements.
Her chapter in the 33rd Yearbook of NCSS, co-authored
with Dorothy McClure Fraser, presented a rationale and
procedure for developing a coordinated and integrated

program for teaching social studies skills. The appendix (which she wrote) in the same volume described
what such a program might look like. During this period Johns served on several NCSS committees, including curriculum, finance, and publications. She was a

member of the board of directors, and in 1954, she
chaired an ad-hoc committee on improving election
procedures within NCSS. In 1957, Johns left Indianapolis to become supervisor of the secondary social studies
program for the Wilmington, Delaware, public schools.
Beginning in the mid-1950s, several of Johns' professional activities revolved around economics education. In 1955, she received a doctorate from New York
University; her dissertation focused on the programs of

the Joint Council on Economic Education (now the
National Council on Economic Education), particularly
its teacher workshops. She reviewed the current status
of economic education in schools and the rationale for
increasing its extent and quality, chronicled the creation

and development of the Joint Council, described the
planning and implementation of the organization's
workshops, and evaluated their effectiveness in meeting their stated aims. Although Johns did not attempt
to situate her analysis in a wider body of theory or research (nor to reflect critically on the nature or purpose
of the Joint Council's efforts), her carefully documented
and clearly written dissertation is an invaluable resource
for understanding the development of economic education in the United States.
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Johns also wrote the "Teaching Aids" section of the
NCSS publication A Teacher's Guide to Money, Banking, and Credit (1955). Her suggested activitiesgeared
toward the inclusion of economic concepts in second-

ary courses on U.S. historyemphasized a problemsolving approach in which students collected, evaluated,
and interpreted information; developed generalizations
and conclusions; and formulated actions consistent with

those conclusions. Much later, in 1975, Johns coauthored two volumes in the "Concepts for Social Studies" series, developed by the Social Studies Curriculum

Center at Syracuse University and published by
Macmillan. The first, Decisions! Decisions! Comparative
Advantage: A Concept Study, described the application
of the concept of comparative advantage to a variety of
problems (related to personal choices, community issues, public policy, and foreign relations) and engaged
students in identifying and weighing alternative courses
of action. Johns' second contribution to the series, Ahead
of Us ... The Past: History and the Historian, focused on

the interpretive nature of historical research, particularly the ways in which primary sources can be analyzed and the factors that influence historians' perspectives. She also co-authored, with James Quillen, an extensive series of U.S. history maps and overhead transparencies, published by Nystrom in the late 1960s and
early 1970s.
Eunice Johns passed away on June 29, 2000, at the
age of 97, in Kennett Square, Pennsylvania.
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Wilhelmina Hill
August 29, 1902July 8, 1979
DAWN M. SHINEW

Wilhelmina Hill was instrumental in shaping social
studies education through her publications, professional
affiliations, and position as Specialist for Social Science
and Environmental Education in the U.S. Department

of Health, Education, and Welfare, Office of
Education.
Born in Fisher's Island, New York, Wilhelmina spent
her early childhood in the hotel that was managed by
her parents. While she was still quite young, her father
passed away. Her mother, a teacher, became the sole
supporter for the family. After living for a short time in

Tennessee, the family moved to Kansas City, where
Wilhelmina spent most of her adolescence and early
adulthood.
Hill served as an elementary and secondary school
teacher in the Kansas City, Kansas, Public School District from 1923 through 1937. As a teacher, Hill carried out early experiments in the correlation and integration of subjects. During this period, Hill also continued her education. She completed her bachelor of
science degree in English from University of Kansas in
1930. Three years later, she earned a masters degree in
geography from Teachers College, Columbia University. In 1939, Hill became among the first to receive a
Doctorate of Education degree (Ed.D., which was then
a new degree) from Teachers College. Her dissertation
was entitled "A Bulletin for Curriculum Suggestions and
Materials for Maryland Educators." Hill's graduate advisor was Professor Herbert B. Bruner, a specialist in
curriculum.
Upon receipt of her doctorate, she became the associate editor for Scholastic magazine, with major responsibility for the high school teacher edition. Subsequently,
she assumed a faculty position at the University of Denver, at which she taught from 1939-1949, earning the
rank of associate professor. Her responsibilities as a faculty member included establishment of a doctoral pro-

that were published in 1946 by Follett Press. The series
laid a foundation for an integrated curriculum in social
studies for young learners and was adopted by Califor-

nia, Texas, as well as many other states and districts.
Hill's series included a heavy emphasis on the role of
the citizen in democratic societies and established explicit connections between children's lives and subject
matter. The series was revised and reissued until 1968.
In 1949, Hill joined the staff of the Civil Informa-

tion and Education (CIE) Division of General
MacArthur's transitional government in Japan. In this
capacity, she developed a curriculum for Japanese junior high schools. Her work in Japan led to a position
with the United States' Office of Education in 1949. In
this position, she was responsible for development of
initiatives in leadership of the social studies. Her position later was expanded to include an emphasis in environmental education. Her interests in international issues continued, and from 1955 until 1958, she served
as a consultant on rural elementary schools in Haiti.
During her tenure with the Office of Education,
Hill continued to be a prolific writer and editor. The
scope of her work is evident in the titles of just a few of
her more notable publications: How Children Can Be
Creative (1954), authored in collaboration with colleagues Helen Mackintosh and Arne Randall; "New
Horizons for Environmental Education" (1969); and
Selected Resource Units for Elementary Social Studies
(1961). Hill also collaborated in the development of
educational films for elementary and middle grade social studies that focused on helping students understand
their environment.
Hill's position in the Office of Education made her
a valuable resource to other government agencies. She
served as a consultative assistant to the Education Section of the Department of Public Information at the

United Nations. In addition, she worked with

gram in the School of Education, development of

UNESCO and its relations staff, as well as the U.S.

courses for the teacher preparation program, and direction of workshops in elementary education, reading clinics, and a curriculum laboratory. During this time, Hill

Department of State. In these capacities, Hill provided
guidance on the creation of curriculum materials and
instruction for children in the United States and around

was also active in curriculum development. In 1946,

the world that sought to promote understanding of

she wrote a series of elementary social studies textbooks

humkn rights and cooperation.
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Throughout her career, Hill was an active member
and leader of numerous professional organizations. She
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Geographic Education. She was heavily involved in the
National Council for the Social Studies and served as
the chair of several of its committees, participated on
programs of annual conventions, and wrote articles and
yearbook sections for NCSS publications. In addition,

Hill served as President of the District of Columbia's
Council of Administrative Women in Education. She
was a contributing member of the Society of Women
Geographers, the National Education Association, the
Association for Supervision and Curriculum Develop-

ment, and numerous other organizations. Hill also
served on the President's Council for Recreation and
Natural Beauty from 1967-1968.
In 1972, Hill retired from the United States Office
of Education. After almost fifty years in education, Hill

left a legacy for women in social studies education.
Known as "Willie" to her friends and colleagues, Hill's

work in social studies education helped to define the
field. As a teacher educator, she emphasized the importance of practical experiences in the preparation of teachers. As a curriculum developer, Hill became a leader in

the movement for integrated approaches to learning.
As a woman in a profession dominated by men, Hill
was a pioneer leader.
Wilhelmina Hill died of natural causes at the age of
seventy-seven. Garney Darrin, her long-time friend and
colleague, established a scholarship in her honor at James
Madison University. Each year, an outstanding student

in Early Childhood and Middle Education at that university receives financial support to continue the mission to which Hill dedicated her life.
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Dorothy McClure Fraser
January

1, 1913

STEPHANIE D. VAN HOVER

Dorothy McClure Fraser Hemenway served as president
of the National Council for the Social Studies in 1954.
Born in Columbia, Missouri, Dorothy McClure received

a bachelor's degree in education from Northeast Missouri State Teachers College (1930), a master's degree
in history from the University of Missouri (1939), and
a Ph.D. in history from the University of Minnesota
(1947). Her dissertation focused on the social origins
of humanist schools in Renaissance Italy. Fraser taught
secondary social studies and supervised student teachers at the Demonstration School at Northeast Missouri
State College (1930-1933), the University High School
of the University of Minnesota (1940-1945), and the
Laboratory School of the University of Chicago (19451948).

Dorothy McClure moved from Chicago to Washington, DC in 1948 to work as the senior specialist for
social studies at the U.S. Office of Education (19481950). In this position, she researched current trends
in social studies education; served as a consultant to
schools and universities; and conducted field research,

workshops, institutes, and curriculum development
programs in order to introduce new curricular concepts
and teaching methods to classroom teachers. She also
administered federal funds available for social studies
and conducted several funded research studies.
In 1950, Dorothy McClure married Russell Fraser
and moved to New York City. There, she worked as a
professor of social studies education and supervisor of
student teachers at Adelphi College (1951-1953), City

College of New York (1953-1958), and Hunter College, City College of New York (1962-1973). She also
worked as an assistant for the dean of education, City
College of New York (1958-1962). While at Hunter
College, Fraser worked on Project #120, a field-based
program designed to recruit and encourage social studies students to teach in Harlem schools while also providing in-service education for classroom teachers. The

program held classes in Harlem, performed outreach
services in the community, provided student teachers
with extra experiences in Harlem outside of the schools,
and encouraged professors and students to spend large
amounts of time working in Harlem classrooms. Most

Project #120 graduates subsequently taught in Harlem
schools. Fraser also helped develop a Masters of Arts in

social studies education program at Hunter and coordinated the social sciences teacher education program.
She retired in 1973 and, several years after Russell
Fraser's death, she married Horace Hemenway in 1993.

Throughout her career, Fraser actively served in
numerous organizations, including the National Council for Social Studies, the Association for Supervision
and Curriculum Development, the American Educational Research Association, the American Association
of University Professors, the American Political Science
Association, Kappa Delta Pi, the American History Association, and Phi Alpha Theta. Fraser held leadership
positions in several of these organizations. In NCSS,
she served on the board of directors for several years,
acted as the annual meeting program chairman in 1953

and as president in 1954, during the height of the
McCarthy Era.
Fraser wrote, edited, and contributed to more than
seventy books, textbooks, curriculum guides, newsletters, journal articles, and yearbooks during her prolific
career. Fraser's writings focused on the social studies
curriculum and effective teaching methods for social
studies teachers. Fraser collaborated with Edith West in
writing Social Studies in the Secondary Schools: Curricu-

lum and Methods (1961), a methods textbook for secondary teachers. She co-authored with Harry Hoy an
elementary textbook series entitled Social Studies Series

(1961), and a secondary history textbook series, The
Adventure ofAmerica (1966). Fraser and Hoy organized

the elementary series around the expanding community model; titles included Our Homes and our Schools,

Our Neighborhood, Our Community, Our State, Our
Hemisphere, and Our World Neighbors. In other writings, Fraser focused on specific issues in the social stud-

ies, such as the need to teach skills and values and to
incorporate current controversial, multicultural, and
global issues into the social studies curriculum.
Fraser argued that the major purposes of the social
studies were to prepare students for life in a democracy
and to be intelligent, understanding citizens who rec-

ognize .the human element in social policy and
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practice. She asserted that students need to develop the
attitudes and skills that lead to constructive citizenship
and that maintain and improve democratic society. According to Fraser, the social studies curriculum should
emphasize human relationships and help students develop attitudes of tolerance and acceptance of change
through exposure to controversial, multicultural, and
global issues.
Fraser urged the social studies field to resist the temp-

tation to teach more and more about less in order to
"cover" information on a list. She highlighted the need
to engage in dialogue about what material to include,

how to organize that material, and how to teach the
information most effectively. Fraser argued that the social studies curriculum could not remain static. Rather,

as this society is a dynamic and continually evolving
one, the field of social studies must address current issues and topics and utilize the latest, most appropriate
materials and teaching methods. Additionally, Fraser
contended that the social studies curriculum should
strive to engage and interest people rather than emphasize memorization of facts and dates. To this end, in the

field of history, Fraser advocated teaching social and
economic history.
Fraser maintained the importance of effective teaching methods within the social studies. She encouraged
teachers to learn about and understand the community

surrounding their school; to utilize recent, effective,
appropriate learning materials; to develop students' skills

and interests; to individualize instruction; and to dedi-

cate time to professional growth as a social studies
teacher. Fraser emphasized the need to develop reading, writing, listening, oral expression, and critical thinking skills in students.
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Alice Winifred Spieseke
December 28, 1899November 2, 1991
MICHAEL P. MARINO

Alice Winifred Spieseke, a longtime professor of social
studies education at Teachers College, Columbia University, was born in Seattle, Washington in 1899. She
came from working class roots: Her father, a German
immigrant, worked as an engineer on merchant ships,
and her mother came from a family of Canadian farmers. Her mother was also a normal school graduate and
had taught in Kansas schools. Growing up, Spieseke was
a successful and active student who was valedictorian
of her high school class and captain of the girl's basketball team. Historical awareness came early to her, and
she credited her grandfather (who had a keen appreciation of history) as well as influential teachers in middle
and high school as mentors who steered her toward her
chosen career.
Upon graduation from high school in 1919, Spieseke

aspired to attend Stanford, but enrolled at the State
Normal School located in Bellingham, Washington
(now Western Washington University). A year later, she

taught the middle grades in eastern Washington. She
then enrolled at the University of Washington, completing her bachelor's degree in 1923 and receiving her
master's degree in history a year later. While at Washington, Spieseke also played on the basketball team and

worked as a coach. When she finished her master's,
Spieseke returned to secondary teaching in Kahlotus,
Washington, where she taught high school history and
civics in addition to coaching and working as a librarian. She perceived the assignment as a difficult one and
referred to an element of "lawlessness" among a populace accustomed to cattle rustling. Later, she taught sixth
and seventh grade at Bellingham's laboratory school and
subsequently moved on to teach at a high school in Se-

attle. While there, Spieseke was influenced by Henry
Johnson's book Teaching of History in Elementary and
Secondary Schools and incorporated his ideas into her
teaching. In 1929, Spieseke taught a summer session at
the Normal School at Bellingham. Realizing an affinity
for college teaching, she decided to pursue further study
so she could increase her career choices in higher edu-

cation. That decision brought her to Columbia

Spieseke came to Columbia in 1933, attracted by
the eminence and influence of Henry Johnson as well
as the more diverse course offerings at Columbia. Previously, she had complained that the University of Wash-

ington was dominated by Europeanists and did not offer courses in Latin American or Canadian history. She
spent a year in Columbia's Department of History before transferring to Teachers College in 1934. At that
time, Teachers College offered undergraduate degrees

and, while a graduate student, Spieseke also taught
American history to undergraduates in the nursing program, often on site at various New York City hospitals
in which the students were interning. In 1938, she re-

ceived her Ph.D. and was appointed to the Teachers
College faculty. Her dissertation was a study of early
American textbooks. Promotions came fairly regularly,
and she was made associate in 1944 and professor in
1952. Describing teaching as "long, exhausting work,"
her last years at the college were spent as the director of
the Office of Doctoral Studies. Spieseke was also instrumental in securing the space and funding necessary
to establish a Women's Faculty Club at Columbia, for
which she also served as president. The club's success
under her stewardship was evidently a major reason why
the separate men's and women's clubs eventually merged
into a single entity. Spieseke retired in 1965, moved to

Seattle, and taught occasionally at the University of
Washington. She died in 1991.
During her tenure at Teachers College, Spieseke routinely taught courses in American history and in methods of teaching history. Further, she assigned and observed all student teachers in history. Although Henry
Johnson was an important factor in bringing her to New
York, Spieseke's primary colleague during her career was
Erling Hunt, a lifelong friend and mentor, as was Hazel
Hertzberg. Spieseke was prominent in NCSS, although
she did not serve as president. Her contributions to the

organization came mainly in the form of committee
participation and as an editor of various NCSS publications. Spieseke considered herself a teacher first and
foremost.

University.
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Septima Poinsette Clark
May 3, 1898 December 15, 1987
ANDRA MAKLER

Septima Poinsette Clark, the "grand lady of the Civil

plantation fields. Malaria was endemic. The total ab-

Rights Movement," created the citizenship schools that
qualified thousands of disenfranchised African Americans to sign voting registers in the deep South nearly a

sence of medical care motivated Clark to work for health
reform in the Sea Islands and to include health issues as
part of her citizenship education curricula.

century after passage of the 13th, 14th, and 15th

She left John's Island to teach at Avery Institute

Amendments. Born and reared in Charleston, South

(1919-1921) and joined a signature-gathering drive to

Carolina, Clark transcended the rigid social code of her
city: She integrated the executive board of the Young

petition the Charleston School Board to hire black

Women's Christian Association (YWCA), forced the city

to hire black teachers for black children, and successfully petitioned the State of South Carolina to equalize
the pay of black and white teachers with comparable

qualifications. She become, at age 78, the first black
woman to serve on the Charleston, South Carolina,
County School Board.
Young Septima Poinsette grew up aware of class di-

visions within the black community. Her father,
Peter Porcher Poinsette, a former slave who learned to
read while Septima was in elementary school, was a ca-

terer. Her mother, Victoria Warren Anderson, who
claimed "free issue" status and was educated in British
schools in Haiti, took in laundry. Schooled in a private
home by two African American women who nurtured
her sense of pride and high standards, Septima returned

to public school in the fourth grade at a time when
Charleston still hired only white teachers, white and
black children went to separate schools, and black students were whipped for talking to their white teachers
outside of school.
In 1916, Septima Poinsette graduated from Avery
Normal Institute and passed the state exam for a Licentiate of Instruction (valid only in rural black schools).
She took her first teaching job on isolated John's Island,
where she boarded with families, shared a bed with her
host's children, and co-taught 132 students in a creo-

sote-tarred log cabin school that was heated only by
two open fireplaces and lacked indoor water and plumbing. A teaching principal from 1916-1919, Clark shared

a monthly salary of $60 with another black teacher,
while the lone white teacher across the road with three
pupils received $85. The illiterate black community kept

no birth, health, or death records and had no access to

medical care. Mothers brought their babies to the

teachers in the public schools. The change was effected
in 1919, which established her reputation as an activist. Against her parents' wishes, she married Nerie Clark
in May, 1920. He was a Navy cook whom she met during her wartime canteen work. Widowed in 1925 with

a ten-month-old son, she briefly took a job in North
Carolina to be near her in-laws; in 1935, she sent her
son to live with them permanently.
From 1929-1947, Clark taught elementary school
in Columbia, South Carolina, where she also took
courses, attended inter-racial lectures, and mixed socially with middle class blacks, which would have been
an impossibility in class-conscious Charleston. Propelled

by a strong desire to earn a college degree and better
serve the needs of black children who were poor readers, she enrolled in summer courses in mathematics and

curriculum building at Teachers College, Columbia
University, in 1930. Subsequently, she studied with
W. E. B. DuBois at Atlanta College (1937) and earned
an A.B. degree from Benedict College in Columbia,

South Carolina (1942), and an M.A. degree from
Hampton Institute in Virginia (1947). Active in her
Methodist Church, Clark also participated in the National Federation of Women's Clubs and numerous civic
organizations including the NAACP, the Teacher's Association of South Carolina, National Council for Negro Women, the Tuberculosis Association, and the Negro YWCA. In 1945, she worked with NAACP lawyer
(and later Supreme Court Justice) Thurgood Marshall
on a federal suit to equalize the pay of black and white
teachers in South Carolina with equal credentials.

