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Amongan.mals, the human 'species al10tsa disproportionate span of 
life to childhood and youth and an extraordinary portion of body-mass 
and metabolism to the brain and nervous system. These characteristics 
endow humans with distinctive potentialities. Relative to other species, 
humans are LamarJdan, for they manifest the abiHty to acquire charac­
teristiu and to pass them to their progeny. Among the animah •• humans 
made themselves unique by using their extended minoriry and large 
mental capacities to educate and cultivate themselves, Hence, humans 
have used their distinctive educative potentials (0 make their history and 
to create thejr cuhure. Unlike other species. humans do not simply 
evolve; they educate themselves. 

Educative effort and experience is essential to everything in human 
life. It is pervasive throughout human life, yet explicit diSCUSSion of 
education has become obsessively specialist" reduced to the work of 
schools and within them to the formal p['ocesses of teaching and 
learning a codified, narrow set of subjects, Educative development. 
occurs in the experience of persons, each his own embodiment of 
human life. distinct ill time and place, in need and aspiration. Yet 
<~ducators concentrate. not on penons. buton ciphefl~ and fictions; they 

! ThL! t"$I3)' JnlrodUC~5 wOI<k.~h'-p:rogrc,,!j', mure fully r(,por1~d ;u htlp;/ /W'Ww_"'tudypla('t~_Qrgi 
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act on aggregatesJ on classes and cohorts. as jf the will and inteJligence 
of each person had neither integrity nor character. They abstract 
persons into groups and think of education as action upon the extrinsic 
characteristics that define these fictional aggregates ... test scores, 
reading levels, achievement norms, and on, This incapacity to treasure, 
to nurture the parlkular humanity of each person, has become the 
awful failing of our time, steadily constricting the human spirit into the 
few fake forms. requisite to make us all perfectly accountable to the 
abstract nUllity of authority. 

Breaking the constricting abstractions will not be easy. but trying to 
do so is important. Towards that end, let us work on a full critique of 
educational thought. one dedicated to understanding the possibility of 
educative action in its actual. historical c.omplexity. What follows is only 
a beginning, falling far short of that goal. ( try to marshal useful 
resources for such a critique by exploring questions that have impressed 
me as important over an extended period of reflection. I put these 
questions forward because they have emerged from my intellectual 
experience~ concrete and reaL In the community of inquiry, questions 
rooted in the particularity of personal experience serve as invitations to 
more general reflection when they overlap with questioning by others. 
disclosing both similarities and differences. further stimulating diverse 
reflections by a variety of persons. Such cycles drive the endless work of 
thought and action. 

I start by asking questions about work that initiated me into the 
historical study of education. From there I try to form and follow further 
questions. as one leads to another. I end at a stopping point, not a 
conclu.ion, and all along the way I do not feel bound by disciplinary 
limits. HislOJ)' is a field of academic study but history is also. and more 
importantly, a vast domain oflived human experience. My allegiance is 
to reflection on that domain of experience~ not to the disciplinary field. 
Ifl must have an academic specialty, let it be what used to be called the 
kistori.r.al.fchool, which pertained to a range of human concerns - the 
reUgious. the institutional. the social. the poBtica]. the literary and 
artistic, the legaI~ the economic. and, yes t the educational. The historical 
school grounded diverse empirical studies of human experience on 
historie:al partie:ulars, not on arbitrary axioms. For instance, the historical 
school in economics sought to explain closely observed documented 
economic behaviors. not to mode1 action.:! deduced from an axiomatic 
abstraction of "econontic man." My wider daim in this essay and in other 
work, sometimes stated as daims about the history of education. are 
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really cans for resuscitating the historical school as fat as the mind can 
reach, 

Beginning in the history of education. let the questions lead where 
they wilL OC (ourse, a composed text must lose much of the fluidity and 
immediacy of a life as one lives it. [n life. qU(!stions ('ome backwards. 
forwards, and some all at once, and work move$ ahead here and there. 
not in linear sequence. In nfe. understanding fills nut in a complex 
jigsaw pU1.11~ docs wirh pieces finding a place at apparent corners and 
fortuitous points of clarity. And in life. the puzzle is never finished; for 
life just starts, and goes on until it stops. \\,1ith a little forced sequencing. 
here is my sense of where some questions important to m~ seem to be 
leading. 

• • * 

In history and education, Lawrence Cremin menrored and taught 
me. His persona charmed me, the reach of his ready recall awed me, his 
embodiment of prudent judgment joined toademaudingvl$ion Won my 
allegiance. Over the )'ears~ I felt humbled, a bit5hamed, by his e)(traordi~ 
nary abiJIty to get his work done - so many books well crafted, 50 many 
students well taught, so many initiatives well directed. I came into his 
circle at the age of 21 with an educationa.l purpose of' my own, which 
closely converged with hi •. He helped me thread my way into academic 
life and promoted my prospects. During the rest of his life, and since hi. 
death, J have remained within his circle, con(ent to probe its boundaries 
at points of special interest. But eventually, one must move on, 