In 1947, with segregation and Jim Crow laws still
in full force, Clark returned to Charleston to teach. She
continued to break racial barriers, eating dinner at the
home of a white judge and inviting his wife to address
the Negro YWCA despite strong disapproval from the
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Y's executive board, her principal, and fellow teachers.
Her activism made her a target for the Ku Klux Klan
and white racist threats. When white nurses refused to
vaccinate black children, Clark initiated a drive through
her sorority, Alpha Kappa Alpha, to eliminate diphtheria among the black children in Charleston and John's
Island.
In response to the Brown v. Board of Education decision, the state of South Carolina listed the NAACP as a
subversive organization in 1956. Clark, then sixty, sub-

sequently lost her teaching job and pension. She became a full-time staff member at Highlander Folk School

in Tennessee and led inter-racial workshops that prepared participants to be activists in their communities.
Clark wrote pamphlets (A Guide to Action for Public
School Desegregation; What Is a Workshop; and How to
Become a Community Leader) and study materials with
chapters on political parties, taxes, how to address offi-

cials, and the southern states' voting regulations and
constitutions.
Clark designed a four-month curriculum to teach
illiterate black adults to read and write well enough to
pass voter registration literacy tests, sign checks, and
purchase goods from mail order catalogs. Her course
also taught adults how to organize in order to obtain
sorely needed basic health and community services. In
1957, she organized the first citizenship school in a grocery store on John's Island with help from Esau Jenkins
and Bernice Robinson.
As director of education and teaching for the South-

ern Christian Leadership Conference (1961-1976),
Clark traveled throughout the South teaching tactics of
non-violent civil disobedience. Under her leadership,
the citizenship schools, which educated more than 1,000

people, hired only "non-regular" teachers who spoke
the local dialect, respected local folk ways and knowledge, and involved the adult students in co-constructing the curriculum. She described her work in her autobiography, Echo in My Soul (1962), and in an extended
oral history interview, Ready from Within (1986).

Although she sat on the dais with Martin Luther
King, Jr., when he received the Nobel Peace Prize in
1964, her contributions were not otherwise widely acknowledged. Openly feminist in later interviews, Clark
criticized male Civil Rights leaders for devaluing women

as sex objects and ignoring their contributions to the
movement. She received many honors, including an
honorary doctorate from the College of Charleston in
1978, a Living Legacy Award from President Carter in
88

1979, and South Carolina's highest award, the Order of
the Palmetto, in 1982.
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Ella Josephine Baker
December 13, 1903December 13, 1986
GENEVA GAY

Ella Josephine Baker was born in Norfolk, Virginia. She
was a diligent and consistent social activist, fighting for

determination, independence, resistance, pride in Black-

human freedom, equality, and justice. Although her
primary constituent group was African Americans, especially those in the South, she was concerned about
the civil rights of all oppressed people. She did not restrict her efforts to a single type of oppression or discrimination, but worked to combat these on multiple
fronts, particularly in the social, civic, economic, and
political arenas. By job description and philosophical

sharing with others.

orientation, Ella Baker was a "grass-roots activist" who
promoted informed decision-making and locally based
participatory democracy. Prominent civil rights organizations, her frequent employers, became the medium
through which she practiced and transmitted her social
action ideology and methodologies.
Baker consistently devoted her efforts to educating,
organizing, and facilitating local groups to understand
the politics and economics of their own circumstances,
to realize the power of and need for social action, and
to use collaborative strategies to confront injustices. She
deliberately avoided the media spotlight and high-profile leadership positions. Instead, Baker preferred to work
behind the scenes and help others realize their potential for self-leadership. Her life was closely intertwined
with the history of the modern day labor, civil rights,
peace, and economic justice movements, and she worked
with many of the well-known luminaries of the time.
Among these were Thurgood Marshall, Walter White,
Roy Wilkins, Martin Luther King, Jr., Rosa Parks, and
several other leaders whose public service careers were
launched in the early days of the Student Nonviolence

Coordinating Committee (SNCC) of the 1960s. But,
most of her time, energy, and efforts were directed toward ordinary and unknown people, teaching them how
to do for themselves instead of following the leadership
of others.

Baker's struggle for human freedom, dignity, and
equality was a family inheritance, a deeply felt value,
and a skillful craft cultivated throughout a lifetime. Her
active involvement in these causes, which began when
she was a young child, never wavered. She was born

into a family that demonstrated and taught, her

ness, a deep sense of community, and caring for and

Baker first demonstrated this legacy of courage,
strength, determination, and rebellion against injustices
as a young child in various incidents that are related in
her biographies. As a young college student, she chal-

lenged a regulation at Shaw University that forbade
males and females from walking together across campus. She refused the request of the college president for
her to sing for some visiting dignitaries, not wanting to
be "shown off" in a public display for whites. She decided against becoming a teacher because she considered this career choice too politically timid: It was the
easy way out; what African American female graduates
were expected to do.
Baker showed no reluctance to challenge prevailing
norms and authority figures; had no patience for rhetoric without substance and concomitant action; resented

other people making decisions for her and refused to
do likewise for others; and was known for doing the
unexpected. Undoubtedly, these personal traits, along
with her political ideology and operational style, endeared her to young social reformers coming of age
during her tenure as a civil rights activist, but was the
source of much consternation on the part of older, more

established, and conservative members of the same
movement.
After graduating from Shaw University in 1927 with
a degree in social science, Baker moved to New York.
At that time, Harlem was the center of black cultural
expression and creation. Baker was a voracious learner;
she soaked up the new knowledge, styles, expressions,
relationships, and ideologies raging around her. She did
not follow conventions about where young, unescorted
women were supposed to go (or not) and how they were
supposed to conduct themselves. Wherever there were
meetings, discussions, or other gatherings that promised intellectual stimulation, she sought them out, especially if they dealt with issues of social justice. It did
not matter if they were located in Harlem or not, and
whether the people present were all male, or all white.
These interactions introduced her to a wide variety of
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people and ideas, helped her to crystallize her own philo-

sophical and political beliefs, and craft her approaches
to social change.
These ideas were exemplified in the activist work

that Baker did for the next fifty years or so. Her life
work can best be described as an "organizer" for social
change, work that involved education and activism. Her
activities were both various and distinguished, but their
underlying goals and strategies remained the same: Us-

ing well-organized, well-informed, and well-trained
groups of ordinary people to achieve social change was
her mission.
When forced to make choices about where to place

her energies, invariably Baker sided with young, and
rank-and-file members in organizations, whether at the
local or national level. She thought these constituencies
offered new revitalizing and energetic perspectives, potentials, and contributions for addressing stubborn social injustices. She repeatedly admonished advantaged

members of communities not to separate themselves
from the masses, explaining that protecting one's rights
was closely connected with protecting the rights of the
most vulnerable, disadvantaged, and powerless members. Baker modeled this behavior in her work with the
NAACP, where she fought a diligent battle to democratize the internal operations of that organization by advocating more clearly defined job responsibilities and

salary schedules for staff positions, by encouraging
branch representatives to be more actively involved in
determining NAACP national programs and practices,
and by diversifying the rank-and-file membership. She
took the NAACP message to the people wherever they
were, including pool-rooms, boot black parlors, bars,
and grills because she wanted to educate a diverse constituency to the work of this organization.
This notion of close connections between the particular and general, the few and the many, in dealing
with social justice dilemmas extended to peace issues as

America is bound with the fate of the peoples of
the world; and the prevalence of human freedom
and peace throughout the world will be conditioned
by the extent to which democracy and freedom are
enjoyed by all Americans, regardless of race, creed,
or color.'

In her work as a facilitator of social change, Baker
was as much a pragmatist and a realist as she was a radi-

cal and a nonconformist. She understood clearly that
when the limited resources of individuals are combined
and aggregated they become powerful forces. She applied this understanding in promoting group action and

in raising funds to support social justice initiatives.
Fundraising was a critical element of her activism and
she served this function for all organizations with which
she worked. All her fundraising plans involved solicit-

ing small donations from large numbers of people,
thereby maximizing the responsibility, participation, and

empowerment of the masses in social reform
movements.
Baker made significant contributions as an "activist
organizer" between 1928 and 1974. She:
Wrote for the American West Indian News, Pittsburgh
Courier, Norfolk Journal and Guide, and the Judkins
news service. She wrote primarily on the social and
economic conditions of African Americans.

Chaired the Consumer Education Division of the
Workers' Education Project of the New York Works
Progress Administration (WPA).

Participated in numerous local community activities in New York City, such as the Youth Committee of One Hundred, the Young People's Community Forum established under the sponsorship of the

Harlem Adult Education Committee, and campaigns to get the Harlem branch of the New York
City Library to hire African Americans.

Organized and was the first leader of the Negro
History Club, and later staff member of the 135th

well. For example, in a 1943 radio broadcast, Baker

Street Branch of the New York City Public Library.

connected the African American struggle against social
and political injustices with the fight for democracy for
all Americans. Two years later in another broadcast she
linked achieving democracy internationally with its accomplishment domestically. In making this argument
she declared,

In the latter capacity she concentrated on parent

America cannot hope to lead the peoples of the world

membership drives and organizing leadership train-

to freedom, justice, and equality without achiev-

ing conferences with local units primarily in the
southern region (including Florida, Virginia, Mississippi, Georgia, Alabama, and North Carolina).

ing for all of its own citizens a full measure of these

virtues. Hence, the fate of the minority groups in
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education.
Served as Field Secretary and Director of Branches
for the National Association for the Advancement
of Colored People (NAACP), where she was respon-

sible for conducting fundraising campaigns and

Helped found In Friendship, a liberal-labor coalition, which supported southern school desegregation and the Montgomery, Alabama bus boycott.
She also helped to found Parents in Action, which
attacked de facto segregation in the New York City
Public Schools.

Helped organize and was the first director of the
Southern Christian Leadership Conference (SCLC).
Her responsibilities were to coordinate and serve as
the liaison for the nonviolent movements and voter
registration campaigns throughout the South.
Helped found and was advisor to the Student Non-

violent Coordinating Committee (SNCC). In this
capacity she fought for the right for the members of
this group to be independent of other organizations
(e.g., CORE, NAACP, Urban League), make their
own decisions, and determine their own courses of
action, and mentored them along the way.
Consultant to the Southern Conference Educational
Fund (SCEF) which involved primarily organizing

educational conferences and workshops on civil
rights and civil liberties.

Chaired the Washington, DC, and Atlantic City,
New Jersey, offices of the Mississippi Freedom
Democratic Party (MFDP), which challenged the
right of the official Mississippi Delegation to the
1964 Democratic Party Convention to represent

for all of Ella's children to come forward; hundreds responded. Joanne Grant, her biographer and also a "political child," recalled that many of those who stepped
forward to declare their affiliation were youngsters, but
some were Baker's contemporaries. Many of her "children" went on to make enormous contributions in promoting social justice, thus serving as fitting tributes to
Baker, the person and the social activist.
Notes
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African Americans.

Although Ella Baker rejected the teaching profession, she became a teacher in the truest sense of the
word. She taught a generation of young adults to be
critical thinkers, knowledgeable problem solvers, morally courageous freedom fighters, and astute social activists. She taught these lessons, not by dictate, but by
example and facilitation. Throughout her career Baker
avoided the limelight, but nonetheless she was a guiding force and shining star for those whom she mentored
as a social activist. Well into her seventies she was still
"creating a whirlwind. Moving people, stirring them to

greater efforts, trying to build a mass movement for
change."2 In her commitment to the cause of human
freedom and social justice, Baker fought injustices of
all kind wherever she found them.
Although she had no children of her own, Ella Baker

"mothered" (in the sense of grooming, guiding, and
nurturing) the children and youth of the Civil Rights
Movement. She taught them how to be conscientious
and competent freedom fighters. At a memorial for her
in 1986, Bob Moses, one of her "political trainees," asked
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Marion Thompson Wright
September 13, 1904October 26, 1962
MARGARET SMITH CROCCO

Marion Thompson Wright began her life in Newark,
New Jersey, as the youngest of four children. She attended grammar school in Newark and moved on to
Barringer High School as one of only two African Ameri-

can students at the city's most prestigious secondary
institution. She graduated at the top of her class and
accepted a scholarship to Howard University, where she

graduated magna cum laude. She then received a fellowship to study for a master's degree in education at
Howard, where she wrote a master's thesis examining
the segregated public school systems of sixteen southern states. Charles Thompson, Dean of the School of
Education, advised Wright to continue her education
further and look more deeply into the matter of school
segregation in a doctoral dissertation.
Wright returned home to do a certificate program
at the New York School for Social Work, later part of
Columbia University. The curriculum there emphasized
education and social work in support of the settlement-

to consider Black History as part of social history. By
this time, the work of Carter G. Woodson and Charles
Wesley in the Association for the Study of Negro History and Life (ASNHL) had been widely disseminated
in black schools through "Negro History Week" and
the Negro History Bulletin. During Wright's subsequent
career, she would contribute significantly to the foundation laid by Woodson and Wesley in promoting Black
History in the schools.

Wright's dissertation (1941), "The Education of
Negroes in New Jersey," was an exhaustive and highly
original piece of scholarship. Wright followed Curti's
model in dealing comprehensively with the social, political, and intellectual forces that shaped black educa-

tion in the state. She demonstrated the negative and
powerful impact racial segregation had on children in
the southern half of the state while extolling the more
favorable circumstances of largely integrated education
in the northern half.

house movement. During the Depression, Wright

Like Counts, Wright believed that the purpose of

worked as a caseworker for the Newark Department of
Welfare and the New Jersey Emergency Relief Admin-

education was to build a new social order, one that might

istration. In 1933 she began a Ph.D. program in history and educational sociology, one of no more than
about forty students and only a handful of African
Americans matriculating for this degree at Teachers
College at that time. In joining history with sociology
to study current social problems like segregation, Wright

followed in the footsteps of W.E.B. DuBois and
E. Franklin Frazier, scholars who used these disciplines
to explain the status of African Americans in contem-

porary society. George Counts, a faculty member at
Teachers College, was a prominent proponent of using
educational sociology as a moral enterprise bent on im-

proving the human condition. Wright studied under
Frazier and Counts and shared a conviction that academic knowledge should be used to make American

bring equality to African Americans through schooling. Wright trusted that the democratic process could
fulfill its potential of social and racial justice for all citizens. She believed scholarship linked to advocacy could

be pivotal in improving democratic education for all
the nation's citizens.
In 1944, Wright's dissertation was cited by Gunnar
Myrdal in An American Dilemma, a book that used social science data to illuminate the ill effects of school
segregation. This approach was adopted by the NAACP
in arguing Brown v. Board of Education. Wright argued
that discriminatory practices placed a stamp of inferi-

ority upon black children that inhibited development
of a well-integrated personality and sense of personal
worth in them. The Supreme Court ultimately found
such logic compelling in deciding Brown v. Board of

society more democratic.
In 1938, Wright asked Merle Curti to serve as her

Education.

dissertation sponsor. Curti had taught at Beloit and

to Howard University as a faculty member in the School

Smith Colleges before being recruited to Teachers College in 1938 by his friend, George Counts. A pacifist
and socialist, Curti was one of the first white historians

of Education. She continued to contribute regularly to
journals associated with Black History and education,
such as the Negro History Bulletin, Journal of Negro

After completing her dissertation, Wright returned

86

93

Education, and Journal of Negro History, work dissemi-

nated to teachers and students in black schools under
the auspices of the ASNLH. She also argued for greater
public acknowledgment of the contributions made by
black women's organizations to civil rights work. She
was a contributing editor to the Afro American Woman's
Journal, the organ of Mary McLeod Bethune's National
Council of Negro Women.
As an educator of social studies teachers who combined history with psychology and sociology, Wright
pioneered an interdisciplinary approach to the field. Her
involvement with the American Teachers Association
and the National Education Association, as well as the
Association of Social Science Teachers in Negro Colleges, focused on Black History and to black women's
contributions to civil society.

Despite these achievements, Wright's was not a
happy life. Throughout her career, she struggled for
professional recognition. In addition, her personal circumstances were difficult, including two failed marriages, and estrangement from siblings and even her two

children. On October 26, 1962, Wright succumbed to
a lifelong battle with depression and took her own life.
She left behind a legacy of scholarship and activism
nurtured by her faith in the promises of democracy for
all the nation's citizens.
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Nelda Mae Davis
October 5, 1904August 8, 1986
CHERYL]. CRAIG

Nelda Mae Davis helped organize Houston, Texas,

Methodist Church, the school board, and in labor

councils of social studies educators for white and black
teachers as well as the Prince George's County, Maryland Council for the Social Studies. She is best known
for her contributions in the areas of geography and gifted
and talented education, and the many regional and national roles she played in the development of NCSS.
Born in Wiggins, Mississippi, Nelda was the fourth
child of Ward Hampton Davis, a Mississippi merchant,
and Pearl Pertha Foote, a housewife. Raised a Methodist, Nelda Davis graduated from Gulfport (MS) High
School in 1922 and then moved to Houston in order to
attend the former Rice Institute, now Rice University.

unions.2 Local right-wing zealots believed that "leftists"
and "communists" were responsible for "new teaching
philosophies and methods, [and] new classroom courses
such as the dreaded 'social studies' and 'language arts.'"

She graduated from Rice in 1926 with majors in history and English and minors in education and biology.
After receiving a Texas first class high school teaching certificate, Davis began her thirty-year career with
the Houston Independent School District (HISD). For
many years, she taught social studies and English at

Johnston Junior High School. Diane Ravitch, one of
her most prominent former students and a well-known
educational historian, has recalled Nelda Davis as one
of her most influential teachers. Ravitch remembers
Davis as a "tall, gangly, wonderful, no-nonsense teacher

who commanded the respect of students."' She credits
her former teacher with instilling in her a deep appreciation for the roots of institutions.
In 1950, Davis began to take graduate courses at
Teachers College, Columbia University, the University
of Houston, and the University of Texas at Austin. She
subsequently received a master's degree from the Uni-

versity of Houston. The HISD superintendent then
appointed her as the district's supervisor of secondary
social studies.
When Davis began her district-wide leadership role,
HISD had been embroiled for some time in ideological

battles between ultra-right wing conservatives, led by

the Houston Chapter of the Minute Women of the
U.S.A. (who were immersed in the Cold War ideology
of Senator Joseph McCarthy) and liberal progressives

and centrists who had been branded in the 1940s as
"subversives" and "communists." These struggles manifest themselves at the University of Houston, in the city's

They also blamed their opponents for "textbooks that
mentioned the Soviet Union, for labor unions, [and]

for Blacks thinking that they just might have civil
rights."' In 1953, extremist forces on the Houston
school board ousted the district's deputy superintendent after only one year of service. His unwarranted
removal resulted in a major NEA investigation that
brought to the surface the dogmatism and extremism
present in Houston.'
The tense educational situation within which Davis
became Supervisor of Secondary Social Studies did not

die down. Rather, it continued to generate heat. The
Houston Minute Women, along with other ultra-conservative groups, actively searched for suspected communists in HISD schools. The school district's board
frequently overruled the textbook adoptions suggested
by teachers appointed under Davis's authority, texts that
routinely were accepted elsewhere in Texas and the nation. For example, in 1954, it rejected Economics of Our
Time (McGraw Hill) in favor of Understanding Our Free

Economy (Van Nostrand), a book that ranked 5th in
committee balloting among the district's teachers.
In a 1956 Houston newspaper article titled "Big
Battle Set Over School Desegregation," Dallas Dyer, a
school board member and Houston Minute Woman,
objected to events which transpired at the 1955 NCSS
annual meeting in New York City that she had heard
about. She proposed that the school board review the
programs of national meetings before it authorized
spending taxpayers' money to send people like Davis
and others to meetings.
During the 1955-56 school year, Superintendent
William Moreland was planning for HISD's possible
compliance with the Brown v. Board of Education ruling by the U.S. Supreme Court. Davis contributed to
his report to the school board (1955-1956), describing
how she had worked with separate groups of white and
"colored" teachers and had hosted discussion sessions
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about industrial growth in the Houston-Gulf Coast

additionally co-authored a geography textbook, The

area.5 She also noted that the Houston Council of Social Studies had increased its membership to 212, and

Wide World, as well as How to Work with the Academi-

that the Sam Houston Council of Social Studies for
black teachers had also been launched. She also reported
about her work with NCSS, including her role as chair

of a session on the rapid learner and the start of her
three-year term on the executive board of the journal

cally Talented in Social Studies, which was part of the
popular NCSS "How To Do It" Series.'

Davis died in Washington, DC, in 1986. A fund
was established in Maryland to honor her unwavering
support of social studies, NCSS, and the path she cut

for others to follow in the states of Texas and

Social Education.

Maryland.

In 1956, HISD's curriculum review committee met
and recommended that social studies be abolished and
the constituent subjects be taught separately. Further-

Notes

more, it urged- that world history and geography be
delayed until tenth grade. Time magazine reported that
these curricular changes would "keep Houston's younger
generation safe from learning anything at all about threefourths of the globe."6

This setback to Houston's social studies program
and progressive pedagogies deeply chagrined Davis who

had worked tirelessly to nurture the subject area and
cultivate community in the Houston schools. The turn
of events, moreover, proved to be just the beginning of
what can only be interpreted as a series of personal assaults on Davis. Two board members demanded that
the acting superintendent fire several teachers; among
those specifically named was Davis. Houston's superintendent refused to comply with this directive. However,
Trustee Dyer convinced the board to deny Davis's ex-

pense request to attend the NCSS meeting in Cleveland, Ohio. Davis, a 29-veteran of the Houston schools,

was scheduled to make a presentation on rapid learners. Dyer killed Davis's request by charging that speakers with "un-American" backgrounds would appear at
the NCSS conference. Furthermore, Dyer made clear

that all teacher requests to attend meetings affiliated
with the NEA would be denied as part of official board
policy. Davis paid her own expenses and attended the
NCSS meeting.' When she returned to Houston, Davis
dutifully completed the school year and later retired
from HISD with thirty years of service and a full pension from the state.
Although others might have considered her retirement as the conclusion to a career, Davis did not. She
moved to Maryland and became Supervisor of Secondary Social Studies in Prince George's County. Later, she
became a member of the county's school board. Davis

also founded the Prince George's County Council for
the Social Studies, served on the NCSS board of direc-o
tors, and participated on many state committees. Davi4)
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Helen McCracken Carpenter
July 31, 1909October 20, 1997
LYNN M. BURLBAW

Helen McCracken Carpenter provided leadership in the
National Council for the Social Studies during a turbulent and challenging time for social studies teachers. She
served on the Curriculum Committee (1951 and 1952),
on the board of directors (1952 and 1953), as vice-presi-

dent (1954-55), and as president (1956). This period
saw the rapid "baby boom" growth of the school-age
population as well as the rise of anticommunist hyste-

the flexibility and support to teach what they believed
was most important, the members of the NCSS Committee on Academic Freedom promulgated a series of
statements on the "Freedom to Learn and Freedom to
Teach." These statements, adopted by the board of directors of NCSS, explicated the meaning of schools in
a free society.2 They also provided guidelines which
teachers could use to prevent censorship and to defend

ria, exemplified by the McCarthy hearings and the Cold

against professional attacks. Carpenter was either on the

War. Both of these trends affected the members and

board of directors or president of NCSS when these

operations of the NCSS, and Carpenter was instrumental in crafting organizational responses to them.
The growing membership of NCSS created a governance challenge for the organization's leadership. By

statements were adopted.

The statements were not only assertions of right,
they also enumerated teachers' responsibilities to society. The December 1956 statement began:

1955, NCSS membership had grown to a little over
6,000 members, approximately 11 percent of whom
were student members. Governance of NCSS, which
had been directed by members who attended the business meeting at the annual NCSS conference, had

We believe that most Americans agree with us in
our conception of freedom to learn and freedom to
teach. However, communication between the school

and the community frequently is not good. Anything which aids the people in understanding what
the schools are doing, and why they are doing it,
will strengthen the position of the school and render attacks on individual teachers or programs less

become too unwieldy for any really serious consideration of Association policies. If an issue should
arise, its consideration would easily be dominated

by the members who live in the convention city.
Others who live at a distance have little opportunity to be informed about the affairs of the Asso-

likely.

It is a definite responsibility of the teaching profes-

sion at all levels to be as certain as possible that
there are no disloyal persons within its member-

ciation or to have a voice in its deliberations. When
the members of the Association have no opportunity to discuss the policies of the Association, the

ship. Likewise it is a responsibility of the profession
to oppose aggressively investigations that damage
individual reputations and lower the morale of our
teachers.'

officers can have no real sense of representing or
profiting from the thinking of the membership.'

The solution to this dilemma of under-representa-

councils would determine NCSS policy. Carpenter participated as a member of the board of directors in advancing this plan in 1954. The new governance struc-

Carpenter also had a lifelong interest in identifying
the skills needed to analyze and evaluate historical information. To this end, she wrote several "How To Do
It" teaching guides and wrote chapters for or edited the
17th, 24th, and 33rd NCSS yearbooks, which focused
on skills and skill development.4

ture was adopted at the annual meeting of NCSS in
1956, while Carpenter was President. The representational form established under her leadership continues

Under Carpenter's leadership of the curriculum
committee in 1952, NCSS published additional volumes in the curriculum series entitled "Social Studies

to this day.
Carpenter was also instrumental in providing lead-

in ..." for a variety of school-age audiences. During her
term on the committee, regular features on curriculum
began to appear in Social Education. These publications

tion was to establish a house of delegates, in which rep-

resentatives from affiliated state, regional, and local

ership to protect the rights of social studies teachers..
Believing that ethical and competent teachers needed

were designed to highlight changes needed in social
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studies as a result of evolving demographics in the
schools.
Carpenter also wrote Gateways to American History:
An Annotated Graded List of Books for Slow Learners in

Junior High School (1942, updated and reprinted in
1983); was co-author of a textbook series published by
Scribner in 1950, Building a Free Nation; and prepared
a set of listening guides, "Leads to Listening" for Enrichment Records, based on the Landmark Books published by Random House.
During her years of NCSS leadership and publication, Carpenter was chair of the Department of History and Government at Trenton State Teachers College (today called The College of New Jersey). She received a B.A. at Ohio Wesleyan University, where she

Notes
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Ruth Elizabeth Ellsworth
October 4, 1908
LINDA S. LEVSTIK

As a social studies educator, Ruth E. Ellsworth worked

to enable children to understand local, national, and
global perspectives "to know that we are in the world."
Her experiences as a student and teacher led her to strive
for a view of culture and society that considers other
nationalities and that recognizes the citizen's obligation
to his or her community.
Ruth Ellsworth's interest in education was nurtured
in a family of educators. Her mother, Zora, taught Latin.
Her father, Frank, directed a laboratory school at West-

ern Michigan University and served on its faculty.
Ellsworth received a teaching certificate in 1928 and a
bachelor's degree in 1930 from Western Michigan University. She taught in Alma, Michigan, and Bronxville,
New York. After completing a master's degree at Teachers College, Columbia University in 1938 and a doctorate at Northwestern University in 1949, she taught

at Wayne State University in Detroit, Michigan. She
remained there until her retirement in 1977.
Unlike her experience at Northwestern, where the
only woman on the faculty was the coordinator of student teaching, a number of women were members of
the faculty at Wayne State. "There were quite a few very
active women there," Ellsworth recalled. "They served

on university committees and exerted a fair degree of
influence. Overall, we had good relationships with other
faculty." Rather than focus on being a woman in a largely
male-dominated profession, Ellsworth explained, "I just

did it."
During this period, Ellsworth was very active in
NCSS and as a social studies scholar. Throughout most
of her tenure with NCSS, Ellsworth found the organization to be fairly conservative. In her view, members
tended not to address social issues or to emphasize international or global study. Instead, disciplinary issues
predominated, especially as the "structure of the disci-

As did other women interested in elementary social
studies, Ellsworth faced several challenges as a member
of NCSS. First of all, she was at some disadvantage because of the lack of attention paid to elementary social
studies. "Elementary social studies was an underdog,"
she explained. There was little emphasis on any aspect
of teaching and learning social studies in the early grades.
Ellsworth thought that this was related to an over-em-

phasis on decontextualized reading skills, "especially
simple word recognition," in the elementary curriculum. Unable to compete for time with reading, social
studies often disappeared from the elementary classroom. As a result, Ellsworth noted, children were left
with few resources for making sense of their world. In
her scholarship, and especially in her work on community studies and international connections, Ellsworth
sought to provide teachers with ways to counteract this
trend. She co-edited the 26th NCSS yearbook, Improving the Social Studies Curriculum, and contributed chap-

ters on elementary social studies to two other NCSS
publications. Other articles focusing on elementary social studies appeared in The Elementary School Journal,
Social Education, and The Journal of Geography. She enjoyed the writing, she said, because she enjoyed the work
she was doing.
A second issue facing any new professor was visibility within NCSS . "Basically, you had to have a sponsor," Ellsworth recalled. Usually doctoral advisors sponsored their students in NCSS activities. From Ellsworth's
point of view, a new social studies professor's position
in NCSS depended on the power and influence exerted
by his or her major professor. Ellsworth's advisor was

helpful, but she also found an active group of women
scholars, including Helen McCrackenCarpenter, Mary
Kelty, and Jean Fair. These women, she noted, had an

impact in the profession because they wrote books.

plines" movement absorbed attention in the 1960s.

Ellsworth, too, focused much of her scholarship on ed-

While Ellsworth considered the disciplines fundamental to social studies curricula, her own interests focused
on inquiry in the context of an integrated social studies
program "because [integrated study] provides a more
rounded view of culture and society."

iting and contributing to NCSS Yearbooks and Cur-

9

riculum Series.
Besides her work in NCSS, Ellsworth took leadership positions in several professional associations, in-

cluding the Association for Supervision and Curriculum Development, the National Education Association,
99

and the Association for Childhood Education. In addition, she served as an officer in a number of Michigan
educational organizations, speaking at local P.T.A. meetings, organizing programs, and providing leadership on

committees and boards. She also developed a solid list
of civic accomplishments, serving as president of the
Detroit branch of the Women's International League
for Peace and Freedom, chair of the Qualifications Committee, member of the Inter-Group Council for Women
as Public Policy Makers, chair of the Detroit UNICEF

Committee, and member of the Detroit League of
Women Voters.

After her retirement Ellsworth continued her involvement in a number of these activities. For example,
for five years she served as head of the UNICEF shop

in Detroit. In 1985, Ellsworth established the Frank
and Zora Ellsworth Scholarship at Western Michigan
University. The College of Education awards the scholarship each year to a junior or senior elementary education or Latin major. Ellsworth continues to meet with
recipients and keeps track of their careers.
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Maxine Dunfee
April 6, 1913
MARY E. HAAS

Maxine Dunfee is known internationally as an advocate for problem solving, values, and ethnic and international education in the elementary curriculum. She
was born in Council Bluff, Iowa, to Anna Bess Remy
and Edwin James Dunfee, II. In writing informally to
her family about "notable" events in her life, she described walking in her best dress with neighborhood
children to Avenue B School to begin kindergarten,
learning about the world through souvenirs and pictures her father brought home from Niagara Falls, and
celebrating the end of World War I by waving a flag at
an impromptu parade on November 11, 1918. After
this joy came sad memories of the flu epidemic and
attending her father's funeral.
As a result of her father's death, the Dunfee siblings
were separated; Maxine went to live with her father's
parents. After several years the family was reunited. As

Students and colleagues remembered Dunfee as a
caring teacher who empowered her students. She demonstrated the style of teaching that she advocated and
supported her students' efforts, identifying individual
strengths and encouraging them long after graduation.
Dunfee specialized in elementary social studies and fre-

quently presented at NCSS annual conferences. She
engaged students in active and thoughtful learning based

upon "big ideas" (concepts and generalizations) from
multiple social sciences disciplines, encouraging them
to use these "big ideas" to solve real problems in the
world. She developed her ideas about values education
and the importance of socializing children to respect
the multiethnic character of American society through
her publications.
Contributions to the Elementary Commission of
the Association for Supervision and Curriculum De-

a high school student Dunfee excelled, graduating from
Red Oaks High School in 1930 as valedictorian. Junior
college often served as an alternative to four-year colleges for students without funds during the Great Depression. Upon graduation from Southern Community
College, Dunfee passed the county teacher exam. She

velopment brought her an invitation to attend the

began teaching fifteen students across eight grades at
the rural Bleak Hill School. She held two other teach-

membership of more than 1,000 curriculum specialists
in fifty nations. Between 1981 and 1993, Dunfee served
as WCCI's unpaid executive secretary. In appreciation

ing posts before accumulating sufficient savings to complete her baccalaureate degree at State University of Iowa,

Iowa City. Upon graduation, she accepted an invitation to become a fourth grade teacher in the campus
Laboratory School. She continued to teach there while
earning a master's degree.
In 1942 Dunfee joined the faculty of the University
School at Indiana University in Bloomington. Four years
later, she became a faculty member of the University's
School of Education and taught courses in social studies
and science methods and mathematics education. She com-

Asilomar World Education Conference in March 1970

and a role in the founding of the World Council for
Curriculum and Instruction (WCCI) in 1972. Over the
years, WCCI had developed into a nongovernmental

organization (NGO) of the United Nations, with a

for her services, she was awarded WCCI life membership.
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pleted a doctorate in education in 1949. She earned the
rank of full professor in 1962 and retired in 1984. In 1982
Indiana University presented Dunfee with its highest teach-

ing honor: the Frederic Bachman Lieber Distinguished
Teaching Award. For her years of work with Pi Lambda
Theta, the Indiana University chapter (Iota) presented her

The author conducted interviews with Claudia Crump;
Maxine Dunfee; Elizabeth Peterson; Norman Overly;
Pi yush Swami, WCCI president (1999); and Estela C.
Matriano, WCCI executive director (1993-present).

with its Distinguished Service Award.
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Embracing the
"New Social Studies":
1961-1975
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Introduction
MARGARET SMITH CROCCO

Four women served as presidents of NCSS during the
years 1961-75: Stella Kern (1963), Adeline Brengle

economics, anthropology, geography, and political science in the nation's schools.

(1966), Jean Fair (1972), and Jean Claugus (1975).
During these years, practitioners of the social studies
reacted to the Cold War, its eruption in the Vietnam

Chicago schoolteacher, Stella Kern, in her 1964
NCSS presidential address, called on social studies to

conflict, and the educational implications of these

priorities:
Yet, the social studies are falling farther and farther behind in the race with mathematics, science,
and technology, and there is a time lag, often a
long one, as schools strive to keep pace with our
rapidly growing culture.... Science is taking us to
the moon, and we haven't learned to live peace-

events. On the home front, women earned college and
advanced degrees in sufficient numbers to continue serving as teachers and, to some extent, professors of social
studies education despite persistent discrimination practiced by the most prestigious graduate and professional
schools.

meet the challenges presented by new national

Of the four women ascending to the NCSS presidency during the period, three were teachers (Brengle,
Claugus, Kern) and one was a college professor (Fair).

Ally on earth.... We face an insistent question: "Can

The ongoing cultural assumption that women would
sacrifice their careers and educational goals to secure
marriage and family life seems not to have inhibited
the professional paths of these women presidents and
the two college professors, Fannie Shaftel and Edith
West, profiled in this chapter.

Publication of the 1958 NCSS yearbook, New Viewpoints in the Social Sciences, edited by Roy A. Price, presaged the direction of changes in the field for at least a

This time period began with the promise of John F.
Kennedy's pronouncement of a "New Frontier" in space
and ended with the United States' withdrawal from Viet-

nam. The assassinations of John F. Kennedy, Robert
Kennedy, Martin Luther King, Jr., and Malcolm X,
along with numerous urban riots left the nation reeling. Whatever cultural confidence characterized the
United States as the period began quickly eroded as
political and social strife divided Americans.

The scientific and technical challenge presented
when the Soviets launched Sputnik into orbit in 1957
was used by educators and politicians to advocate elevating academic standards in U.S. schools. Combined
with pressures from the U.S./Soviet arms race and the
ongoing threat of nuclear holocaust, unprecedented lev-

els of public and private resources were deployed to
improve science education. New geopolitical alignments
encouraged the U.S. Office of Education, the National

Science Foundation, private foundations, and profes-

sional organizations to promote the social sciences

through grants for enhancing the teaching of

enough Americans learn enough soon enough to
meet the challenges confronting us?'1

decade to come.2 In this volume, scholars in history,
geography, political science, economics, sociology, anthropology, and social psychology outlined the major
trends in their disciplines. The clear message was that
social studies teachers should utilize this information
to revamp their approaches to curriculum.
Dorothy McClure Fraser, past president of NCSS
and editor of the 'Annual Review of Curriculum Materials" then published in Social Education, noted the in-

creasing amount of attention devoted to people and
cultures around the world, in particular, the non-Western world. In the 1964 issue of this review, she also set
aside a special section on materials for teaching about
Communism:

Widespread realization that the international
Communist movement poses a grave threat to our
freedom and to our representative form of government has created a favorable climate of opinion
for dealing with this vital topic in our nation's classrooms. 3

In addition to this attention to Communism, Social Education regularly devoted entire issues to the social sciences. For example, in December 1966, Clyde
Kohn of the University of Iowa and head of "The High
School Geography Project" guest edited an issue on this
105
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subject.' In February 1968, the journal focused on anthropology, a discipline growing in popularity on college campuses in the post-World War II years.'
Fraser's regular commentary in Social Education on
social studies research and curriculum translated the

contemporary intellectual currents into a teacherfriendly format. She highlighted the significance of concepts and generalizations to the teaching of social studies,6 the value of instruction based on inquiry and mul-

timedia learning materials,' and the importance of sequence in social studies skills and curricula across grade
levels.8

Interpreting and Teaching American History, the 31st
NCSS Yearbook, dealt with trends up to 1961. Even in

the discipline of history, the centerpiece of the social
studies since its inception, pressures from the social sciences called for reinvention of approach. In 1963, NCSS

and the American Council for the Learned Societies
published The Social Sciences and the Social Studies, a
book that emphasized the importance of area studies in
a global age.' Calls for using the social sciences to re-

influence of the former could be seen in the shape of
both the NDEA and the 1965 Elementary and Secondary Education Act, a program that has been described
as "by far the most influential piece of educational legislation in American history.'"' These and other funding sources led directly to programs that collectively
came to be known as "the new social studies." In projects
associated with this label, the influence of social science

could be discerned in an emphasis on inquiry in pursuit of knowledge, active participation of students in
the learning process, and engagement with the raw
materials of the disciplines.
The book that provided a theoretical framework for

much of this curriculum revitalization was Jerome
Bruner's brief, but highly influential The Process of Education, published in 1960.14 Bruner's work arose from a
conference in 1959 held at Woods Hole, Massachusetts

on math and science education, sponsored and funded
by the National Academy of Sciences, the American

Association for the Advancement of Science, the

fashion the social studies resulted in numerous U.S.