Cremin was a prolific historian of American education. intelligent, 
disciplined. ambitious. wen-situated to have transformative effects 
through hi. work.' Yet hi. labors changed little. Hence la,k, "What did 
Cremin miss?" What did the three volumes of Cremin's magi$tcrial 
American Education lack that might account for [heir subsiding £]llickly 
out of print? I think his texts have not held the interest of an audience 
becfluse he was. unwilling. in describing many forms of educational 
activity, to explain how and why the activities functioned educationally. 
1 postulate further that Cremin's preference for description and 
avoidance of explanation were not idiosyncrasies unique to him, but 
were characteristics of the peer..group of professional historians within 

t forbri.efbiographiesofCrt'min,IIt't' Ellen Col\dlifft' LageMan» and Palrkiit.AI~j('rIitGrahal'l:! 
(1991) and Diane Raviu;b (1991), 
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which Cremin sought recognitIOn. American historians prefer to 

describe. not to explain. 
Throughout his career, Cremin worked to nurture and strengthen 

the common school and the common weal by broadening and deepen­
ing the controlling meaning of education. HistoricaJ1}-. as nation..,tates 
have heen bUilding systems of universal education~ the meaning of 
education for most persons has come to signify the work of those 
institutions, espedally the work of their most universal component, the 
system of elementary and secondalJ schools. This conflation of 
education with schooling leads to a portentous reification, to overlook­
ingthe realredpienlofeducation: education ceases (0 be an experience 
of persons, and becomes a characteristic of cohons, statistical group/) 
whose tested attributes augur success or failure for societ),. nation, class, 
creed. or cuhure. AU of this is the rank superstition of our putatively 
enlightened age. EcrQsez l'infdme! Cremin tried to counter the superSti­
tion by addressing the definition of education head on: "education is the 
deliberate~ systematic. and sustained effort to transmit, evoke. oracquire 
knowledge. attitudes. skills, values) or sensibilities. and any learning that 
results from the effort, direct or indirect, intended or unintended" 
(Cremin.c.1975) 

This definition was implicit in his history of progressive schooling 
and explicit in most of the many books that followed. three large and 
several small. Peers responded on both sides of the conjunction of history 
with education. From the side of history, they awarded him both the 
Bancroft and the Pulitzer, and from that of education, they appointed 
him to the presidencies of Teachers College and the Spencer Founda~ 
tion, influential roles he filled with distinttion. But his ascendancy wilh 
living peers has not translated well into lasting change. On one side~ his 
books went quickly out of print, and historians have reverted back to 
dealing with education overwhelmingly as the work of schools. while on 
another, some institutional arrangements that he put in place persist 
nominally~ although they now sen.'e purposes contrary to his own. and 
others have been dismantled, their parts strewn, languishing in 
uncertain use. 

AU together, Cremin's work, especially the trilogy on American. 

Ed'UCation, presents a great kaleidescope of pedagogical acti>ity with 
thQusands of people and groups twisting over time in endlessly different 
configurations producing a churn of distiuctive results. tn three lectures 
at Harvard in 1989. Cremin presented as a coda to American Ed'ltCtllion 
the themes that stood out, in his judgment. from the whole of his survey: 
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FI"'t, /Jt>}J'uJnriultum, the tendency to make education widely available 
in fonus that are increasingly accessible to diverse peoples; second. 
muUittuiin()Wnt',ss. the proliferatjon and multiplication ufinstiLUtions 
to provide that wide availability and that increasing accessibility; and 
thin.!, pnIi1icizniilJn., the effort to solve certain social problems indi­
rectly through education instead of directly through p<)litics, 
(Cremin, 1990, pp. vii-viii) 

Almost as if he knew they would be his final words. these lectures, 
published as Pqpu.lar Edutation~ convey the implications of his life work 
for the practice of education. Here he made the case for the value of 
defining education the way he did: fir.'iIt, it aHowed educators to situate 
schooling in a more realistk pedagogical context; second, it enabled 
public lcaders to appreciate the full scope of concerns tha.t needed to he 
brought within the purview of educational policy; and lastly, it jndicated 
the Jcholarlyimperative to inform the pervasive, puhlic urge to politicize 
~dllcational issues with more knowledge. sOllnd and comprehensive, 
about the human import of educational action in all its forms. These are 
big implications to a work fuUy achieved. 

To those of us who knew the man, it has been astonishing how 
quickly after his death his work has lost influence. lts burden continues 
to become aU the more timely as schools operate as if in a pedagogical 
vacuum. Cremin argued against the stupidity of coneen I.rating public 
attention exclusively on formal educators while paying little attention to 

informal educators in the press. media~ government, corporations, and 
community life. despite their growing educational influence. Yet the 
makers ofpubUc policy nowbearmore imperiousJyon formal educators, 
while they blithely ignore the educational rol<: of informal educators as 
the custodians of commerce and the mogul~ of media. uncaring and 
indiscriminate, hunger after more power and weahh. Cremin argued 
that ~duc3tion was something happening pervasiveJy in the lived 
experience of each and every person. Yet the f>stablishment of educa­
tional researchers swe1ts steadily with scholars pretending, ever more 
exclusively, to achieve universal findings 'laUd for all teachers and aU 
sludents, independent of their time, of their place, and of their 
~ondition. Something was missing in Creminjs very timely work to 
weaken and shorten its effect. 

Consider the key terms in Cremin's definition of education: deliberau, 
systematiC, sustained, transmit. evoke. acquire; kn()l!Jledge, values, aUdtuies, 
$kills, stm$ilJilities, learning. effan, direct, indirect, intended., an d Itnintrnded, 
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None of these are univocaL Whether, when. where, how. and why an 
interpreter might apply each of these terms to characterize a specific 
human action requires the interpreter to make a nuanced judgment, 
about which different interpreters might undoubtedly disagree. To 
become operative, Cremin's definition required complex criteria 
controlling its application to historical experience. The criteria that he 
applied remain hidden in his work, however. Of course. a scholar cannot 
make explicit in the formal statement of a carefully crafted definition all 
the criteria of judgment that he might use in applying it. But surely} in 
the course of its voluminous use, readers can expect those criteria to 
become increasingly clear. Yet with Cremin's work they do not. 