Carnegie Corporation, the Rand Corporation, the U.S.
Office of Education, and the National Science Foun-

Office of Education-funded curriculum projects across

dation. Despite the emphasis there on teaching and

the country to bring innovative curriculum from the

learning, "largely excluded [from the conference] were
classroom teachers and `educationists.''" The absence
of educational expertise did not inhibit the Woods Hole
participants from making numerous prescriptions for
subject matter, curriculum, and methods deemed suitable for the schools.
Psychologist Bruner offered principles of learning
in The Process of Education that were quickly adopted
by social studies scholars interested in reforming the
field. Much of what Bruner advocated, such as learning
through "discovery," was hardly new to the social studies. However, the scientific patina of these prescriptions
made them irresistible to many advocates of reform at
the time. Bruner also emphasized that schooling should
inculcate in students an understanding of the distinc-

social sciences into the schools.

Given the Cold War climate, educational matters
were seen as having a heightened association with national security. The pages of Social Education offer ample

evidence of the sense of urgency within educational
circles. Many articles published in the sixties, such as
"The Crisis Threatening American Education"10 and
"Social Studies Requirements in an Age of Science and
Mathematics,"" provide evidence of the national mood.
As a consequence of this sense of national educational crisis, historians of education note, "[T]he most
significant educational consequence of Sputnik ... was
the impetus it gave to federal financing of public education."'' The first massive infusion of federal aid into

education was the 1958 National Defense Education
Act (NDEA). Although this legislation originally pro-

tive structures of the disciplines.'6 As a result, many

these subjects that accommodated more than 5,200

social studies projects of the sixties adopted these goals
as their main emphasis.
The "new social studies" and "new history," as they
came to be known, reflected the optimistic belief that
scientifically sanctioned approaches would transform
social studies teaching and learning from kindergarten

schoolteachers nationwide each year.
The new federal initiatives relied heavily on disciplinary experts, with variable, although typically quite

through twelfth grade. The new curriculum projects
were also intended to redress the alleged intellectual
vacuousness of the "life adjustment" emphasis in many

vided money for science, mathematics, and foreign lan-

guages, by the next decade, funding expanded to include the social sciences. Throughout the sixties, NDEA

monies underwrote hundreds of summer institutes on

limited, involvement of educational leaders. The
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curricula, so roundly criticized by Arthur Bestor and

meant giving considerable attention to ideas and
materials from the field of anthropology. Indeed,
the concept of culture becomes the unifying concept for the entire curriculum. This curriculum
places heavy emphasis upon comparative study
from a comparison offamilies around the world in

others in the forties and fifties.17
The Amherst Project, for example, emphasized extensive use of primary sources, with highly detailed curriculum materials created for units in 11th grade U.S.
history. Edwin Fenton's Project Social Studies, a federally funded effort, emphasized inductive teaching and

the structure of the disciplines." The Anthropology
Curriculum Study Project, Sociological Resources for
the Secondary School, and Man: A Course of Study
(MACOS) were all funded by the National Science
Foundation and/or the U.S. Office of Education."
Clyde Kohn's High School Geography Project, supported by the Ford Foundation, resulted from a rare
coming-together of both educational and disciplinary
specialists. In 1963, the Social Science Education Consortium was established at Purdue University as a source
of and clearinghouse for social science-oriented school

curriculum, with funding from the National Science
Foundation and the U.S. Office of Education.2°
Several other initiatives and influential critiques of
the social studies emerged at this time. At the Harvard
School of Education, Donald Oliver led a project,
funded like those above by the U.S. Office of Education, which focused on public issues.2' Indiana University professor and later NCSS president Shirley Engle
advocated development of an overall "structure" for the
social studies based on nine recurring themes.22 Byron
Massialas offered teachers rationale, principles, and ex-

the elementary grades to a comparison of total cultures (including their economic and social systems)
in the senior high school."

Contributions to Social Education by Adeline
Brengle, Jean Fair, and Stella Kern reflected concerns
with the heightened demands being placed on teachers. As a longtime member of the NCSS Board of Directors and as NCSS president, Jean Claugus proposed
renewed professional emphasis on topics she believed

important to enhancing the capacity of teachers for
change: academic freedom and tenure, active involvement with regional and national social studies organizations, and improved understanding of ethnic studies.
In their presidential addresses, both Brengle and Kern

highlighted the challenges of quality teaching in the
tumultuous climate of the sixties. Brengle also used her
role as NCSS president to encourage interest in global

education."
As professor of education at Wayne State University, Jean Fair directed the NCSS research committee in
the mid-sixties towards research on social studies teach-

ers, a priority she maintained as NCSS president in
1972. Her 1965 research committee report on social

amples of teaching through the inquiry method." In
an influential essay, Lawrence Metcalf examined the
deficiencies of the social studies curriculum and gave

studies teachers noted that: "The big questions have been
around for a long time." Dealing successfully with these
questions, she concluded, meant "coming to grips with

advice about how they might be corrected." Paul Hanna
provided a comprehensive approach to the elementary

problems about the kinds of social studies curriculums
for which teachers are needed today."29 Fair succinctly
states the prevailing sentiment that new forms of social

curriculum built around the theme of expanding
communities."
The women profiled in this chapter shaped, implemented, tested, and translated for teachers the reform
efforts associated with "the new social studies." Stanford
University professor Fannie Shaftel advocated roleplay

studies were, indeed, demanded by a new age. Who
would decide what those new forms would be remained
a matter of some contention.
Notes

and simulation as teaching tools of particular importance for critical thinking about controversial issues such
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Stella Kern
September 26, 1900April 8, 1993
ANDREA S. LIBRESCO

Stella Belinda Kern served as president of the National
Council for the Social Studies in 1963. She was a public school teacher whose career encompassed diverse
experiences, all connected by her efforts to reach out to
different groups of people to improve the quality of social studies education.
Born in Metamora, Illinois, Kern taught in the Chicago public schools throughout her career (1923-66),
during which time she received her bachelor's from University of Chicago (1932) and her master's from DePaul
University (1937). In the Chicago system, she worked

as a teacher (1923-41), in the bureau of curriculum
(1941-50), as a secondary teacher at Waller High School
(1950-66), and as chair of the social studies department

(1951-66). In addition to her public school career, she
worked as a cooperating teacher at Mundelein College,
DePaul University, and University of Chicago (195066). After retiring from the Chicago public schools, she
continued to teach in a Title I project at Jacksonville
University (1967).
Kern was the recipient of several awards and fellowships throughout her career. She was one of twenty-five
teachers nationwide selected for the Scandinavian Life
Experience Tour, sponsored by NCSS and Denmark
(1952). She received the Chicago Council of Foreign
Relations Award (1957) and continued to pursue her

Organizations ofTeaching Professions (1956-64, 1968).
Kern was president of the Chicago Teachers History Association (1949-52) and of NCSS (1963).
As president-elect of NCSS, Kern planned the an-

nual convention, identifying the goal as expanding
areas of interest to elementary teachers. As NCSS president, Kern was committed to reaching out to other organizations to improve the profession. She began a correspondence with the American Association of School
Administrators and the National Association of Secondary School Principals to form a joint committee, "How

to Raise Higher Standards for Teaching Students." In
addition she began an inquiry into collaboration with
the Citizen Education Center at Tufts University and
sent a representative to the board of directors of The
Nation Assembly, the mission of which was research
and education in civil liberties.
As NCSS president, Kern was devoted to identifying and addressing the needs of the "slow learner" in
social studies. To that end, she created a questionnaire
that she sent to three hundred presidents of state and
local councils and other leaders in the field of secondary social studies to ascertain if any classes met the needs

of slow readers in their school. Forty percent of those
surveyed indicated that they did offer remedial classes.
Based on these data, Kern requested that NCSS under-

interests abroad when she was awarded the Irma F.

take a program of research and create materials for slow

Imboden Scholarship to study in Geneva, Switzerland
(1958). Kern also served her profession as an editor of
the Illinois Councilor (1947-50) and as chair of the executive board of Social Education, the journal of the
NCSS (1956-60).
Throughout her career, Kern was extremely active
in a variety of professional organizations. She was a
member of the order of the Eastern Star, the American
Association for the United Nations, and the Academy
of Political Science. She was on the executive board of
the Illinois Council for the Social Studies and president
of her chapter of Delta Kappa Gamma (where she also
served as chair of the scholarship and foreign fellowship committees). She was a member of both the Illinois and National Education Associations where she

learners; in addition, she argued for an overhaul of
teacher training programs so that teachers entering the

profession would be able to teach remedial reading
within the context of social studies.
Kern's presidential address, "Quality Teaching: The
Challenge of the Sixties," dealt with issues that are still
with us today, one of which is whether teachers should
emphasize fact-based or higher-level thinking. She expressed her concern that the Sputnik phenomenon and
the resultant Education Defense Act were causing the
social studies to fall "farther and farther behind in the
race with mathematics, science and technology"; however, she warned against remedying this deficit with
drills. "Teachers must be more concerned with arousing curiosity than with filling the memory, and more

served as delegate to the World Confederation of
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concerned with fact-development than with fact
giving."

Given her interest in foreign affairs, it is not surprising that a second focus of Kern's address was how to

foster a sense of global tolerance and citizenship. She
commented, "Today students must have some understanding of the larger world. They must learn to accept
their responsibility to participate as effective citizens in
it. [We must develop] thinkers who have a concern for
others." In keeping with her interest in slow learners,
Kern expressed her concern about addressing the needs
of average and at-risk students. She reminded her colleagues to work for "quality education for all students,

not just the gifted." Finally, she pointed out that one
necessary strategy for addressing all of the aforementioned issues was to improve the quality of teacher education programs. She noted, "The first requisite of quality teaching is quality teachers."
As evidenced by her 1963 presidential address and
her many professional responsibilities, Kern was an educator committed to working continually to improve the
quality of social studies education. Yet even as she gave
her time and energy to lead the many educational organizations with which she was involved, she continued

to teach a full load throughout most of her career. In
fact, at the start of her tenure as NCSS president, she
continued to carry five classes and a homeroom. Stella
Kern devoted forty-three years to her students and colleagues in the Chicago public schools; at the same time,
she sought to affect the lives of social studies students
and teachers throughout the country.
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Adeline Brengle
August 27, 1903PAT NICKELL

Adeline Brengle, a high school history teacher and presi-

dent of the National Council for the Social Studies
(NCSS), embodied a high standard of service, acting
on behalf of her community, her profession, and her
world.

Exercising the prerogative of a president to choose
his [sic] own subject for his presidential address,
and mindful of the fact that seldom is the voice of
a public school classroom teacher heard in this position, I have elected to present some problems which

Brengle was born in Orleans, Indiana, on August

persistently plague social studies teachersprob-

27, 1903, to William Sherman and Cora (Dean)

lems which I have not previously had the opportunity to discuss publicly.

Brengle. She received her bachelor's (1926) and master's

(1927) degrees from Indiana University and furthered
her education at Harvard University during the summer of 1938 and American University during the summers of 1945 and 1953.
She began her teaching career at Salem (Illinois)
High School at which she taught history from 19271940. Her career continued at Bloomington (Indiana)

She discussed ten problems that prevented teachers
from being effective and successful. Among these were
pressures associated with changes in curriculum to "new
social studies" approaches: lack of time and collegial

High School, 1940-65. She served as an exchange
teacher at Slough High School for Girls in Slough,
Buckinghamshire, England, in 1946-47. She left

beyond the walls of the convention hall. That high
school teachers continue to share many of these con-

Bloomington and moved in 1965 to the Chicago suburbs and taught at Elkhart (Indiana) High School until
she retired from public school teaching in 1970.
During her career as high school teacher, she was
active in both curriculum initiatives and several professional organizations. From 1960 to 1964, she served
on the Indiana Social Studies Curriculum Revision
Committee. In 1946 and again in 1960, she served as
president of the Indiana Council for the Social Studies.

unheeded.
In this address, she frequently referred positively to
"the new social studies." Not only did this phrase reflect the time period during which she served as NCSS
president, it also attested to the currency of her knowledge about the field. Thus, although she acknowledged
that few teachers found time to teach "the new social
studies," she was likely an exception to the rule. Importantly, she testified that new ideas, research, and theory

She was active in the Indiana Teacher's Association and
served on the Executive Committee from 1958-1963,
chairing this committee in 1962. She also served on the
Resolutions Committee of National Education Association in 1968-69. Of keen importance to social studies educators, she served as president of the National
Council for the Social Studies in 1966.

do reach the classroom when teachers have both the

Adeline Brengle's service to social studies perhaps is
illuminated best through her NCSS presidential address,
delivered at the 1966 annual meeting and subsequently

published in Social Education (1966). Her year in the
social studies spotlight afforded her an opportunity to
serve as a teacher advocate. Thus, she gave voice to the
concerns of her fellow practitioners who were frustrated
by a lack of resources and support for their work in
classroom with the nation's children.

support; and poor communication among students,
teachers, and school administrators. Unfortunately,
Brengle's pleas and admonitions were not heard clearly

cerns would indicate that her pleas went largely

opportunity and the interest to be active in professional
opportunities beyond their schools and communities.
Upon retirement from school teaching, Brengle began her second teaching career at Tunghai University in
Taiwan, where she taught history for five years. Following her sojourn in Taiwan, she traveled around the world,
returning to Slough High School in England, 30 years
after having taught there.

Modeling the role she longed for her students to
assume, Brengle exemplified civic virtue in her local
communities and beyond. She served as an elder in her
local Presbyterian church and has been a longtime volunteer. In addition, she has served as a docent for the
Northern Indiana Historical Society and, most recently,
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has served for ten years as the volunteer librarian for
her retirement community.
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can Fair
July 21, 1917JANET ALLEMAN

Jean Fair served as president of the National Council
for the Social Studies in 1972. She is author of numerous scholarly works in the field. Born and reared in
Evanston, Illinois, she received a bachelor's degree
(1938) in history and social science from the University of Illinois and a master's degree (1939) in history
from the University of Chicago. Subsequently, she
taught social studies and history at Evanston Township
High School for six years, and at the University of Minnesota high school another year before returning to the

University of Chicago to take a Ph.D. (1954) in curriculum under the tutelage of Ralph Tyler. That fall,
she returned to Evanston Township High School at
which she taught advanced placement courses in history and served as a consultant in the areas of curriculum and evaluation.
From 1958-62, she taught summer courses at the
University of Missouri in Kansas City and, in the fall of
1959, continued her career at Wayne State University
in Detroit, Michigan. (During the process of her interviews for a higher education position in 1958, she received a form letter from a prestigious institution that
rejected her application because she was a woman.) Fair
retired from Wayne State in 1984, having served as Chair
of Social Studies Education and Coordinator of Doctoral Programs in Curriculum and Instruction.
Fair maintained throughout her career a high level
of involvement in both state and national organizations.

She served as president of the Michigan Council for
the Social Studies in 1966, was elected to National
Council for the Social Studies Board of Directors in
1959-62 and again in 1972-75, and was Vice-President
and President-elect in 1970-72. She currently serves on

the editorial board of the Michigan Social Studies
Journal.
History, current events, curriculum, decision-making, skill development, democratic values, and evaluation have always ranked high on the list of Fair's interests. Among her first publications was a chapter, "Current Events in World History," in the NCSS 20th Yearbook (1949). In this chapter, she asserted that the study
of current events can help young people think critically,

grow in the ability to interpret data in various forms,

judge the advocacy of the data, and suspend judgment
when they have insufficient evidence. She expressed the
importance of having students judge proposed solutions
to problems as well as forming and proposing solutions
of their own. Fair admitted that current events programs
were difficult to develop; however, she believed that they
were vitally important and contributed to the effectiveness of world history courses.

Fair's belief in teachers and their powerful role in
educating children and youth was modeled through her
own remarkable practice at Evanston Township High
School as well as reflected in her writings throughout
her career. In the 26th NCSS yearbook (1955), she applauded classroom teachers who develop curriculum.
She labeled that change in professional responsibility as
one of the significant developments in modern education. She stated that "the teacher's greatest function is
to guide learning so that the experiences lived by students in realistic situations enable them, in addition to
learning facts, understandings, and values, to have opportunities to acquire good citizenship by actually living it."
One of Fair's most significant contributions to the
field of social studies was the thirty-seventh yearbook
(1967), Effective Thinking in the Social Studies, which
was co-edited by Fannie R. Shaftel. She wrote the chapter "Implications for Junior and Senior High Schools"

in which she identified basic questions that teachers
should address if active thinking is to occur in the class-

room. In the chapter, she provided curricular models
for planning thoughtful discussions and illustrated several interactive patterns of classroom implementation.
In her 1972 NCSS Presidential address, Fair reminded social studies educators that "This is a period
of pervasive, even revolutionary change. It is uncertain
that society, or the institutions of education, or social
studies education in particular are 'with it.'" She advocated cooperative learning, multi-age learning, flexible

schedules for high school students, and shared
decision-making.
After serving as president, Fair continued to influence social studies education by serving on the NCSS
Board of Directors (1972-75) and chairing the steering
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committee of the NCSS Project for Review of National
Assessment. Her interests in assessment continued in
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Jean Tilford Claugus
August 18, 192o
BARBARA SLATER STERN

Jean Tilford Claugus served as President of NCSS in
1975 and as originator and first chair of the Fund for
the Advancement of Social Studies Education in the
1980s. Looking back over the many facets of her professional career, she believes passion for democratic citi-

zenship has been the animating force behind her many
efforts towards improving social studies education.
The daughter of a Presbyterian minister, Claugus
lived in Xenia, Ohio, until her junior year in high school
when the family relocated to Cincinnati. In 1938, she
graduated from the city's Withrow High School and
enrolled at the University of Cincinnati from which she
earned a bachelor's degree in history in 1942, a B.Ed.
in Elementary and Secondary Education in 1943, and
an M.Ed.in History and Secondary Education in 1949.
She returned to Withrow High School in wartime 1943
as a student teacher. When her supervising teacher was
drafted, Claugus became his replacement.
She remained at Withrow for twelve years and taught

many subjects, including the course "Problems of Democracy." Her master's thesis was a comparative study
on different approaches to teaching this course. In addition to her teaching responsibilities, Claugus worked
with extracurricular organizations on issues that remain
of concern in schools today: social development of students; involvement of parents in their children's education; controversies over allowing athletes to "play without passing" (a battle which the coaches won and she
lost); school reorganization and the establishment of an
advisory system utilizing homeroom teachers; and the
encouragement of in-service education for teachers.
In 1952, Claugus received a Ford Foundation grant
that enabled her to spend a year traveling throughout
Western Europe to compare education systems. A highlight of the year was a trip from West Berlin into East
Germany. She has reported that this year was a defining
moment in her career. She was able "to observe and speak

with people who had been in war; watch places recovering and, by actually being there, could see the problems of the times." She recounted that the experiences
gathered from her travels helped her to make history

real for her students. In addition, she shared her

observations about, the war with many educational
groups throughout the Cincinnati area.
After twelve years as a classroom teacher, Claugus
became a supervisor of social studies, grades 7-12, in
the Cincinnati schools. Her mentor, Helen Yeager, was
active in NCSS and believed that supervisors should be
involved in professional organizations. Thus influenced,

Claugus first became active in the Ohio Council for
the Social Studies (OCSS), then in NCSS. Claugus rec-

ognized the importance of this mentoring experience
by mentoring others whom she observed as having lead-

ership potential. Later, as president of NCSS, she appointed talented young people, especially minorities and

women to NCSS committees.
Continuing her NCSS involvement, Claugus progressed through the ranks from the House of Delegates
to Board of Directors, the Executive Board, and the
Presidency. She defined her role and mission within
NCSS as a "facilitator." She was concerned with process, accountability, and fairness. NCSS membership
had declined for the eight quarters preceding her presidency; its budget was running a deficit; the professional
staff was in disarray; and the location of NCSS headquarters had provoked controversy. During her presidency, she helped redefine the nature of NCSS as a professional organization and assisted the headquarters' staff

to become accountable for its focus on that mission.
Her "gift of love" to NCSS was a policy manual for the
Council.