Some 2,000 pages. rich in detail, convey little sense of Cremin's 
deliberations a:J; he applied his definition within his vast scope of 
awareness. He describes much; he explains little. Why. given all the 
inclusions, did he exclude some things? We do not learn, for jnstance, 
how something, which he might have excluded because it was deliberate 
and sustained but not systematic (social critidsm?L or because it was 
systematic and sustained but not deliberate (technological innovation?), 
differed in his view from something like the influence of maSs media, 
which he seems to have held to have been sufficiently deliberate, 
systematic, and sustained to merit ex.tended treatment as an important 
20th-century educative agent. Cremin chose to minimize notes that 
might have illuminated such judgment.~, and his bibliographies, 
mentioning nearly everything that he p055ibly could mention as 
remotely relevant to anything he included. discussed little of the 
literature in depth and do not illuminate the why and the wherefore of 
hi. judgments at all. 

Characteristically, in American Education Cremin described, but did 
not explain. He depicted numerous educators acting in complex 
configurations occasioning a complexity of results. He rarely sought to 
explain thei~ actions or deeply interpret their meaning. At the end of 
7'raditicms of American Education, Crcmin concluded his "Note on 
Problematic!! and Sou~ces>" declaring the importance of "a clear, 
consistent, and precise theory of education." This declaration merits 
dose attention. Alluding to the authority of the philosopher. John 
Herman RandaU, Cremin observed that "any history i. always the history 
of something in particular, and the explanatory categories the historian 
uses in writing about that something in particular are almost invariably 
drawn from other dornains - from politics or philosophy or economics, 
or from ordinary common sense.!' Cremin then, perhaps unwittingly. 
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declared that the source of truth and meaning ill any account of 
historical experiencc~ would derive from sources external to the 
htstorica1. lived experiences that people suffer and enjoy. 

Ali soon as the historian attempts to go beyond mere chronicle. as 
soon as he seeks not only to arrange events. in the orner in which they 
occurred, as soon as he tries to view event, in their multifarious 
relations, he must perforce reach beyond the events themselves to 
some set of laws. prindples~ or generalizations that ¥till help make 
sense of thern. And those laws. principles. or generalizations almost 
always come from outside the discipline ofhistory.$ (Cremin. 1977. p. 
162) 

Here i. a bask problem in the philosophy of history. 

Is the meaning of lived experience something immanent in the 
experience that the interpreter has to draw out of it, making 
explicit what is immanent? Or is the meaning !tome{hing 
external to the historical experience that the historian finds 
elsewhere and applies to it? 

In general. Cremin wa~ very reticent about such questions, but in his 
note on problema tics he seemed to declare that historians shanld 
primarily use theories of education developed through other modes of 
inquiry to investigate educational experienct" historic,any. They would 
not find grounds for theoretical explanation of educational experience 
immanent in it. This conviction putS a signifkant constraint on what i~ 
pos:'Iible in the history of education, namely the correct and fruitful 
understanding of education cannot emerge from the study of historical 
experience. but must he brollght to the historical experience from 
disciplines that pursue a timeless. universal \talidity in their results" In 
this view, the history of educatioIl will illustrate an understanding of 

j Cumin did not givt" a source for what he atlributeslo Randall. and il rearls iJ. bit d.'I ifhc- wa ... 
rf'ealling it from ~ome priDr lime, It tlearly drdvt'! from the introductory 1V<tioll of Chapter 
I in John Hernum Randall. Jr •• ,\'Muq and HistorU:al Expt!fltnU.' EJatl,s Ui ,VaturoiisM rmd Ihr 
Thf'trry ~ Hisiury (J9!H!, pp, 23-8). Randall did wrile (p. 26)' ~ff}r il i" clrarl,. nol history thaI 
enable!!u to Uflder"~,mrl hL..h)ry, but sdrnce _.- anthrop4!ogy, p,ycholog}\ enlRomks, and 
tnt;' fest of the social $€lencu," But Ihi3 ,talrment wa~ pal1 of a sligl1dy Longoc-in<heei:. 
introduction dismiMing "Spengler, Toynbee. Sorok!n. and other SpC-("Uialiv(" pmitivj"t-'J.~ 

Randall'. wholfl e:lamination of historical experience {pp. l:!~J 17} w;,\s mudl more ('Qmplt"x 
and subtle than 'he implkations Cremin seems to have rlrawn from it. 



education generated through modes of reflection and inquiry other 
than the historical, 

Note that Cremin's work harbors here something of an irony. He 
rose to prominence as a revisionist closely allied to the educational 
historiography laid out by Bernard Bailyn in his influential essaYI 
Educaticn in the Forming 0/ American Sociery. Bailyn argued against 
educational history that tracked the development of current pedagogical 
practices and concerns. Cremin seemed to illustrate throughout his 
wOTk how such a history that transcended the parochial concerns of 
professional educators could be written. But in actuality, he simply 
change olle parish for another. Like the histories he sought to revise, his 
served to illustrate ideas about education that he found ready at hand, 
fashioned by a mOTe academic. less professional, assembly. It amounted 
precisely to a variation on the procedure that Bailyn had identified as 
the source of the missionary enthusiasm characteristic of educational 
history in early 20th--century schools of education. To me, this proposi~ 
tion is unexpected, and it provokes a further question,· 

• Does historical scholarship secure its proper place in the study 
of education by relying on ideas about education from sources 
outside itself and using them to guide its study of past educa­
tional experience? 

To develop this question. I tum to the educational histonography of 
Bernard BaUyn. 

• •• 
Bernard Bailyn wrote EducaiWn in the Forming of American Society in 

response to a caU by the Committee on the Role of Education in 
American History. We can probe its strengths and weaknesses is by 
asking how weU it delivered the historical insight sought by its sponsor . 

• Here I 'have 5l.lggesutd thaL Cre.,..in'.g style of educational hilltory Jo'~ cu.rrency lIurptisingly 
qUickly .Allernatively, Qne might iuggen thai Cremin reallysLOod for making the methods a.nd 
findings Qf the social and .human aciencell predominant in the professional preparalion of 
educators, relative to the dinical devdopmenl of profeuional pra..:tice. In Ihis context, 
contemplating the burgeoning oul.pu tofthe American Educational ReRarch Asaodation and 
rei;Ued organizationli dedicated to educational rellearch a.nd ill! appUcation to educational 
polk),. one mighljudge Cremin'lI continuing influence to h.ve been ex.lraordinary. ahhough 
probolb!y quilt: different in irs human import from what he wanted it to be" 
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I suggest that SaUro's essay did not deliver what the Committee 
ostensibly sought. 

An effort to interest academic historians in all educational interpre~ 
tation of the American past began in mid December. 1954, when 
Clarence Faust, president of the Fund for the Advancement of Educa­
lion hosted a small, high"powered gluup of American hi$torians and 
educatofl~ in New York. Paul H. Buck. winner of a Pulitzer in 1937 and 
second in command at Harvard from 1942 through 1953, chaired the 
meeting. The group included five other senior members. each then a 
pillar of academe: Arthur M. Schlesinger, a powerful professor at 
Han'3.rd and leader in the historical proression~ Mere Curti., an intellec­
tual historian from -Wisconsin, who was about to deliver hill pTl~5idential 
address to the American Historical Aswdatlon: Ru1ph H, Gabriel a 
leading intellectual historian from Yale; Edward Chase Kirkland. a widely 
recognized economic historian at Bowdoin; and Ralph W. Tyler~ then 
starting as the founding director of the Palo Alto Center for Advanced 
Study in the Behavioral Sciences, having previously been Dean of SociaJ 
Sciences at the University of Chicago. Four more scholars. a generation 
younger, yet high1yaccomplished, completed the group: Fr.mcjs Keppel. 
who had become Dean of the Harvard Graduate School of Education at 
the age of thirty~two in 1948; Bernard Bailyn. an up and coming 
instructor, whom Keppel had recruited to strengthen the history of 
education at Harvard; and two young historians from Columbia. Richard 
Hofstadter and Walter P. Metzger, both of whom were akeady well­
published. Hofstadter especially so, and who were about to pUblisl) their 
timely history of at:ademic freedom in Americ:an higher education. 

From its beginning, the group spoke as: leaders. among academic 
historians. calling on the profession to change the writing of American 
history by examining how educational processes could s<~rve as causal 
factors indicating and explaining the salient characteristic80 of American 
experience. They began with a broad understanding of education, which 
Cremin's definition would later elaborate, soliCiting proposals for 
"studying the role of education, not in iu institutional forms alone, hut 
in terms Qf all the inf1uen~e~ that have helped shape the mind and 
character of the rising generation." A deficiency in the work of the 
history profession, not in schools of education, motivated the group, 
which towas unanimous in its conviction that, relative to its importance 
in the developmentof American society. the history uf education in this 
country, both in the schoolroom and outside. has been shamefully 
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neglected by American historians" Buck, Faust, Hofstadter. Sch1esinger~ 
& Storr, 1957). 

Over the next ten years the Committee used its influence and funds 
to promote attention to the effects of education in its many forms on the 
core historical developments in American experience; (0 the bunding of 
new communities on the frontier, to the transformation of the immi­
grant into an American. to the fulfillment of the promise of American 
life, to the growth of distinctively American political institutions. to the 
transformation of American society. to the uti1ization of the immensely 
rich material resources of the nation. to the adjustment of the foreign 
policy of the United States to irs growing responsibilities as a world 
power t and to the growth of a distinctive American culture over a vast 
continental area (Buck et aI., 1957, p. 10-15). In effect, the Committee 
called for an educatiOnal interpretation of American history and it 
supported scholarship about key topics and sponsored a series of 
hjgh~level invitational conferences. aU to draw Jeading historians into 
studying the historical role of education in American experience. Of 
these meetings, the .second, held iu Ot:tober 1959. had the most evident 
effect. 

A select group of twenty co1onial historianM gathered for a meeting 
on "Needs and Opportunities'\ sponsored by the Instiwte of Early 
American History and Culture at Williamshurg, to consider two pap .... 
presented by Bernard Bailyn (1960/1972) about the historiography of 
colonial education. His first essay sketched a hypothetical history 
interpreting how less predictable, more expansive t:ouditions in the 
colonies elicited changes in !.he English educational heritage. 8ailyn 
finessed the difticult task of showing how pedagogical tendendes 
actually took hold in the character formation of individuals and then 
spread to a sufficient proportion of a people to mark their collective 
character. He concentrated on how colonial conditions shaped the 
educational practices imported frum England. Distance from the 
homeland and rigors of subsisting in a primeval place did the shaping 
and education was what they shaped. Yet the Committee on the Role of 
Education in American History had wanted clarification of how educat .. 
iona} activities served as agencies determining American history, some­
thing 8ailyn would larer do eminently well in The Ideological Origins oJihe 
American Revul .. ,j01J (1967/1992), in which he showed how pamphlet­
eering between 1730 and 1770 developed the revolutionary conscious­
ness in the colonies. But F.ducation in the Forming of American Society 
(1960/1972) was not primarily about ,he educative dynamics derermin-
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ing historkal experience in the colonif'"s, fof' it (oncentrated on the 
reverse determining process in which colonial conditions oflifechanged 
educational practices. Taken by itself. Bailyn's disC:'Hlsion of ed ucational 
agencies in co1onial America would have appeared merely as a highty 
competent specialist work; one lndi.cating some opportunities for 
research exploring how conditions in a sparsely settled land shaped 
educational practices adapted originally to very different condition,. of 
life. Bur Bailyn could write. and he ga\'e a short. dry boo.~ a Jlowerful, 
attention..getting hook. which made it reach far beyond the circle of 
spedaUsts it ostensibly addressed. 