The manual codified the roles of the officers, the
standing and advisory committees, personnel policies,

publications programs, and the purposes of NCSS.
When Claugus left the presidency, membership was
climbing, the budget was balanced, the office reorganized, job descriptions and accountability measures were
established, and plans for the location of the headquarters were almost completed.
In the months preceding her term as NCSS president, Claugus married and moved to Sacramento, Cali-

fornia, to start what she calls "her third career." As a
volunteer working for the California Council for the
Social Studies, Claugus monitored legislative actions and

committee and state initiatives that involved social
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studies education. She also developed a policy manual
for the legislative liaison of the California Council for
the Social Studies, a position that had not existed before she became the volunteer liaison.

During her tenure on the NCSS Board of Directors, issues of academic freedom and the censorship of
textbooks and teaching materials were hotly disputed.
Claugus advocated that social studies professionals control content, methods, materials in the classroom. Her
career reflected an interest in making social studies more
active, participatory, and innovative, reflecting her commitment to citizenship education as a key means of preserving and enhancing democratic life.
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Fannie Raskin Shaftel
September 3o, 1908March 21, 1999
BEM C. RUBIN

Fannie Raskin Shaftel was an innovator in the social
studies who pioneered the use of role-playing to cultivate democratic values and respect for diversity in elementary and secondary school students. Born in Los
Angeles, California, Fannie Raskin attended public
schools there and earned her bachelor's degree and teach-

ing credential from the University of California at Los
Angeles (1928). After teaching elementary school for
six years, she pursued a master's degree at Teachers College, Columbia University. Shaftel returned to California and served for eight years as elementary curriculum
coordinator for the Pasadena city schools in which she
instituted many progressive reforms.

Later, with her husband George and four-year-old
son, David, Shaftel moved to northern California to
pursue doctoral studies in education at Stanford University. She wrote her dissertation on the use of roleplaying in teaching, receiving an Ed.D. degree in 1948.
Stanford immediately offered Shaftel a position on the
faculty of its School of Education, which she accepted.
She taught at Stanford for twenty-seven years, specializing in social studies education in the elementary curriculum. Her particular interest was the use of the social studies as a means by which students might better

understand themselves and each other and, in so doing, create a more smoothly functioning democracy and
a more peaceful world.
In the late 1940s and early 1950s, Shaftel prepared
teachers in role-playing techniques under the auspices

of the Intergroup Education in Cooperating Schools
Project funded by the National Conference of Christians and Jews. Her seminal work, Role-Playing the Problem Story, was co-authored with her husband, a freelance

writer. It was published in 1967 and swiftly became a
classic in its field. Also in 1967, Shaftel co-edited the
yearbook of the National Council for the Social Studies, Effective Thinking in the Social Studies. She chaired

the Commission on International Understanding for
the National Education Association, and was part of a
1972 Stanford task force on the improvement of the
education of minority students. In 1973, she participated in a study sponsored by the World Bank and the
Fullbright Commission in order to make

recommendations for the reform of education in Spain.
She also served as Director of the Stanford Workshop
on Intergroup Relations and was a consultant to school
districts, the Peace Corps, and the National Education
Association. In 1976, she received UCLA's Corinne A.
Seeds Award for her "significant contribution to young
people in the field of education."
Shaftel continued her education and public service
work after her retirement. In Honolulu, where she and
her husband moved upon retirement, she worked as a

consultant to the Hawaii State Department of Education. She also served on the Board of Directors of the
Hanahauli School. She returned to California with her
husband a few years before her death at the age of 91 at
the Sharon Heights Nursing Home in Portola Valley,
California.
A major theme in Shaftel's life work was the introduction of role-playing into the social studies curriculum. Role-playing is an instructional method in which
students, acting as characters in "problem stories," confront various ethical dilemmas and have free rein to test

alternatives and determine the best course of action.
Such enactments, she wrote in 1967, help children "to
become 'inner-directed as well as "to live well in groups
and develop intelligent concern for others." She believed

that the development of such qualities was crucial to
the members of a modern society that had achieved great

progress, but had also gained the potential for self-destruction. She saw a connection between how individuals
treated one another and the ability of societies to coexist, and believed that improvement of the former was a

way of taking positive action on the latter. Shaftel disseminated her theory and strategies for role-playing to
classroom practitioners through her courses, workshops,
filmstrips, curricular materials, and academic writings.
Shaftel took care to offer teachers materials that were
useful and accessible to them. Role-playing for Social
Values contained forty-six different "problem stories" for
role-play, each accompanied by explanations and direc-

tions for use. The problem stories were divided into
four major themes: "individual integrity," "group responsibility," "self-acceptance," and "managing one's
feelings." Earlier chapters included a wealth of material
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of interest to classroom teachers, such as discussions of
how to prepare children for role playing, the logistical
organization of role-playing in the classroom, using roleplaying as a learning method for "disadvantaged children," how to sequence role-playing thematically, and

students constructed an adobe house at a local arroyo
as part of a study of local Mexican culture.
Later in her career, Shaftel sought to incorporate

how to extend its use. Such attention to the instructional concerns of teachers revealed Shaftel's remark-

emphasized a "disciplinary" approach to "social science"

able sensitivity to the demands of practice.
Still, Shaftel was no atheoretical curriculum plan-

various social science disciplines, rather than to address
the social education concerns of citizenship and democracy education. Shaftel mediated the two approaches,
writing that the strengths of the various social science

ner. The first half of Role-Playing for Social Values is de-

voted to theories of role playing and of play in general.
She grounded the strategy in a broader field, situating
it within the context of citizenship education in a democratic society. She delved into "role theory" to provide
teachers with a theoretical approach to understanding

these progressive values with the more conservative re-

forms of the late 1950s and early 1960s. Those years

education, in which students were to learn about the

disciplines should be brought to bear on the quest to
"better understand the individual-in-society and group
behavior," in order to "develop healthy group climates"

both within the classroom and in society at large. In

the ways in which their students enacted roles in the
problem situations. The inclusion of such material in-

such ways, she reconciled the call for a disciplinary approach to the social studies with the earlier ideals of the

dicates Shaftel's respect for classroom teachers as competent, intellectually curious professionals who could
understand and make use of the leading social science
theories of the day.
Shaftel's special talent was in working directly with

social education movement. In the 1960s and 1970s,

students and teachers and by all accounts, she was a
skilled and charismatic educator. As a professor at
Stanford, she brought her non-traditional pedagogical
approaches to the university classroom. She encouraged
discussion and exchange of ideas and used her role-play-

ing techniques in the college classroom, creating unusual learning experiences for students. In 1969, Shaftel
was the first recipient of the Stanford School of Education award for excellence in teaching. She was a teacher

first, amid a faculty increasingly dominated by
researchers.
Shaftel's work was in the tradition of the social edu-

cators of the progressive era in education. She was part
of a cohort of like-minded women social studies educators, including Hilda Taba, Rachel Davis Dubois, and
Alice Miel, who studied at Teachers College and went
on to academic and professional careers in social studies education. Like these women, Shaftel worked on two
fronts throughout her career, the academic world and
the public school classroom. Shaftel's studies at Teach-

ers College, the seat of progressive education in the
1930s, put her in the company of progressive era luminaries such as John Dewey and George Counts. As curriculum coordinator for the Pasadena city schools at the
height of the Progressive Movement in education in the
1930s, she adapted the project-based approach of the

Progressives to the California context: for example,
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Shaftel became especially concerned with multicultural
education and adapted her methods to those ends.
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Edith West
February 22, 1917November 14, 1991
ALLEN GLENN AND WILLIAM E. GARDNER

Edith West made significant contributions both to

pictures, printed material, and court records. Free, wideranging classroom discussions and small group projects

NCSS and to the field of social studies education. She
was a member of the NCSS Board of Directors, edited
a yearbook on the teaching of world history, and served

were the means by which she guided students to take
responsibility for their viewpoints.

on several editorial boards and committees. She also was
a professor of social studies education at the University

For several decades, West dominated the social studies landscape in Minnesota. For twenty years, she served

of Minnesota, co-authored a high school textbook, coauthored a college textbook on social studies teaching
methodology, directed a major curriculum development
project, and was an acknowledged leader of social studies education in Minnesota throughout her career.
Born in Hibbing, Minnesota, West graduated from
John Marshall High School in Minneapolis. From the
University of Minnesota, she received the Bachelor of
Arts degree cum laude, with a major in history, in 1938.
The next year she returned to the university to earn a
Bachelor of Science degree with a teaching certificate
in social studies.

as executive director of the Minnesota Council for the
Social Studies (MCSS) and as editor of the MCSS Bulletin. She also authored several articles for each edition
of the Bulletin and usually wrote about resources, particularly new books of fiction related to social studies
topics. Her methods classes at the university were comprehensive; always her emphasis was on the teacher as
resource, advisor, and tutor. Her students took teaching jobs all over the state and constantly looked to her
for guidance and support.

After graduation, she taught for three years in schools
in northern Minnesota, then at University High School,

the University of Minnesota's laboratory school. She
earned a master's degree (1945), and two years later went
to Iowa State Teachers College, at which she supervised
student teachers as well as taught high school social studies. She returned to Minnesota in 1948, earned a Ph.D.
in 1951, and became the social studies department head

at University High School. She spent the rest of her
career at the University of Minnesota.
West was first and foremost a teacher. She believed
that history and the social sciences were eminently useful subjects, ones that contained knowledge and skills
that would enable students to understand and analyze
social and economic life. Teaching high school students
was central to her life; and she taught high school history and social problems until the last few years of her
tenure at Minnesota. She believed strongly that social
knowledge had great potential for students of all abilities and was a master at finding interesting and informative reading materials for students with limited reading ability.

To her, the primary goal of social studies teaching
was to stimulate students to think critically. Toward that
end, she used a wide range of teaching materials: film,

One of her most significant contributions to the
social studies came through her directorship of the Minnesota Project for the Social Studies. This project was
one of the original "new social studies" projects funded

by the U.S. Office of Education under then President
Lyndon B. Johnson. West conceived the project, wrote
the proposal, recruited the participants from social science and education and was its main leader for more
than a decade of development, implementation, and
evaluation. The Project officers developed a K-12 curriculum that was discipline-based, but that used important concepts from all the social sciences. The curriculum proposed several radical departures from conventional programs. It was concept-based and designed
to implement current theories of how concepts develop.
It introduced material from all of the social sciences in
the elementary grades and replaced the "holiday" and
"great men and women" topics so common at the time.
Of particular importance was the role of the behavioral
sciencessociology, anthropology, economics, and political sciencein the social studies curriculum. Anthropology was prominent in the elementary grades; sociology was emphasized in grade seven; a political science
course was included in grade eight, and an economics
course was featured in grade nine. A highly analytic treatment of American history, a course in area studies, and

another in value conflicts and policy decisions
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ment sent teachers to summer workshops at which
project materials were examined for trial the next year.
Seminars were held during the academic year for teachers who used the new materials, and information was

collected on pupil achievement. West initiated, conducted, or supervised each of these sets of activities. Her
presence was the factor necessary to ensure involvement
of classroom teachers and supervisory staff.

Although her efforts centered on the social studies
classroom, she also published influential scholarly works

and contributed across a wide range of social studies
activities. Her methods text for social studies teaching
stressed practice as well as theory and was especially
useful to in-service and beginning teachers. The 20th
NCSS yearbook on teaching world history that she edited treated various ways to organize a world history
course. It introduced many teachers to the area studies
approach. West used her only sabbatical furlough to
study competency-based teacher education programs
and programs of continuing education for in-service
teachers being developed in several states.

In 1979 West took early retirement from the university, occasioned by her long battle with arthritis. She
moved to Colorado in hope of benefiting from a drier
climate. Although she continued to be active in social

studies education, her health slowly deteriorated and
she died of osteoporosis in 1991. Her influence on the
field remains powerful and lasting.

111
120

ton, DC: NCSS, 1949.

5.

Debating Future
Directions:
1976-1984

121

Introduction
MARGARET SMITH CROCCO

As social conditions change, so, too, do educational arrangements, as both Ellen Lagemann and 0. L. Davis,
Jr. among others, have noted.' It is probably safe to say
that social studies, more than any other school subject,
has been influenced by social context. Since social studies

deals with human society, and since its mission lies in
producing citizens for a democracy, it seems plausible
that its shape and substance will be responsive to devel-

opments within the entity it takes as its central concern. At the same time, the field will also reflect changing emphases within the scholarship of its related academic disciplines.2
In the 1920s and 30s, demographic and social factors precipitated curriculum reform leading to the birth
of a new field called "the social studies." Likewise, between 1976 and 1995, demographic and social changes

War, racial minorities, urban crises, environmentalism,
and women.' A renewed interest in citizenship education manifested itself in projects on law-related education and the effects of civic education on political socialization processes, emphases that could be traced,
in part, to the Watergate scanda1.6
Over its history, the immediate response of NCSS
to events within the cultural context generally has been
muted. Researchers looking for a high degree of correspondence between the issues engaging NCSS and contemporary events will not find a great deal of evidence,
either in NCSS official publications or in archival materials, for regular and sustained engagement with the

"hot topics" of the day. According to two reports on
this subject, both social and professional crises have been

ries, and issues seen as legitimate within academic

underplayed in the pages of Social Education since its
inception.' During the convulsive decades of the sixties
and seventies, however, some coverage of the topics
mentioned above can be found in the journal's pages.
Overall, a kind of cultural lag seems to exist in which
gradually and then only rather broadly does the field
begin to reflect the tenor of the times.
For example, during the seventies, several articles

discourse. 3

conveyed the message that social studies needed to make

brought demands for inclusion, visibility, and power
by groups at the base of the social hierarchy and barely
visible within the educational arenas of curriculum and
leadership: women, people of color, gays, lesbians, and
the disabled. At the same time, a "knowledge revolution" dramatically altered the subjects, questions, theo-

New approaches to scholarship at the college level
women's studies, multicultural education, gay and les-

suitable adjustments to trends in adolescent psychology, social relations, and schooling. In 1970, Hazel
Hertzberg's "The Now Culture: Some Implications for

bian studies, and disability studies. Taken together, these

Teacher Training Programs" kicked off a section devoted

developments challenged the ways of knowing, teaching, learning, and operating taken for granted by most
social studies educators during the first fifty years of
the field's history. During the second half of this time
period, conservative reactions to these developments

to reorienting social studies teacher education to the

brought retrenchment in society, politics, and the

ture, attached to but distinct from the dominant

academy.

culture: a sub-culture whose preoccupation is with
nowness, whose homeland is education, and whose
constituency is the young.8

created academic fields devoted to ethnic studies,

"The new social studies," a reform effort that focused on inquiry and the incorporation of science approaches, responded tentatively to the social changes of
the sixties, the decade in which they debuted.' By the
seventies, a number of new social studies curriculum
projects turned to topics reflective of the new cultural
milieu. At the same time, Social Education gave greater
coverage to current events, with articles on the Vietnam

"irrepressible 'Now' culture" which she describes in these
terms:
For what we are faced with is no less than the emergence of a new and seemingly permanent sub-cul-

Numerous events helped contribute to the significant social changes affecting women during the last three

decades of the 20th century. The year 1973 marks the
Supreme Court decision in Roe v. Wade acknowledging
a constitutionally protected right of privacy that includes

the right to abortion. "Second wave feminism" also
123

113

emerged during these years as one response to what was
called "the growing gap between ideology and reality,"9
or between sex role strictures and the way many women
led their lives. Although its emergence was often linked
to the struggle for civil rights,'' seventies-style feminism

also harkened back to the unfulfilled goals of the first

Women's Rights Movement that had culminated in
women's suffrage. As the national rhetoric over the rights
of African Americans circulated more widely during the

sixties and seventies, it became apparent to many that
women's economic, political, and social situations had
advanced little since passage of the 19th Amendment.
After World War II, U.S. society propagated gender
ideology and popular culture blandishments that offered
women highly idealized versions of marriage and family. Such messages were aimed at all women to varying
degrees, as they clearly cut across lines of race, class,
religion and ethnicity. A public opinion poll indicated
that the majority of Americans felt that women whose
husbands made enough money to support their families should not work.' ' Nevertheless, by 1960, about 40
percent of U.S. women did work, a proportion that had
doubled since 1940. During these years, a higher proportion of African American women held jobs outside
the home than did white women. By the seventies, a
chasm between sex role socialization and the realities of
women's lives contributed to a new feminist movement.