Educatilm in the Forming of American Society opened with a devastating 
critique of the existing literature in the history of edm."dlion as j[ had 
been developed and used in schooJs of education. Bailyn decried the 
cardinal sin accQrding to [he mores of professional hi-nory: pre5entism. 
He lamented that his topic had become part of "the patrhltic literature 
ofa powerful academic ecclesia," which had become securdyensconced 
in schools of education since the 18905. Bailyn showed how the histories 
of education written in the formative period for use in university-based 
schools of education boosted compulsory mass schooling. Theyassumed 
a timeless, universal \'atidiry for current ideas about education and 
scoured the past for harbingers of them. The resultant history was 
inbred. isolated, and anachronistic. As educational missionaries. the 
authors condeS(:ended to the past, seeing it as the present writ small. 
blinding themselves and their readers to the unexpected. Obsessed with 
the development of pUblic school systems, their purpo~es caused 
thought to short~circuit; they could see in the past only primitive intim­
ations of the present and as a resuillhey could only chronicle continui­
ties. unahle to perceive, Jet alone explain interesting change. 

In ensuing years. 8ailyn's critique helped to raise the visibility and 
quality of historical scholarship in schools of t:ducation. But it did 50 by 
deflecting effort away from what the Committee on the Role of 
Education in American History had songht to support, namely an effort 
by the historical profession (0 develop an educau()uai interpretation of 
American history. For a time this displacement. of the Committee's 
purpose did not seem very significant~ for itseemed as if the mind-set of 
professionaJ historymightflouri-lih in major schools of education, There. 
leaders such as Cremin. who wanted to regulate research 1n education 
by applying aeademic, disdpHnary norms rather than those of profes~ 
sional. fidd~rientcd practice. were gaining power. They wt'icomcd 
Bailyn's critique; of the eight reviews of it t.hatJSTOR retrieves, half of 
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them. all highly positive, were by Cremin and his colleague. at Teachelll 
College (Cremin 1961a; Bereday 1961; Kershner 1961; l.ord 1961), It 
hastened the decline of the social foundations movement. large 
boo8tering (;ourses for all students in schools of education. which had 
flourished from the 19305 into the 50s. Bailyn's hook, roHowed closely by 
Cremin!s Tran.cjarmation of the School: Progressivism in Anuricon Educatwn;o 
1876-1956 (1961b). consolidated the prestige of disciplinary based 
scholarship at Teachers College and other schools of education, 

Within schools of education. the enhanced academic prestige won 
by the new historians was largely cosmetic. however. There. historical 
accidents made high disciplinary repute useful in the early 60s. for the 
perennial pressure on schools of education to raue academic standards 
for the better students had been particularly acute in the aftermath of 
Sputnik, Thanks to the post-war expansion of educational access, 
reinforced hy the baby boom. enrollm'enta and research funding were 
relatively high, lowering the pressures on elite academic units in schools 
of education to justify theircostsagain5t income. I n these circumstances, 
power came easily to those with academic prestige. But they did not 
develop strategies for keeping that power should the favorable circum­
stances change. Consequently, no one observed thar Bailyn'r. critique did 
little to change the role and function that historical inquiry might serve 
in schools of education. He critici1,ed the old schoolmen as bad 
historians, saying nothing about their knowledge of education. 

In effect. Bailyn made a key assumption~ plausible but not tested: 
faculty members in schools of education would naturally write history 
and other social inquiry in ways adapted to serve the mi8Sjonary~ 
cheerieadinl( needs of the teaching profession, as they had done during 
the formative period from 1890 to 1920 or 50, He objected to the way 
this boosterism Jed to poor history, as such, but he did not dispute the 
role within the context of the professional school, which did not fall 
within the purview of his interest. He did not speak to the role that 
history could or should play in the professional education of educators. 
He seemed to think it natural that in schools of education historians 
should look outside of history for their knowledge about education, and 
then adapt the history they wrote to impart those ideas to their audi~ 
enee. 

Hence, the: question that arose in reflecting on Cremin's work 
remains open: 
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• What is the relationship betwe~n hisrorical inquiry and a sound 
causal interpretation of what educates? 

• Does the study of historical experience, wh ich is necessarily 
concrete and particular. yield knowledge relevant and importan t 
for the practice of education? 

• "What can historical iuquiry contribute to the stock of knowl­
edge and skill useful to professional educators and their public? 

To develop these concerns further. it is important to query something 
Bailyo passed oVer in silence. In his stud)' of educational experience in 
the American colonies. Bailyn began with careful attention [0 the 
heritage of British educational experience that the ('010111StS brought 
with them. His method was to observe closely how that heritage 
changed under new world conditions. The founding of graduate schools 
of education at the turn ofthe 20th (en tury in the U niled States derived 
important institutional forms and scholarly substance from German 
predecessors. His critique of the results of this later transfer was a mere 
means to engage readers, not his subject, no matter how influf'utial it 
became. Hence, acknowledging its German source, Bailyn nevertheless 
treated American historical seholarship as if it sprang tV 'TImH), with 
neither a past nor a prior rationale. Thi~ procedure mystified defiden~ 
des in historical work by cloaking them in a seeming natural inevitabil­
ity.!> SaUyn's critique cries out the question he did 110t ask: 

• Is there a historical explanation why [he hislOrians of edu(ation 
atthe turn of the 20th centurywrole the sort.<Jofforeshortened, 
anachronistic histories that they chose to write? Might they have 
done otherwise and if so why did lhey do what they did? 