Struggles over ratification of the Equal Rights
Amendment (ERA), passed by Congress in 1972,
evoked historical recollection of the doomed fate of a
similar measure sponsored by the National Woman's
Party in 1923. Within two days of the passage of the
1972 bill, six states ratified the amendment, but by 1978

momentum had stalled completely, with only thirtyfive of the needed thirty-eight states joined in support
of the ERA. Despite an extension of the deadline to
1982, time elapsed with no further states on board. ERA
died, despite widespread public support for its goals.12
The significance of the ERA Amendment overshadowed passage that same year of Title IX of the Educa-

tion Amendments of 1972. One feature of this measure denied funds for men's sports in schools and col-

While relatively unheralded, Title IX has produced
extraordinary results since its debut." The number of
women participating in intercollegiate athletics has increased by a factor of four since 1971. By 1996, 2.4
million high school girls competed in sports, representing 39 percent of all high school athletes, and contrasting with only 300,000 or 7.5 percent in 1971, an eightfold increase.'5
Social studies teachers and scholars sought ways to
be responsive to what many perceived as a convulsion

of social events during the 1960s and 70s. Educators
found themselves knocked off familiar moorings in trying to explain the course of American history to a new
generation. As women clamored to change familiar pat-

terns of gender relationships in work and family life,
they also challenged the sexism inherent in other institutions of which they were a part.
In 1970, in his "Report of the President," Shirley
Engle questioned why the Task Force on Racism and
Social Justice did not deal with "the question of women's

rights," and commented that the NCSS board "felt this
was no time to overlook such a vital question." He then
called upon NCSS to establish "an advisory committee
on social justice for women with responsibilities paralleling those given to the Advisory Committee on Racism and Social Justice."'6
As a result, NCSS established the Advisory Committee on Social Justice for Women during the early
seventies. The women who participated in this committee had all been affected by the women's movement.
The goals of this committee included efforts to get ses-

sions about women into the NCSS program and the
annual conferences of the state social studies affiliates;
to publish curriculum materials about women; and to
deal with equity issues in NCSS, such as encouraging

women to run as candidates for major organizational
offices.' 7

Reviewing the publications of feminist scholars
within social studies like Carole Hahn and Jean Dresden
Grambs during this period shows an outpouring of work
dealing with sex roles, sex discrimination, and teaching

about women:8 In 1973, David Sadker, Myra Sadker,

leges unless an equal amount was provided for women's
sports. In 1972, women were only 2 percent of college
varsity athletes. Student fees from both men and women

and Sidney Simon published an article, "Clarifying Sexist Values," in Social Education that appeared alongside
other timely analyses, for example, an article concern-

students supported the travel budgets of male athletic

ing teachers' knowledge about ethnic groups and an-

teams, while women's teams received 0.5% of the

other about teaching migrant workers.' 9 In 1975, Carole
Hahn, on the faculty at Emory University and a member of the NCSS Advisory Committee on Social Justice

college's athletic budgets.'3
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for Women, edited a special section of Social Education, "Eliminating Sexism from the Schools: Implement-

ing Change."" Numerous other articles also appeared
in this decade on women and U.S. history textbooks,

sexist language, women in European history, and
women's lives in Asia." In 1976, NCSS published Teaching about Women in the Social Studies: Concepts, Methods, and Materials, Bulletin 48, edited by Jean Dresden

Grambs, "22 Overall, between 1975 and 1995, Social
Education published at least five special topic issues re-

lated to women." In the 1980s, the NCSS Advisory
Committee on Social Justice for Women evolved into a
Special Interest Group concerned with women's issues.
The NCSS House of Delegates passed resolutions,
albeit somewhat belatedly, supporting the ERA (1977),
encouraging its rapid ratification (1981), and backing
Title IX (1981). However, a resolution concerning sexism, racism, and ethnocentrism in the curriculum failed
to pass the House of Delegates in 1970.24
Between the years 1921 and 1984, fourteen women
served as NCSS president. The first three were Bessie

Pierce (1926); Ruth West (1939); and Mary Kelty
(1945): In short, one woman served as president in each

of these three decades. From 1950 to 1984, eleven
women served as NCSS president: Myrtle Roberts
(1951); Dorothy McClure Fraser (now Hemenway;
1954); Helen McCracken Carpenter (1956); Eunice
Johns (1960); Stella Kern (1963); Adeline Brengle
(1966); Jean Fair (1972); Jean Claugus (1975); Anna
Ochoa (1978); Carole Hahn (1983); Jean Craven

professional groups in the academic disciplines such as
the American Historical Association, which had its first
female president in 1943 and its second only in 1987.'5
Today, women's numbers in administrative ranks in
education are still relatively low (although growing). The
National Center for Educational Statistics reported in

1993-94 that although women represent 73% of all
schoolteachers, they hold only 35% of all principals'
positions."
In higher education, distribution of leadership positions is skewed by gender to an even greater degree.
One of the reasons for this may be the fact that, as late
as the 1970s, women earned only 15 percent of all doctoral degrees." However, by the 1980s, at least in edu-

cation, women took more doctorates than men."
Throughout these two decades, women's positions on
college faculties held steady at about one-fifth, gradually increasing in the nineties but still concentrated at
the lower academic ranks.
In the seventies, the Women's Equity Action League,
led by Bernice Sandler, brought class action suits against

250 institutions of higher education charging sex discrimination in hiring, promotions, and salaries.29 As a
later report authored by Sandler put it, college class-

rooms were characterized by a "chilly climate" for
women, whether they be students or faculty.3° Such factors may help explain why women have held the NCSS
presidency only twenty times over the last eighty years.
The women's movement had two major impacts on

academic life during this period. First, access and eq-

(1984). Between 1985 and the present, six women have

uity issues loomed large for many working women. They

served as NCSS president: Mary McFarland (1989);
Margit McGuire (1991); Charlotte Anderson (1992);
Pat Nickell (1996); Susan Adler (2000); and Adrian

pushed to open up opportunities so women could pursue any occupation for which they were qualified. They
fought against the barriers associated with the "glass
ceiling" in institutional hierarchies, such as those in
educational administration. In the seventies and eighties, this ceiling could have been the position of department chair or assistant principal in a school, or department head or dean at the college level. Today, a glass
ceiling exists in the area of the college presidency. The
American Council on Education reports that in the year
2000, only 19% of all college presidents were women.
While a low figure, this proportion represents a doubling of the percentage since 1986.3'
A second emphasis within the academic women's
movement constituted a more radical undertaking. As
feminist critiques of knowledge construction, institutional modes of operation, and governance structures
gathered steam, some feminists wished to reconstruct

Davis (2001).
This pattern may not be surprising to those familiar with NCSS, given the organization's mixed constituency, with teachers, administrators, and professors all
comprising its ranks. Furthermore, in selecting a president, consideration seems to be given to professional
status as well as geography and other factors, with an
informal rotation across these categories guiding selection. Until recently, the histories of the National Education Association or the Association for Supervision
and Curriculum Development reflected a similar pattern of male leadership despite a large female constituency up. Still, NCSS elected its first female president,
Bessie Pierce, in 1926, significantly earlier than other
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the academic enterprise thoroughly. These women felt
schools and colleges needed to accommodate what was
called "women's ways of knowing"" as well as give attention to "caring."" Central to this effort was trans-

formation of curriculum by exposing its normative,
patriarchal underpinnings, thereby making room for

women's experiences as well as those of other
"marginalized" groups.
Mary Kay Tetreault clarified the issues at stake in

terms of social studies curriculum with her important
article, "Rethinking Women, Gender, and the Social
Studies."34 In this piece, she laid out five types of history that reflected differing treatments of women in the
curriculum: male-defined history, contribution history,
bifocal history, histories of women, and histories of gen-

distortions have prevented white people as well as
members of minority groups from fully knowing

themselves and their culture. Such practices are
clearly inconsistent with the requirements of individuals in an increasingly complex, pluralistic
society.37

This statement reflects sensitivity to matters of cultural pluralism as regards curriculum; gender had not
yet registered as an issue for official consideration, but

the later work of the Advisory Committee on Social
Justice for Women built on efforts such as the one Ochoa
pioneered.

Since the founding of NCSS in 1921, official publications scarcely reflected the fact that women were half
the world's population; had, in one sense, half of all life
experience; and since the thirties, had been the major-

der. In moving from male-defined history to histories
of gender, the curriculum provides broader attention to
the significance of women, ultimately reflecting an understanding of gender's impact on all human societies.
The fifth phase or "histories of gender," Tetreault argued, would present a "multifocal, relational, genderbalanced perspective ... that weaves together women's
and men's experiences into multilayered composites of

ity force in the social studies field, writ large. For example, Hazel Hertzberg's 1981 history, Social Studies
Reform, 1880-1980, still a standard text in the field, is
virtually silent on the subject of gender," as is Bulletin
92, NCSS in Retrospect.39 In the latter document, published in 1996, the women's rights movement is not
included as one of the "social crises" with which NCSS

human experience."35

has had to deal." The seventies and early eighties, there-

Both equity and curriculum emphases figured
prominently in the careers of the women profiled in

fore, represent a marked departure from this general
pattern of neglect.
Janice Trecker's 1971 article, "Women in United
States History High School Textbooks," launched the
era's consideration of women as subject matter in the
pages of Social Education.4' In 1977, Anna Ochoa edited a section of the journal focusing on "Books About
and By Women."" The reviews included one by Jean
Grambs on a work about U.S. women's history and
another about a book written by Grambs and Walter
Waetjen on sex role differences. In the early eighties,
two editions of Social Education featured cover stories

this chapter. As a faculty member at the University of
Maryland, Jean Dresden Grambs contributed to the
establishment of one of the first Women's Studies Program in the nation. She was a trailblazer in introducing
subject matter dealing with women, the life cycle, and
the aged into social studies teacher education curriculum. Hazel Hertzberg and Deborah Partridge Wolfe

worked with aspects of what we would today call
"multicultural education." Hertzberg focused on Native Americans and Wolfe on African Americans. June
Chapin (with Janet Alleman) co-authored a textbook,
Voices of a Nation, that was one of the first in the social
studies to take seriously the histories of women, along
with racial and ethnic minorities.36
As we have seen, NCSS expressed a commitment to
curriculum inclusion of racial and ethnic minorities early

in this period. In 1971, Anna Ochoa served on a team
that wrote a position statement on social studies curriculum, called "The Task Force on Social Studies Curriculum Guidelines," which read in part:
Furthermore, the knowledge utilized by the school
has reflected the biases of the white middle class
and has distorted the role of minority groups. Such
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on the women's movement (1983) and Eleanor
Roosevelt (1984).43 In 1984, Mary Kay Tetreault pub-

lished a second review of the treatment of women in
U.S. history textbooks, following up on changes since

Trecker's 1971 analysis. Two other articles about
women's history also appeared in that edition, one dealing with women's biographies and another on resources
for teaching women's history."

Most of the women profiled in this chapter contributed, albeit in different ways, to bringing women
into more prominent consideration by the social studies. For some, support of women's issues had more to
do with equity and an end to discrimination than with

scholarship on sexism or developing materials to balance the curriculum in terms of gender. For others like
Grambs, women's issues became a primary focus of
scholarly work. In a memorial statement published in
Social Education in 1990, Judith Torney-Purta wrote:
Jean ( Grambs] did not merely stand as a model or
advocate for women; she voiced and wrote about
her conviction that scholarship about women should
be taught in social studies classrooms in an intellectually honest and historically defensible way. She

demonstrated a concern for diversity and equity across

social groups, both in the work they did and, by all
accounts, by the way they lived their lives as well.
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Hazel Whitman Hertzberg
September 16, 1918October 19, 1988
ANDREW DEAN MULLEN

Hazel Manross Whitman Hertzberg was an educator of
teachers, historian, and curriculum theorist. She wrote
a comprehensive history of the social studies field (the
first to appear in nearly half a century) in addition to a
wide variety of other scholarly writing. She was also well

known for her work on Native American history.

Hertzberg was born in Brooklyn, New York and
spent most of her professional life in the New York City

metropolitan area. Her college education was interrupted by her involvement in numerous social and political causes, including advocacy for Mississippi share-

croppers, the American Socialist Party, and independence for India. Her marriage to fellow activist Sidney

Hertzberg in 1941 and the subsequent birth of two
children further delayed her pursuit of formal education. She was awarded a B. A. from the University of
Chicago (1958), shortly after beginning to teach junior
high social studies in suburban New York. Concurrent
with teaching, she earned an M. A. from Teachers College, Columbia University (1961). She served on the
faculty of Teachers College from the completion of her
doctorate (Columbia, 1968) until her death from cancer in 1988.
While a junior high school teacher, Hertzberg participated in one of the first federally funded "New Social Studies" projects. She helped develop a new seventh-grade curriculum for New York State under the
auspices of the Anthropology Curriculum Study Project
(ACSP, 1962-1968). Her academic study of Iroquois
culture in New York State marked the beginning of a
lifelong scholarly interest in Native American history
and resulted in publications such as The Great Tree and
the Longhouse: The Culture of the Iroquois (1966) and
The Search for an American Indian Identity: Modern PanIndian Movements (1968). From her ACSP effort sprang

also a number of the central educational concerns and
questions that dominated her professional thinking:
questions concerning the ideal relationship of history
and the non-historical social sciences in the social studies curriculum, the study of previously marginalized
groups in schools, the process and politics of curriculum reform, and the changing nature of social studies
as a field.

In 1970, Hertzberg was invited to join the Social
Science Education Consortium (SSEC), which was at
that time a de facto national academy of social studies
theorists. Her participation in SSEC forums convinced
her that the social studies field was becoming increasingly amorphous and directionless. Her effort to provide historical perspective on the field to fellow SSEC
members led eventually to a shift in her professional
focus from Native American history to social studies
curriculum history. In 1981, she published a preliminary history of the field, Social Studies Reform, 18801980, which remains the fullest treatment of the topic.
A more interpretive history was left incomplete at the
time of her death.
Throughout the 1970s and 1980s, Hertzberg supported efforts to provide greater coherence and definition to the social studies curriculum. Among other activities, she was an active member of the National Commission on Social Studies in the Schools (conceptual-

ized 1984-85) and the Bradley Commission on History in the Schools (created 1987). On both commissions, she was a voice for strengthening the teaching of
history and for building lasting connections between
historians and teachers.
Altogether, Hertzberg's less-than-linear career reflects
clearly the larger social studies field as it was during her
professional prime. Her dabbling in economics, anthropology, urban sociology, women's historyto name but
a few of her fleeting enthusiasmsclosely mirrors what
others have referred to as the "smorgasbord" or "grabbag" social studies of the period. Her constant calls for
coherence, vision, and shared sense of purpose express
her own professional turmoil as much as the state of a
field to which she often referred as, at best, intrinsically
ambiguous.

While better at diagnosing than resolving the
fuzziness of the field, and while not attempting to articulate a formal philosophy of social studies, Hertzberg
expressed throughout her career a fairly consistent set

of responses to the curriculum issues of her day. The
core of social studies, she believed, traditionally had

beenand should remainthe study of history.
Properly taught, history provided the tools, habits of
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mind, and information that citizens needed to work effectively for the public good. Although certain of her
contemporaries perceived the study of history to be in
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opposition to the development of citizen-activists,
Hertzberg saw no necessary tension in her position.
Enlightened and effective citizenship had been and
should remain the purpose of social studies, but that
was to be accomplished with historical study as the
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means. Attempts to teach citizenship directly, divorced
from disciplined historical study, too often degenerated
into a dry study of governmental structures or into vacuous propaganda. Likewise, she disparaged attempts to
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teach history as an end in itself, apart from its traditional public purposes.
If historical instruction oriented to exploring questions related to the public good were to be the core of
the social studies, what role were the non-historical social sciences to play in the social studies curriculum? As

an "ex-economist and would-be anthropologist,"
Hertzberg appreciated the insights and analytical tools
of the social sciences, but argued that they were most

meaningful to students when synthesized within the
rubric of history. Her curriculum plan for seventh-grade
New York State history, in which anthropological, so-

ciological, and geographical concepts and tools were
infused in a larger chronological study of history, provided one concrete response to the question of how to
organize the social sciences for teaching purposes.
Apart from her advocacy of history in the schools,
Hertzberg's devotion to curriculum history represented

an implicit argument for the usefulness of history for
educators. Tracing the history of the field of social studies, she believed, helped to clarify her own thinking and

provided her with inspiring professional role models.
Her initiation of the "Foundations" department in Social Education in 1987 was one step toward helping other
social studies educators discover the riches of the field's
"usable past." For the marked renewal of interest in the

history of the social studies since her deathincluding, indirectly, the existence of the present volume
Hertzberg must be given a certain amount of the credit.

1
130

0

Jean Dresden Grambs
April 6, 1919September 3o, 1989
JOSEPH M. CIRRINCIONE AND RICHARD JANTZ

Jean Dresden Grambs was a leading educator who promoted women's issues in social studies. Her research and
teaching on women's issues won her research grants in
the early 1960s and resulted in an extensive list of ar-

also began to research questions concerning sex differences and sex-roles in education.
In the early 1960s, Grambs received a series of grants

nia. In 1940 she received an A. B., awarded with Phi
Beta Kappa recognition, from Reed College in Portland, Oregon. Her initial teaching experience was at
the secondary level in San Leandro and San Andreas,
California. She attended graduate school at Stanford
University where she received an M. A. (1941) and Ed.
D. (1948). She remained at Stanford as a faculty member until she moved to the Washington, DC, area in

to examine the educational implications of sex differences in public schools. This pioneering research led to
the publication of two major articles (1963 and 1965)
heralding a concern for women's issues in social studies
education and schools in general. Her research and publication in this area continued into the late 1970s, at
which time she extended her writing to consider women
in administration, their choice of academic fields, and
their experiences as working mothers.
Grambs sought gender equality throughout the educational environment. She conducted a major literature
review with Walter Waetjen in 1963 on gender differences. This work focused upon differences between
males and females not only in academic achievement in
the public schools, but also as evidenced comprehensively in classrooms. The review is considered by many

1953. Initially she was a lecturer at George Washington

to be groundbreaking work. The ideas and

University, and subsequently, the supervisor of adult
education in Prince George's County (Maryland) from
1955 to 1958. During this period, she also worked as a
lecturer at the University of Maryland. In 1961, she
became associate professor of secondary education in
the College of Education, University of Maryland. She
was promoted to professor six years later. In 1979, she
moved to the college's Department of Human Development and Learning, remaining there until her death
in 1989.
Grambs' more than seventy articles, books, papers,
and other creative efforts testify to her role as a dedicated educator and researcher. She was well known for

conceptualizations presented therein became the foundation for Sex: Does It Make a Difference? (1965), coauthored with Walter Waetjen. Grambs' particular interest in the status of women in the social studies was
reflected in her role as editor for an NCSS publication

ticles and books. She reached out to administrators,
professors, and public school teachers in her work, serv-

ing as consultant, director of workshops, and author.
She was a role model and activist at the university level,
assuming major offices and helping to establish one of
the nation's first women studies programs.
Grambs was born in 1919 in Pigeon Point, Califor-

her major textbook, Modern Methods in Secondary Edu-

cation, co-authored with John Carr (1979). She had an
uncanny ability to anticipate issues and emerging areas
of concern in education. In addition to her wide range
of scholarly activity in secondary education, she also
provided leadership in areas in which issues of equity,
justice, and opportunity were of paramount concern.
Her early work in the 1940s and 1950s focused on intergroup relations, addressing issues of prejudice, desegregation, and equal opportunity in education. She

Focus on Women in the Social Studies: Concepts, Methods

and Materials (1976).
Grambs' engagement with women's issues extended

beyond research and publication, carrying over into
groundbreaking activities at the University of Maryland.
She was the first woman vice-chair of the Campus Sen-

ate, chair of the Faculty Council, and president of the
campus American Association of University Professors.
She led the first Women's Studies Committee in 1973.

Moreover, she was one of the founders of the undergraduate and graduate programs in Women's Studies at
the university and served as a member of the Women's
Studies Advisory Board from 1976 until her death.
Grambs' concern for those underrepresented in the
school curriculum eventually led her to address the question of an aging population. In this area of inquiry, like
her other pursuits, she developed a solid research agenda,
won grants, and generated publications on older women
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and older teachers. She also produced curriculum materials on aging and was a driving force in the develop-

ment of the Center on Aging at the University of
Maryland.
Grambs was a visionary as well as a committed activist. She promoted intergroup relationships, sought
rights for minorities and immigrants, challenged sex role
stereotypes, and pushed for equality. She was an advo-
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cate and educator who challenged the profession for
more than forty years.
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Deborah Partridge Wolfe
December 22,

1916-

STEPHANIE D. VAN HOVER

Olive Deborah Juanita Cannon Partridge Wolfe has been
a teacher, school administrator, university professor, and
federal legislative aide. As an African American woman,

Labor for the U.S. House of Representatives, then

her contributions often went unrecognized. Still, she
persisted in her work for equality and equity in educational practices and for racial justice in American life.
Born in Cranford, New Jersey, Wolfe received a
bachelor's degree in social studies education from Jersey City State Teachers University (1937) and a master's
degree in teacher and rural education from Teachers
College, Columbia University (1938). While she pursued these degrees, she taught adult education at night
in Cranford, New Jersey (1936-38) and spent two summers teaching the children of migrant workers on the
eastern shore of Maryland (1936-37).
After her graduation from Teachers College in 1938,
Wolfe joined the faculty at Tuskegee Institute, Alabama
(1938-50). There, she established and served as princi-

tives and the Department of Health, Education and

chaired by Congressman Adam Clayton Powell. Wolfe
acted as the liaison between the House of RepresentaWelfare on all educational matters. She researched and

drafted legislation, arranged and attended hearings,
wrote reports, provided members of the committee with

pertinent information, and briefed her counterpart in
the Senate. During her tenure, Congress passed thirtyfive laws relating to education, including the Economic

Opportunity Act of 1964, the Higher Education Facilities Act of 1963, and the Elementary and Secondary

Education Act of 1965. She returned to Queens College in 1965, at which she taught until her retirement
in 1986.
Between 1937 and 1986, Wolfe published more than

sixty-five journal articles and, in 1945, authored the

as supervising teacher (1938-50), faculty member

Handbook for the Student Teachers of Tuskegee Institute.
Additionally, she contributed to and edited the proceedings associated with educational legislation considered

(1938-50), and head of the Department of Elementary
Education (1938-50). She directed a new graduate pro-

by the U.S. House of Representatives Committee on
Education and Labor between 1962-65. Throughout

gram during the last five years of her tenure at Tuskegee

her career as an educator, Wolfe's scholarly writings consistently focused on curriculum issues related to democracy and education and specifically addressed rural edu-

pal of two laboratory schools (1938-43). She also worked

(1945-50). She received her Doctor of Education degree (1945) from Teachers College, Columbia University, during a two-year leave of absence from Tuskegee

while her husband, Henry Roy Partridge, fought in
World War II. Upon her return to Alabama, Wolfe became the first faculty member at Tuskegee to possess an
earned doctorate. Her son, Henry Roy Partridge, Jr.,

was born on April 23, 1947. Her marriage to Henry

Roy Partridge ended in 1951. She married
Estemore Alvis Wolfe in August, 1959 (divorced, 1966).