••• 
In the United Slates, educational scholarship took shapt' around 

1900. heavily influenced by examples from Germany whc~re advanced 
study of education had already developed a slrong institutional base in 
the universities. To explain why early American practices look the shape 

h Imerviewiog 8ailyn in 1994, Edward Conn~ry Lalht"m "",ked Bailyn whetht'r he Ihought 
pwlt:uiOl1il.S, could write good hislOry ",bout Iheir profem<Ori and BailyI'! hearkened bad; to 
E-dtUGt1i::1t 111 au Fanrti1lg of /\mericatli S()cVtj and suggcBled that Ih~; l.;>mpl.athm to {(ltt'shorleri 
hi~tory in it search (or the ant~cf!dentl! of (ht': pl'"e:;;~flt .... U flearly ilTf'llisiiblc- (Bailyn 1994 pp. 
87·9). 
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they did and to explore whether alternatives were possible, it is impor­
tant to examine the German roots of those practices. These were diverse. 
extensive, and difficult, and here I can touch on them only briefly. One 
can probe the charac.er and limits of the transfer by looking for 
differences in histories of educational thought written for German and 
fOT American educators. 

Pick up a German GeschifAte der Padagogik and peruse the contents. 
The cas. of characters will largely be familiar from most any History of 
Educational Thought, exceptfo. the chapter on Friedrich Schleiermacher. 
prominent in the German histories and absent in the American, Despite 
many similarities in coverage. German histories of pedagogy have 
regularly devoted significant attention to Schleicrmacher as an educa­
tional thinker, while American historians have said virtually nothing 
about him. Chances are, unless interested in Protestant theology, an 
American educator will have no inkling about Schleiermacher, which 
should lead us to ask quickly, IlWho was Schleiermacher?,,(l 

• Did the ausence of Schieiermacher in American histories of 
educational thought have any significance and might it help 
explain whether the history of education can have a role in 
schools of education other than missionary boosterism? 

To describe Schleiermacher as a key founder of liberal. Protestant 
theology is accurate but unsatisfactory, for that description leaves much 
out. He ab:iorbed~ integrated, and advanced the powerful thinking of his 
time, acting as a many-sided public intellectual, sometimes in official 
favor and sometimes not. He won a diverse audience as a writer and 
preacher who proved inwardly meaningful tomanypersons with diverse 
casts of mind. He secured important advances in the theory ofinterpre~ 
tation and ttanslation and applied his ideas about these in practice, not 
only to religious texts, but to the dassics as well, translating almost aU of 
Plato's dialogs into Gcnnan versions that still stand as among the best. 
Schleiermacher was a great translator of Plato because he brQught to 

to Gunter R. S{:hmidl, a 'p«:iaH<!t in the foundation. of edu{:atLon and retigiou3. c:du{:ation ,n 
lbe Univt:"ily of Hamburg, made Ihia point (19721 pp. 45G-459). UnfurtuDat.ely, Scbmidl 
wrote with too little &enlle of how betllo bringoul Schleiermacher's relevance foreducaOonal 
thought in th~ Unhed SIa.tes to awalen real attention to him. Typically. for the founding of 
educaliona! schoianhip in the Unh",d States, a work such a~ 1'1 .. History (1/ P,dagol{} by Gabriel 
C6mpayn~ (1905) passed M good history of t:dncation. lL bad a u&Cleu lWO sentence, on 
Schleiennacht:r and a page and a h.ilfon lhe German edu('Allf)f)al thought and pra('ti<'e in the 
decades berOTe and after 1800. 
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fruition in himself a deep and profound intf"rprrtallon of the difficult, 
important understandings of life and education embedded in Plato's 
thought and work.' With such understanding, he collaborated in 
effecting major educational reforms in both secondary and higher 
education. For many years a prominent professor at the most innovative 
university of his time~ he taught engaged students In tension with the 
likes ofFichte and Hegel across a repertoire of big subjects - the major 
branches of theology (philosophical, hilCtoncat, and practical). dialectics. 
aesthetics, hermeneutic!;, ethics, pedagogy~ and on. If his ideas did not 
make his time, they did move his time in a humane, constructive 
direction. helping people to find and nourish meaning in their lives. 

SchJeierrnacher advanced culture and pedagogy as an important 
figure in the movement of Neuhumanismus, which broadly understood 
comprised the work of numerous tbinkers of major stature, e.g., Kant. 
Leuing. Herder, G(,ethe. Schil1er. Fichte, the Humboldt brothers, 
Hegel~ Schleiermacher. and so on. Historical tife, sustained by groups 
and experienced by individuals, preoccupied them all, especially 
Schleiermacher. In living a historical life, the bask challenge was 
interpretive, hermeneutical, to find oneselfharlng to make sense: whhin 
an immen.se and powerful othcrneBIi~ having in endless ways to deter­
mine the indeterminate and to suffer the consequences. Each person 
far.ed the vital imperative inherent in the condition of finding oneself 
alive in a complex world: develop some understanding with which to act, 
to endure. perhaps to flourish. This imperative was nor an external 
ought~ but an immanent necessity .. tU: interpretation wali essential in 
writing history and in reading texu, it was even more omnipresent and 
ine.scapable in living life.!! 

Within philosophy, Srhleiermacher gave hermcneutirs. the tbeory 
of interpretation. greater importance relative to episwmology, the 

1 Suhrkamp V('dag, one of the mOlll prominent puhliahen in Germany baH~s il~ It':l lIolunw 
paperback ~ditjon 01 Plato's work on 5.hll"il"rmacher's Iran!llalium, Plalon ,~dmtJidll' W.m\" in 
uh'IJ Biilldnl. (;ruchud~ und ihUW:A. "The An of lntl"rpretinjl Plato." Julia. A. Lamm'~ 
conlrihution to 1'}u Camlrrtfigt' Companion to Friedrich Srit.lA'if'rmi1rhrr (Mariii .. 20(15), ill ISO 
exn:llenl dilicUAsion of Sch\.:-imacher ()n Platu. 

1\ In additiotllO Tht!Cam.bridgeCcmpal1itm 10 l'riednrhSt:hln.mnfOrnPl", set' Wilhelm DiJlhcy'l L,/wl, 
!khmtrm(Jrhen (~·oL XIII In lJiltlu'Y's Gtlm1l?lIUUtS!hrijum 1957) and K.Urt Nowak'~ Srll~a"h(/f'.· 
LdMft, Wm untl Wirlt.d"A' (2001). My readi:ng of Schldel1tlllcher i!!i .1rilJ yt'r'1 much;; w<.Irk in 
prog.>t:ss, and I ~xpJain how f now undenhmd his work with iU much claril) and "igor ... , I can 
mnster, bUl it should be undcn.tood as a. pro\'illioflilt inll"'fprl"l.atiol;l. offered ;u >Ii Haning puim 
fm'fllnht"r inquiry by In)'!Wlfand others, nO\~ll'l set ofcondllsion, based on t"XhtlllMliye studt, 
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theory of knowledge. In theology. revealed doctrine did not define" 
church; a church, understood as a historical. social interaction ofliving 
persons, revealed its doctrines through the meanings its members 
mallitt:sted in the historical experiencing of their lives. These lives 
incarnated their interpretation of their religiosity, of their feeling of 
contingency within the mysterious givenneu of their lives and the world 
in which they live them.' A historical theology emerged intO history 
through the cumulative experience of the members of an historica1 
church. This vital situation was circular, as it must be, for interpretation 
works on and through reciprocal interactions, which were what the given 
life consisted in: to live is to cope continllousJywith aU the circumstantial 
reactions to every action that one takes. Fulfillment and decline come, 
not through direct progressions, but through spirals of in ter3ction that 
prove virtuous or vicious in their cumulative effects.10 

This primacy of historical life and the concomitant centrality of 
jnterpretation in it led to a distinctive understanding of educational 
relationships between persons, who constituted in theirsphere of shared 
life a commonality of differences, each the source of an increment of 
pedagogical potentiaL Schleiermacher found that what educated came 
from within the living person through their eontinuoll.8 acts of interpre~ 
tation by means of which the person contended with others, who were 
like but different, and in doing so disclosed and brought his or her 
potentialities into actuality. Through formative interaction with specific 
circumstances, a person could actualize himself only through a bounded 
set of possibilities suited to those circumstances, but the actualizing was 
immanent. from within, for the drive and impetus to make sense' of 
those possibilities came not from those circumstances. but from wirhin 
each living person. 

In a vocabulary suited to thinking about lived experience1 suootitut .. 
ing gerunds for abstract nouns leads to greater clarity. for meaning 
inheres in the acting. Thus, educating happeued in experiences lived 
hy active. thinking persons engaging in forming themselves bypursuing 
fulfillment. by developing skills+ and by construing intentions within all 

U t'Qr Schleiermllcber's lheology, tbe place ~05t.an i. On 1WWi~' SincdltS f.o Jt.sCf.lu-.rtdDts1t4m 
(1988). Va:s i4blPljeu w;u a nascent genre thai SchleieTtrlacher greauy advanced in his 
lectures, at wbich David Friedri<:h Strau511 wa9 a close auditor. 

]ij See Fciedrich Sdlieiermacher, H~m,utif;1 and GnJirism artd at)"". Wrmngs (1998). 
He""'/.tmnJ.I~: lnttrrfJrtitltiM n,Of"J il'l Scli/.dmJtatitf'r, DiUht'j. R6idrggt:rand Gad4mer (Palmer HUill) 
is a widely read secondary Mlurce setting Schleiennllocber in his phjlO1ophkal conunn. 
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the key domains or Hfc - famiHal, soC".ial, political. and intellectual. 
. What educated was participating in a common, shared life That arose as 
persons of diffcrentages, capacities, and characteristics interacted arross 
all their differences .. Engaging in all the constituent elements ofHfe was 
wbateduc3tcd. a process bywhich each differentiates and incarnates his 
or her unique perronhood. Educating wouJd take plac(; pCf'Va,niveiy 
th rough an the main components of the common Hft~ - family. 
language. community, civi('; association. the state, religion.lhought and 
knowledge. 

For Schleiermacher, each pefflon lived a pedagogical drama by 
striving toward!\ a human fulfillment through an interpret.1.tive Interac~ 
don between l'ertiglteit, realized skill. capacity, aH:omplislllllClll j and 
Gesinnung; Jilutivating disposition. inlen don, sentiment, convictIon, One 
had some skiU and acted with it according to some motivation and the 
experi~nccd results gave clues about what might foHow, with it an 
orienting itself by a longing for a fulfillment that was always a real 
feeling, however variable and subject to reinterpretation its o~ject would 
always be. Educating was an ongoing, ubiquitous hermeneutic activity, 
continuotlSlyinterpreting oneselfand the wodd+ through which persons 
living in a given world formed their capacities to anticipate and act 
within it. A protean intention would lead to a tentative forming ora skill 
and the new skill would enable intention to differentiate and concretize 
ill a drama of pedagogkal contingendeB. Geist or spirit - living 
iutelligence and thought - must pervade aU instruction: beware 
method lest it become mechanical, for "the mechanical i!) death."n In 
scant outline, these concerns typified the educational views that the 
founders of the study of education in the United States did not 
incorporate into the repertoire of educational ideas they derived from 
their European heritage. These views lead to three complex questions: 

• First, was Schleiermacher representati,,·{' of anything of sub­
stance and importance and does it have potential intrinsic 
interest to Lhose of us concerned with education? 