In 1950, Wolfe joined the faculty of Queens College, City University of New York. Throughout the
1950s and 1960s, Wolfe also served as visiting lecturer
at a number of other institutions, including Grambling
College, New York University, Fordham University, Uni-

versity of Michigan, Teachers College, Columbia University, and the University of Illinois.
In 1962, Wolfe took a leave of absence from Queens
College to become the first female African American

named chief of the Committee on Education and

cation, culturally deprived children, migrant workers,
human relations, and social justice.
Wolfe argued that the basic and abiding moral purpose of democracy is respect for the individual human
being and recognition of the equality of each person
regardless of race, creed, gender, or social class. She expressed concern that the culture of schools reflected the
controlling ideas, values, and sentiments of middle-class
white society and overlooked the pressing needs of migrant children, rural students, inner-city African Ameri-

can students, and other "culturally deprived" groups.
She asserted that education should serve as the great
equalizer in American society and recommended culturally relevant curricular approaches designed to address the needs of all students for an understanding of
democracy and equality of education.
Wolfe understood curriculum as the summation of
all the activities of the child and maintained that the
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child's needs, interests, and capacities should serve as
the central core of the curriculum. In order to create
meaningful and relevant educational experiences, teachers needed to relate subject matter to the social and cultural background of students and attempt to understand
how each child learned. Several of Wolfe's articles addressed the need to teach human relations in order to

create a more democratic society and to combat
prejudice.
Wolfe stresses the need to move beyond writing and
talking about democracy toward "doing democracy." To
this end, Wolfe continues to be involved in numerous
societies and educational organizations that reflect her
interest in achieving social justice and quality education for all, including: Non-Governmental Representatives to the United Nations for Church Women United,
National Alliance of Black Educators, National Coun-
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cil of Negro Women, American Council on Human
Rights, National Association for the Advancement of
Colored People, American Association of University
Women, Zeta Phi Beta Sorority, League of Women
Voters, and the New Jersey State Board of Higher
Education.

In the 1960s, Wolfe studied theology at Union
Theological Seminary and was ordained to the Christian ministry in 1970. She currently serves as associate
minister of First Baptist Church in Cranford, New Jersey. From 1989-91 she taught feminist theology as a
visiting scholar and lecturer at Princeton Theological
Seminary. In recognition of her many lifelong accomplishments, Wolfe has been awarded twenty-six honorary doctorates.
Wolfe's contributions to social education include her

teaching, scholarship, social activism, community involvement, and government service. Through all of these

activities resounds her advocacy of a curriculum for
children that emphasizes democracy, diversity, and
tolerance.
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June Chapin
May 19, 1931
KAREN RILEY

June Roediger Chapin is a teacher educator, researcher,
and long-time champion of the social studies. She co-

authored an early social historical and multi-cultural
textbook, Voices of a Nation (1972), written for use in
secondary classrooms, which treated the perspectives of
women, immigrants, African Americans, Chinese, His-

panics, Native Americans, and others. She served as
editor of The Social Studies Review, published by the
California Council for the Social Studies, during the
1970s. She also served for a number of years as an officer of the local San Mateo Social Studies Council. At
the national level, Chapin served as a board member
and the program chair of CUFA (College and University Faculty Assembly) at its San Francisco meeting in
the 1970s, and as a member of the NCSS Textbook
Committee and liaison to the NCSS House of Delegates
during the same decade. Her content analysis of three
decades of Social Education, published in that journal

in November 1970, noted significant changes in the
field over the years. A member of NCSS since 1954,
Chapin has attended nearly every annual conference
since 1965.

Chapin's career as a social studies educator and
NCSS member spans more than 40 years, during which
she taught social studies in Chicago public schools, and
later in northern California public schools and colleges.

After her retirement in 1996, June volunteered as an
ombudsman for patients in California nursing homes.
Her fundamental belief is that the goal of social studies
education is to promote active participatory citizenship,

a position that continues to guide her actions and
interests.

Chapin was born and reared in Chicago, Illinois,
the daughter of an auto parts store owner and a fulltime homemaker. One of the top ten graduates in her
high school class of 400, she enrolled at the University

Chicago, Chapin was influenced by Ralph Tyler's approach to the curriculum. Hence, her writings reflect a
strong attention to social studies skills.
Chapin began her professional life as a second and
third grade social studies teacher in Chicago in 1954.
She taught elementary social studies for one year and

then took a position in 1955 as a high school social
studies teacher at Phillips High School, a predominantly

African American public school. In 1956 she moved
with her husband, Ned Chapin, to northern California, and subsequently taught "Core," a combination of
language arts and social studies, for four years at Hoover

High School, Redwood City. In 1960, she left public
school teaching to pursue a doctoral degree at Stanford
University. There she studied with Richard E. Gross,
who later became president of NCSS. She was also influenced by the work of Paul Hanna, whose "expanding horizons" approach to the social studies continues
to influence elementary school programs, and by Fannie
Shaftel, an exponent of role playing in the social studies. Chapin received her doctoral degree in 1963.
In 1964, she started her career in higher education
at San Francisco State University. From 1965-67, she

taught at the University of Santa Clara. She then accepted a position at the College of Notre Dame in
Belmont, California, working there for the next 29 years,
until retiring in 1996. As a university instructor, Chapin

authored more than two dozen articles on topics ranging from social studies skills to controversies about the

new history standards. She also authored and coauthored twelve social studies textbooks for K-12 students as well as college methods textbooks. Her eighth
grade social studies textbook, Quest for Liberty, sold over

300,000 copies, and her Elementary Social Studies for
the college level is now in its fifth edition.

for anyone entering into the field of social studies." Like

Chapin's work also influenced the "New Social Studies" movement. Between 1965 and 1970, she served as
leader of an implementation team for sociological resource materials and as director of three National Science Foundation institutes for secondary teachers in the
San Francisco Bay area. Despite her hard work, Chapin
believes that the impact of the sociology program for

Mary Kelty, also a graduate of the University of.

secondary classrooms was only indirect. She believes that

of Chicago in 1949 and took a B.A. in liberal arts (1952)

and an M.A. degree (1954) in social sciences. During
her graduate studies, she came under the influence of
Earl Johnson who introduced her to NCSS. He maintained that membership in the organization was "a must
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most of the New Social Studies projects suffered in two
critical areas: 1) conceptual and reading levels were too
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inadequate for successful program implementation. She
next turned her attention to the world of computer technology. Always on the cutting edge of educational is-
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sues, Chapin secured two federal grants to study the
state of technology in higher education. In 1969, she
wrote The Financial Support and Usage of Computer
Centers in Higher Education, Final Report, followed
closely in 1971 by Interactive Patterns of Computer Support and Usage, Final Report.
Chapin continues to assess the role of computers in
social studies classrooms, which she believes should serve
as a tool for student learning. She notes, "the public has
decided that we will have them [computers] regardless
[of whether] they are really effective in student learning." Therefore, "teachers need to be familiar with technology usage, while schools must develop comprehensive technology plans, including strategies for updating
both hardware and software."
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Anna Sultanoff Ochoa-Becker
October 5, 1933
FRANCES E. MONTEVERDE

The sixth woman to serve as President of the National
Council for the Social Studies, Anna Ochoa exerted vigorous leadership for four decades at all levels in social
education. Five areas bear her enduring stamp: the democratization of the goals of social studies education;
teacher education; the defense of academic freedom;
global education; and the assessment of social studies,
K-12.
Born and reared in Windsor, Ontario, Canada, Anna
was the only child of Vera and David Sultanoff, who
had fled Soviet Communist rule in 1922. She attended
local public schools and, after her high school graduation in 1951, she commuted to study at nearby Wayne
State University (WSU) in Detroit, Michigan. Com-

During the next three decades he inspired her as a mentor, colleague, friend, and co-author.
The dissolution of Ochoa's marriage in January 1966
led her to redefine her career goals. At age 34, with 12
years of successful teaching to her credit, she left Michigan to teach fourth grade in Freemont, California, and
to reconsider her options for the following school year.
In summer 1968, Ochoa enrolled at the University
of Washington (UW) at which she earned a Ph. D. under

pleting a major in social studies and a minor in English, she received a Bachelor of Science degree from

tion component of the Tri-University Project, an experimental program for elementary teachers.
After designing the social studies guidelines for the
State of Washington in 1969, she and Gary Manson
joined Gerald Marker and Jan Tucker to finalize the
NCSS Curriculum Guidelines that were disseminated
in Social Education (December 1971). Using the state
document as a basis, she strove to maintain an issuescentered orientation, to stress intellectual skills, and to
incorporate values in the decision making process. Although the nation moved in a more conservative cli-

WSU in June 1955. She married shortly thereafter and
became a U.S. citizen in 1958.

Teaching credentials in hand, Ochoa launched a
twelve-year career in Michigan that portended a dynamic professional and intellectual future. From 1955
to 1957, she taught social studies in elementary and
junior high grades at the Bend le Schools in Flint. During the next ten years, she held social studies positions,
grades eight through twelve, in the Grand Blanc Community Schools. As an officer in the local teachers' association and chair of high school social studies (1961-

the guidance of NCSS leader John Jarolimek. By the
time of her graduation in June 1970, she had shifted
her professional focus to elementary social studies and
broadened her scope of service to the national level. As
a doctoral student, she coordinated the teacher educa-

1967), she honed her leadership and organizational

mate later in the decade, NCSS approved the document
with minor revisions, as published in Social Education,
April 1979.

skills. Her department's faculty and program won praise
throughout the state. In 1966, she organized a countywide Model United Nations for 600 students from fifteen schools. A year later, in an overseas program sponsored by Michigan State University (MSU), she taught

Ochoa taught graduate and undergraduate social
studies education as assistant professor at the University of Wisconsin in Milwaukee for one year (19701971). During that year, she began a four-year stint on
the NCSS Publications Board (1971-1974). She also

social studies methods at the American School in El

contributed to the establishment of Theory and Research

Salvador.

in Social Education (TRSE) in 1972. An independent

Her professional growth coincided with intellectual
advancement as well. By 1963, she received her M. A.
for studies in history and political science at the University of Michigan at Ann Arbor. From 1964 to 1967,

journal of the College and University Faculty Assembly
(CUFA), which is an NCSS-affiliate, TRSE publishes
refereed reports of research and theoretical articles.
Ochoa moved to Florida State University (FSU) at

she earned additional credits at Wayne State and attended summer workshops at MSU and Teachers College, Columbia University. She met Shirley Engle, a
social studies leader who taught at Indiana University.

which she held appointments in the Departments of
Social Studies Education and Childhood Education
(1971-1976). Under the leadership of department head
Byron Massialas, she served as associate head of Social
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Studies from 1971 to 1974. Among many projects tar-

geted to improve Florida education were seventeen
modules of teacher competencies for middle school social studies assessment. She was elected to the NCSS
board of directors (1974-1976) and to CUFA's executive committee. In 1975-76, she became an FSU Asso-

ciate Professor, but the following academic year, she
moved to Indiana University at Bloomington (IUB), at
which she taught until her retirement in 1996.
For twenty years, Ochoa formed part of a stellar
social studies faculty at IUB that included such luminaries as Shirley Engle, James M. Becker, Gerald Marker,

and Howard Mehlinger. Beginning as associate profes-

sor in curriculum and instruction, she taught undergraduate and graduate courses in social studies methods as well as global and multicultural education.
By the fall of 1976, she had already started on the
path of elected posts that culminated in her 1978 NCSS
presidency. In that role, she channeled resources to promote global education, international cooperation among
social studies educators, and collaborative projects between U.S. and Japanese educators. In her presidential
address, she directly confronted the growing problem
of censorship. During her tenure, Ochoa created a coa-

Several watershed events marked Ochoa's career in
1988. She advanced to the rank of professor and became Director of Teacher Education, the largest program in the IU School of Education. She participated
in the U.S.-Japan Consortium on Teacher Education
Research at Osaka. Most significant for the history of
social education, however, was the publication, jointly
authored by Shirley Engle, of Education for Democratic
Citizenship: Decision Making in the Social Studies. Begun in 1983, it represented the authors' response to criticisms of education and calls for a return to traditional
schooling. They synthesized and clarified more than six
decades of debate about the nature and purpose of social studies education.
In 1991, Anna resigned her administrative post and
returned as a full-time professor. She mentored junior

faculty and focused on affirmative action and peace
education. At the end of 1993, she confronted a rare
health problem that required surgical intervention and
resulted in long-term complications. Undaunted, she
critically weighed the options of medical science and
applied the same resolve that distinguished her decisions in the past. Ochoa retired in 1996 and, in May,
married James M. Becker, an IUB colleague. Retirees

lition of professional organizations and built up the
NCSS Defense Fund to buttress academic freedom.
Teachers, she reasoned, had an ethical obligation to
present diverse views of controversial issues. Thus, to
avoid authoritarian indoctrination, academic freedom

of the University, they live on the outskirts of

was crucial. Her persistent advocacy of academic freedom during the 1980s led the National Education As-

her professional and intellectual fabric. She has described

Bloomington, Indiana. She was named IU professor
emeritas of education in 1997.
Her last graduate seminar (Spring 1996), "Democracy in Education," symbolized the thread woven into

sociation to invite her to edit its 1990 volume, Aca-

it as "one of the best teaching experiences in my career." A review of her accomplishments reveals lasting

demic Freedom to Teach and to Learn: Every Teacher's

effects on social education for democracy. She played a

Issue.

prominent role in drafting the 1971 NCSS Curricu-

From 1980 to 1988, Ochoa won federal research
grants for projects that combined her interests in international studies and teacher education. She directed

lum Guidelines, which laid the foundation for the next
20 years of deliberation. Undoubtedly, her countless
hours of labor on publications over the years helped
shape the discourse of the field. Her farsighted leadership established TRSE as an outlet for research in social
studies education. For more than two decades, she as-

summer institutes to inform Indiana teachers about global issues. To infuse international perspectives into preservice teacher education, she collected and organized
creative instructional materials from more than 50 professors at four IU campuses. The contributors and other
Indiana teachers took Fulbright study tours to Zimbabwe and Malawi in the summer of 1985. Simultaneous
to her appointment as director of undergraduate studies at the School of Education (1985-1988), she secured

federal funds with which to develop materials and
methods that incorporated research-based skills in
teacher education.

serted and defended teachers' right to teach and the
pupils' right to learn rather than conform to contemporary political power. Multicultural education and global studies benefited directly from the projects she personally supported. Throughout her career, she converted
theoretical principles into concrete practices. Since 1988,
scholars have repeatedly cited her capstone book, Education for Democratic Citizenship, as the clear, definitive
treatise on issues-centered social education.
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June V Gilliard
August 15, 1934
LISA CARY

June Gilliard served as director of curriculum for the
Joint Council on Economics Education (later known
as the National Council on Economics Education) from

1974 to 1991. She was the author, designer, and creator of numerous curriculum development projects and
the editor of curriculum guides that aimed to bring eco-

nomics education to American students. Born in
Enfield, North Carolina, she spent her childhood and
attended schools in Durham, North Carolina.
After receiving a bachelor's degree (1954) from
Howard University, she took a Master of Science degree in history from the University of Wisconsin, Madi-

son, a year later. She taught social studies and mathematics for nine years in the state's secondary schools.
Afterward, she became Associate Supervisor of Social
Studies in the State Department of Public Instruction.
In 1961 Gilliard was a John Hay Fellow in global studies at Northwestern University. Subsequently, she received a Ph.D. from the University of Washington in
1981.
Gilliard's primary contribution to the field of social
studies was her leadership in the field of economics education. She was one of the first African American women
to work in a leadership position with the Joint Council
on Economics Education. In her role as its director of
curriculum, Gilliard advocated providing student citi-

zens with the knowledge and skills to think critically
and to solve problems responsibly and effectively. She
worked closely on the national curriculum guidelines

for grades K-12 in 1988, especially in the area of
economics.
She was the spokesperson for the council at the na-

tional level and worked to connect the economic education curriculum with national social studies curriculum guidelines. Her colleagues have described her as
one who dealt effectively with the bevy of economists
who surrounded these efforts. She brought educational

imperatives to bear on the discussion of economic
theories.
A considerable part of her earlier work focused on

research into school desegregation as the grounds for
building community through reshaping attitudes held

by administrators and teachers. In her "Improving

Human Relations in the Desegregated School" (1969),
a report of the North Carolina State Department of Instruction, she discussed the need to reshape the schools
of the state, drawing from the work of the U.S. Commission on Civil Rights and other sources. Her report
called for the attitudes and beliefs of administrators and
teachers to be addressed in the following ways: development of committed leadership; community participation; improvement of the quality of education; reduction of interracial friction; desegregation of classrooms; and reformulation of geographic districts to ensure schools serve a balanced population of students on
racial and social class criteria.
In a 1974 project, Gilliard additionally addressed
the manifestation of racial bias and hegemonic truths

in a comparison of the educational achievement of
Blacks and non-Blacks. She challenged the cultural dep-

rivation theory that had framed this project and many
similar projects of that period. She called for an end to
comparisons that reinforced stereotypes.
Gilliard moved from her work in North Carolina to
the national scene in the 1970s. This career change reflected Gilliard's continued commitment to equal access of all children to a good education. She worked
steadily to compile and develop frameworks and curriculum guides in economics education and to draw
together elements from the disciplines of economics,
political science, and geography into social studies programs. Gilliard edited The Community Publishing Com-

pany (1989, rev. 1995), an instructional unit that provided elementary students (grades 3 and 4) with opportunities to use economic content and related skills
as they learn about their community. She also edited
The International News Journal (Exploring the Marketplace Series). In these efforts, Gilliard continued to connect community and schools as a central tenet of economics education. Working with professors of teacher
education and economics, and with public school teachers, Gilliard and her colleagues related lessons and sup-

porting materials to children's everyday experience.
Gilliard also co-edited A Framework for Teaching Basic
Economic Concepts (1995). This framework may be understood as a reflection of Gilliard's lifelong project to
141
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improve education through the development of effective and sound curricula for all children.
In her 1993 chapter entitled "Economics in Elementary and Secondary Schools," Gilliard outlined the historical development of economics education in schools
and highlighted the issue of addressing diverse students'
needs in the new millennium, while avoiding homogenizing tendencies within curriculum design.
Gilliard established a consulting firm, JG Consult-

ing Services, when she left the Joint Council on Economics Education. She was visiting lecturer at the University of Georgia, Athens for one term in 1993. Gilliard

resides in Durham, North Carolina.
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Dorothy J. Skeel
June 23, 1932May 1, 1997
RON W WILHELM

Dorothy June Skeel served as Director of the Peabody
Center for Economic and Social Studies Education at
Peabody College of Vanderbilt University from 1980

to 1995. In that role she directed projects in global,
economic, and law-related education that affected social studies curriculum in Tennessee and the nation. She
also chaired the National Council for the Social Studies
Task Force on Early Childhood/Elementary Social Studies that produced the NCSS position statement "Social

Studies for Early Childhood and Elementary School
Children Preparing for the 21st Century" (1988). A
native of Erie, Pennsylvania, Skeel taught fifth and sixth
grades and special education in public schools after receiving her B.A. (1955) in science and social studies
from Edinboro State College. Later she earned an M.A.

(1961) in educational administration and a Ph.D.
(1966) in elementary education and history from The
Pennsylvania State University.
Skeel began her career in higher education as an assistant professor at Kutztown State College in Pennsylvania (1961-1964). There, she taught sixth grade in the
Laboratory School in addition to teaching undergraduate courses in social studies methods and children's literature. She joined the faculty at Indiana University in

1966. In 1968-1969, she held a post-doctoral fellowship in social sciences and social studies at the University of Washington. During her years at IU, she also
served as visiting professor at the University of Southern Nevada (1968) and the University of Washington
(1969). As an associate professor at IU, Skeel chaired
(1974-1976) the social studies education program. In
1976, she joined the faculty of George Peabody Col-

head the Faculty Merger Committee that was responsible for representing the faculty during discussions with
Vanderbilt's Board of Trustees. The merger events highlight important characteristics found in Skeet's writing
and professional actions throughout her career. She recognized possibility in each of her students, even when

they could not see their own potential. She was a tireless advocate for people who had been marginalized by
mainstream society. She taught by her actions and example the importance of finding and using one's civic
voice. She also understood the role of honorable compromise in the contested arenas of democratic, public
debate.
Skeel remained single throughout her life. The focus of Skeel's professional and research interests centered on developing civic efficacy in children. With her
writing and teaching, Skeel and her students focused
particularly on the educational needs of children who
struggled to overcome inner city poverty and prejudice.
Beginning in the 1970s, Skeel explored children's values development. A decade later, she began to concentrate her work on issues of global education and human
rights education. She dedicated the last ten years of her

life to efforts to teach young people about the U. S.
Constitution and Bill of Rights, always within the context of global and human rights education.
During her Vanderbilt years, Skeel directed several
statewide Law-Related Education projects (1980-1985)
and Economic Education Workshops (1982-1987). She
also directed a laboratory experience "Using Research
Knowledge to Improve Teacher Education" (1985-1988)

in the pre-service teacher education programs. From
1987 until shortly before her death, Skeel held the position of Elementary Department editor for Social Education. She served as project director for the Fisk/
Peabody Cooperative Teacher Education Project from
1988-1991. Arguably one of her most significant con-

lege for Teachers in Nashville, Tennessee.

Soon after arriving at Peabody, Skeel organized a
protest of students and faculty against the merger of
Peabody College with Vanderbilt University. At the time
(1979), Peabody had a more ethnically and internation-

ally diverse student body than did Vanderbilt. Skeel,
already recognized as a strong advocate for ethnic minority and international students, was concerned that

tributions to social studies consisted in her work as state

coordinator from 1987 until her death in 1997 of the
"We the People" and Bill of Rights competition celebrating the Bicentennial of the Constitution. The
project was so important to Skeel that she accompa-

Peabody's ethos and teacher preparation programs might

be weakened by the merger. Although the decision to
merge was not deterred by the protest, Skeel agreed to

nied a group of high school students from Tennessee to
-1
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curricula that develop civic efficacy in students and emphasize human rights and equity for all people.

Washington, D. C. just days before she died of compli-

cations from colon cancer upon her return to Nashville. Her untimely death prevented her from completing her term as the first president of the International
Association for Children's Social and Economic Education, an organization she helped to found.
Skeel authored nine books, including Elementary
Social Studies: Challenges for Tomorrow's World (1995),

which updated her previous three editions of The Challenge of Teaching Social Studies in the Elementary School
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(1970, 1974, 1979). Her book Children of the Street:
Teaching in the Inner City (1972) signaled what would
develop into a lifelong concern for the education of poor
and disenfranchised children. She wrote seven elemen-

tary textbooks for first through third grades, including
The People of the United States and Canada (1972) and
The People of Latin America (1972). For an American
Book Company series, Skeel followed the expanded
horizons model of social studies curriculum development to write Self(1979), Others (1979), Communities
(1979), People (1982), Neighborhoods (1982). She also
authored more than 20 chapters and reports and some
16 articles in journals such as Science 6- Children, Social

Education, Social Science Record, The Social Studies
Teacher, and Foreign Language Annals. In one of her final publications, "An Issues-centered Elementary Curriculum" (1996), Skeel presented her rationale for construction of a social studies centered on real-life problems, whether past or present. For Skeel an issues-centered, integrated curriculum would provide young children opportunities to gain important problem-solving
skills and historical knowledge to be used as they acted
to resolve social problems throughout their lives.
Dorothy Skeel's contributions to social studies education were recognized in 1988 by her alma mater, The
Pennsylvania State University, with an "Excellence in
Education Award." She was elected chair of the College
and University Faculty Assembly of the National Council for the Social Studies in 1995. Peabody College of
Vanderbilt University established the "Dorothy J. Skeel
Award for Outstanding Professional Promise," given
annually to the graduating senior in the Department of

Teaching and Learning who has shown exceptional
promise as a future elementary school teacher. After her
death, the International Association for Children's Social and Economic Education established the "Dorothy
J. Skeel Memorial Lecture." According to many of her
former colleagues and students, Skeel's legacy rests not

so much in her publications, as in her advocacy for
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Jo Ann Cutler Sweeney
May 27, 1939December 18, 1996
CINTHIA SALINAS

Jo Ann Cutler Sweeney's contributions to social studies
focused on economics education, international social

education, and teacher education. Early in her career
she chaired the College and University Faculty Assembly (CUFA) of NCSS. Her publications include contributions to thirteen co-authored books, seven chapters

in collections, and more than twenty journal articles.
Sweeney received her B.A. (1966), M.A. (1968), and
Ph.D. (1970, in social science research/social studies
education, K-12) from the University of Michigan at
Ann Arbor, then launched her teaching career at the
University of Texas at Austin (1970-1996). She also
served as assistant dean of the College of Education
(1988-1990), and chaired the Department of Curricu-

lum and Instruction (acting chair 1989-1990, chair
1990-1996) until an accident at her summer home in
Bear Lake, Michigan, abruptly ended her life.
Sweeney taught elementary and secondary social
studies methods courses and supervised student teachers throughout her university career. Her six-week, fieldbased summer practicum (1979-1994) garnered a Free-

Sweeney concentrated her research on the importance and approaches of economics education in public
schools. Writing about the history of the United States
as "essentially an economic one" and about the role of
economics in the social studies public school curriculum, Sweeney equated economics education with citizenship education. She encouraged the teaching of economics within the context of current, controversial or
pressing social issues. The separation of economics from
public policy, politics, history, or other social studies
discussions, according to Sweeney, is artificial and ineffectual. Arguing that students would not be engaged by
the teaching of economic concepts as sterile and remote
ideas, she advocated an awareness of personal and real
world experiences that could be extended to understand
the economic dimensions of social problems.
Much of Sweeney's research also focused on how
students in the United States and from other countries
develop an understanding of economic principles. Build-

ing upon a framework of relevant instruction and
multicultural and global education, Sweeney empha-

dom Foundation Award. Throughout her career,

sized the significance of all students' meaningful engage-

Sweeney received numerous awards that recognized her
teaching excellence. For example, she received the Distinguished Teaching Award at the Laboratory School at

ment in economics education and participation in the
economic system. She concluded that although teenagers have a profound effect on the economy, superficial

the University of Michigan (1967), the Distinguished

"marketing" data ignore their diverse and perceptive

Teacher Award from The University of Texas at Austin

beliefs about contemporary society. Her work in Oman,
Turkey, Jordan, Korea, and the United States examined
how children, through their experiences in schools, learn
about themselves and the world in which they live. Two
particular studies conducted by Sweeney compared the

(1970), and the International Paper Company Foundation National Award for the Teaching of Economics
(1986).
Over her twenty-six year career Sweeney held a variety of leadership, governance, and editorial positions
in professional associations. For example, she served
CUFA as chair of the Research in Social Studies Educa-

tion Committee, as a board member, and as chair of
the board for two terms (1971-72 and 1977-78). She
served NCSS as a member of the Writing Team for
Teacher Education Standards and of the Committee for
International and Global Education. Finally, Sweeney
served on the editorial board of five social studies journals, including Theory and Research in Social Education
and Curriculum and Teaching.

political socialization and economic insights and perceptions of students in Thailand and Japan, and England and the United States. In sum, Sweeney provided
a richer description of students' economic reasoning and
choices and highlighted the similarities and differences
of students in different countries while simultaneously
exposing the relationship between economics education
and national and international economies.
Sweeney's influence and research in teacher education and economics education was far-reaching. In 1981,
she became director of the Advancement of Economic
Education Program, a nationwide network that included
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more than 250 Centers for Economic Education in the
United States. In the early to mid 1980s, she was pivotal in the deliberations that added economics to the
high school curriculum in Texas and in the development of the state's economics education standards, Essential Elements. She was a member of the author teams
of three widely used economics high school textbooks,
including Economics: Principles and Practice, Economics:
Free Enterprise in Action, and Economics.

Beyond her contributions to economics education,
international social education, and teacher education,
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Sweeney's dynamic personality and ability to work with
and support other social educators distinguished her as
an outstanding member of the community. One of her
colleagues at the University of Texas at Austin explained,
"It is her gift (there is no other word) for working with
people. The research Dr. Sweeney has done in her field

is stunning, but its power is perhaps enhanced by her
ability to share her work in meaningful dialogue with
others."
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Conclusion
MARGARET SMITH CROCCO

Three final points demand consideration as we conclude
this history of women working in social education. First,
we offer this book as a corrective to recent histories in
social studies that have underplayed the role of women

as well as an invitation to much-needed further scholarship about women's role. Second, we recognize the
lack of attention accorded women's issues generally
within education, thus acknowledging that social studies is by no means unique in this regard. Finally, we
argue that women's inclusion in histories of the field
does matter, believing such inclusion important to on-

going and future efforts at gender equity within the
social studies.

We came to this project because of shared interest
in our field's professional history. At the time of the
75th anniversary of NCSS, we noticed that women
merited little mention in publications marking the occasion. Even though many women had long been active in citizenship education, it seemed that their contributions had been hidden, forgotten, or lost.
On one level, this "lacuna" was puzzling. Since the
birth of the republic, women involved themselves with
citizenship education in this democracy. As the teaching profession became feminized in the 19th century,
women taught history and the new social science disciplines at all levels. In the 20th century, across the na-

tion, they labored on commissions and committees,
wrote bulletins, textbooks, and task force reports, and
even led NCSS as presidents. Still, they remained almost invisible in the recorded histories completed before and after the 75th anniversary.
This oversight struck us as a misrepresentation of
our field's history and led to parallel, shared musings
about the manner in which history gets written. These

unbalanced gender portrayal. Interest in the subject of
women and the social studies finds confirmation in the
many contributors to this volume.
One author, as part of her research for a chapter in
this book, posed the question to a female past president
of NCSS of whether that association had been an "old
boys' club." The former president strongly disagreed

with this characterization and offered an alternative
analysis, one echoed by another past president.' Both
women felt it important to make clear that university
people dominated NCSS in the forties, fifties, and sixties. Of course, most university people were men. Both
presidents recognized that numerically more men than
women had served in leadership capacities, but emphasized that first, women were a sizable presence in the
organization and, second, they themselves did not at all
feel dominated by the men of NCSS.

Thus, it would seem that the answer to the question of why women had been hidden, lost, or forgotten
lay more with the approach of contemporary historians
than with past realities. Still, as Gerda Lerner notes, "It
must be stressed that women have been left out of history not because of the evil intent of male historians,
but because we have considered history only in malecentered terms. We have missed women and their activities, because we have asked questions of history that
are inappropriate to women."' In writing a more inclu-

sive history of social studies, the big question is not
"Have women done anything important in social studies?" but, simply, "What have women done in social

exchanges inevitably led us to the work of feminist theorists writing about history, such as Joan Scott, Joan Kelly,

education and why has it not been better remembered?"
A quick review of Tetreault's approach to rethinking women in history will illuminate some of the historiographic matters involved.' Unfortunately, the issues
she raises seem not to have permeated practice within
the social studies profession; most of the histories writ-

Bonnie Smith, and Mary Kay Tetreault, to name just a

ten about the field do not adequately consider the is-

few.

sues Tetreault raises.

While ours is not an institutional history of NCSS,
the 75th anniversary event did generate a considerable

The first three phases of incorporating women into
history lead from male-defined history (women are virtually absent) to contributions history (women acting
like men appear in historical accounts) to bifocal history (both males and females are represented in history,

amount of corporate stocktaking and a rekindling of
interest in the history of social studies that demanded,
we felt, a critique of prior publications in terms of their
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but women are seen chiefly as oppressed). In the fourth
phase called "Histories ofWomen,"Tetreault poses these

fifties and sixties impact their ability to hold prestigious
academic positions that would have afforded them the

questions: "How have women of different races and
classes interacted throughout history?" and "What kind
of productive work, paid and unpaid, did women do
and under what conditions?"
Raising these questions suggests that further work
must be done in writing a truly inclusive history of so-

opportunity to do research, writing, and publication

cial education in this country. Acknowledging academic
hierarchies as well as institutional racism and sexism,
and making a commitment to exploring women's roles
seriously, new histories of the social studies could take
researchers beyond professional organizations, higher
education, and even K-12 schooling to the myriad ways
in which women have enacted citizenship education at
the grassroots level, for example, in parent-teacher associations, settlement houses, and women's clubs.'

Tetreault's final phase, "Histories of Gender," focuses attention on equally challenging issues. Tetreault
describes such histories in this way:
A multifocal, relational, gender-balanced perspective is sought that weaves together women's and
men's experiences into multilayered composites of
human experience. At this stage scholars are conscious of particularity, while at the same time identifting common denominators of experience... They
search for the nodal points where comparative treatment of men's and women's experiences is possible
... The conceptualization of knowledge is not characterized by single-discipline thinking but becomes
multidisciplinary.'

Among the questions that operationalize this phase
of historical reconstruction are the following: "What is
the intricate relation between the construction of gender and the structure of power?" and "Are the private,
as well as the public, aspects of history, presented as a

continuum in women's and men's experiences?" and
"How can we compare women and men in all aspects
of their lives to reveal gender as a crucial historical de-

terminant?" and "How did the variables of race,
ethnicity, social class, marital status, and sexual preference affect women's and men's experiences in history?"'

Applying these questions to the history and contemporary reality of social studies means asking how it
has been a gendered enterprise, in terms of authority,
power, organizational structure, curriculum, values, recognition, and remembrance. For example, how did the
difficulties women faced in gaining higher education
and admission to elite graduate programs as late as the
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the clear sine qua non of gaining a foothold in historical
recollection? Conversely, how were the men who became prominent in our field and other academic disciplines in the last fifty years aided by having wives who
typed, edited, organized, and generally supported them
in professional pursuits as well as making their personal
lives more comfortable?

Furthermore, moving from a history of women in
the social studies to a history of gender in the social
studies requires acknowledgment by those writing these
histories that, when it comes to gender, there is no de-

fault option, no gender-neutral standpoint. That is,
gender imbricates all of social life, and includes men as
well as women. Recognizing our situatedness in writing history will assist in illuminating its multiple perspectives, asking different questions, searching for evi-

dence in different places, and constantly raising the
question, "What were the women doing?"
Even today, underplaying or ignoring women's issues is common in academic life. In a 1999 article in
Educational Leadership, David Sadker, who with his late

wife, Myra Sadker, did much of the groundbreaking
research on gender equity, commented that many educators ask, "Wasn't that battle fought and won years
ago?" As a result, Sadker suggests, "Those who believe
in gender equity face an uphill struggle."7
In spring 2000, the American Association of Colleges of Teacher Education published a small pamphlet
"The Missing Discourse of Gender: Education Reform
and Teacher Reform." Reviewing publications on educational reform published within the last twenty years,
the authors note:
It was implausible to us that education reform com-

mentaries, even those with female collaboration,
hardly mentioned the gender demographics of the
profession, much less attempted to analyze the consequences or impact that those demographics may

have on public education or the system that prepares the education workforce.'
Neither social studies nor the educational milieu in
which it finds itself, therefore, have been characterized
by sustained attention to gender. Still, given the nature

of inquiry and subject matter in our field, this shortsightedness is particularly troubling, especially in light
of the significance of the 20th century to women's history. According to Gerda Lerner,
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Viewed in the perspective of the millennia of educational disadvantaging of women, the 20th century represents a watershed, a period of enormous
progress. Yet discrimination remains firmly entrenched in the majority of nations and the effects
of past discrimination continue to disadvantage

In developed and developing nations, discrimination
and its consequences remain an enormous problem. Feminist theorizing offers a powerful tool for reshaping social
and cultural attitudes held by both men and women that
contribute to women's oppression. Over the last two hundred years, many social educators have committed them-

women even under relatively advantageous

selves to social justice.' Working to end patriarchy and

conditions.'0

sexism worldwide should stand alongside the historic call

As the above statement suggests, the import of any
book about women's history, including this modest effort, resonates across time and place. Ongoing research
and publication in women's history represent attempts
to break the cycle of both forgetfulness and sexism, with
its incredibly resilient capacity for reinventing itself to
fit the contours of each new age. Knowing the history
of women in the social studies serves as a reminder of
women's agency and resistance to the norms that would
keep women from becoming voices of authority within
our society.

Recollecting women's history also suggests that
"progress" can be a slippery state, indeed. As we have
seen, women advanced educationally, politically, and
socially up until 1920, only to find backsliding in subsequent decades from these thresholds of achievement.
Only by constantly challenging the patriarchal assumptions that lie at the base of ideas, institutions, and relationships can we make a more equitable society. Although the lessons learned here about such matters apply to the particularities of women's situation in Ameri-

can society, they may also suggest something about
women's situation worldwide, since patriarchy exists
across time and place. One crucial and self-perpetuating means of breaking the cycle of women's subjugation is through education that remembers women's past
and recognizes its significance to women's present and
future.
Although we have focused here on social education
within a pluralist democracy, women like Anna Ochoa
would hasten to point out the degree to which this democracy is interdependent with the rest of the world.

While Lerner calls the 20th century a "watershed for
women," she also notes that gains for women have been
highly skewed towards developed nations. For example,
in sub-Saharan Africa, more than 90 percent of women
aged twenty -five and over remain illiterate today. Edu-

cation represents the best hope of women worldwide
for progress in improving living conditions, including
life expectancy for themselves and their children."
1

to end racism made over thirty years ago by NCSS and
reiterated in a 1992 statement.° Prioritizing issues of gender equity needs to be a visible, ongoing element within
the social justice commitments of this profession.

We hope this publication will spur further interest
in women's many histories as lived and practiced in the
arena of social education. We suspect that some women
who should have been included in this book may have

been overlooked, and we are particularly concerned
about the small number of women of color who are
featured in its pages. The limitations of this work represent, in part, those of the present community of scholars engaged in this historical reclamation project. Such
limitations are also a cause for our collective concern.
We invite colleagues to write their own histories of
women and gender across all aspects of our field. Such

efforts can steer our profession toward addressing the
issues of gender equity faced by so many women today
in our own nation and around the globe.
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