• Second, ho"",, and whyrlid ir happen that S(:hleiermacher's work, 
and the movement of thought and experience that it might 

--~ .. ----
11 Friedrich ScblC'H"l'mlll:her, Trxu ~li~ P6d4,gt'gik: KlJf1InHtt'I'WIe StudinltftHKah,.. S;!.nd 2: 
{;I'tflldztigf';hr ET!UlRungstu!'Ut (Vol'inungln 1826), (Willkkr and Bra('hmann 2000L passim, 
quotation from p. 292. The It'xt of tbese If'cltue. is a fnil, <lOQ pag(, w<uk on tbe art of 
eduution, whieb w;il$ iirslpl.lbli,bed pOBthumnuslyin 1849 from ntHeS; bySchlt"it"nna{'ht~r and 
hi! &ludell!! about hi'i lS2tl !('clures on pedagoMY. 
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represent, did not get incorporated into the American study of 
education and does that have anything to do with the sort of 
histories that American educators wrote? 

• Third. what agenda of scholarship might lead to our recovering 
the possibiJities, which the work ofSchleicrrnacher and his peers 
mlgh t bring to us, and would the benefits of recovering it be 
commensurate with the scale of effort the recovery would entail? 

••• 
Schleiermacher lived and worked as an integral part of a great 

cultural flourishing in which educalive experience was the central 
concern. In the second half of the] 8th century~ currents of advanced 
thought coursing through Europe, particularly Hume', skeptical 
arguments about causality, awakened not only Kant from dogmatic 
slumber, but others as wen. undercutting the assurance that mankind 
generally and oneselfspecilicaJIyenjoyed asecure place in a providential 
chain of being. Early 18th~century German ratiuualists had held that 
human reason, for sOme by itself and for othen with the aid of divine 
revelation, attained certain knowledge that redemption and sa1vation in 
a transcendent eternity was a real prospect, open to each. regardless of 
his or her present station in life, This assurance came into general 
doubt, forcing even those who decided like Kant's colleague, Johann 
Georg Hamann, (0 believe nonetheless, to entertain deep uncertainties 
about the powers of human reason. 

Such an awakening had been taking place aU over Europe and to 
some degree it came a bit late to Gemlan areas. but when it came there 
the conditions were both somewhat peculiar and ripe. In Gennan courts 
and cities~ a new reading public. supported through a ,salaried economic 
base and confined with little prospect for autonomous political 
influence. channeled irs awakening awareness into directions more 
cultural and pedagogical than political or entrepreneurial. It did so at 
a time when a quickening of communications invigorated life in towns 
and the many small cities dotting the German lands and astronger trade 
in books. journals. pamphlets, and diverse associations for cultural and 
pedagogical action, were emerging as significant means for realizing 
human aspiration. The upshot was a bright florescence of intelfectual 
and culturaJ striving that took as a point of departure the recognition 
that to be human entailed lh,ing 3.8 it self-directing, indeterminate actor 
in a big, recalcitrant world. Finding ourselves In this situation. can we 
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understand what makes it possible for us to do what we seem able to do? 
And with that critical self-awareness~ can we ~oundly ;elecl from among 
all the possibilities which oncs are the ones that we 5hould rightly 
pursue? Thinkers. poets. writers. critics. teachers. preachers. scholars: 
all faced up to these problems of human freedom. no longer assured 
that a benevolent: deity would prol'identiaJlysuccor and guide lhem. The 
movement of thought, which we can can Nt!uhumanism:us. drew together 
one of those unusual concentrations of COnCern and rapadty that 
occasionally arise in history. To appreciate itA achieve-menu,. consider a 
historical hypothesis: Uke it! great predecessor in Classical Athens, where 
an unusual concentration of good thinkersjoined to worr}' the question 
whether virtue, (Jrel£, human excellence could be taught. here an 
unusual grouping of good minds gadttred over several generations to 
argut out what would best educate. recognizing. as], G. Herder put it, 
that 'Ieach can contrihute to tht- betterment of humanity only what he 
himself makes of what he can and should become," Singly and together, 
what can and should human persons make of themselves? Here was a 
shared search for the educative capacities that were immanent in human 
persons, singly and colJectively. Here was the living source of critical 
philosophy and its follow through in critical idealism (Kant,Fichte. etc.). 
of the poetic and artistic celebrations of self-constituting se1\"C'!s «(;.oeme, 
Schiller, etc.), of fasNlpreading historical inquiry into the manysided 
human capacity for creative self--differentiation (Lessing. Herder, etc.), 
of the deep probing about how the human uses of language in their 
different varieties and fonus generate cultural traditions flourishing 
across time and space (Hamann, Wilhelm von Humholdt. ctc.), of the 
phenomenological reflection on the unfolding of human possibility 
through the seH"<reation of eeisl, that i§, spirited thinking by persons 
alive in a world (Hegel)," 

!i An uvthodtalive handbook on the BitdlmJi~g,.thidl.t" nr Ibe fH"nod h:k<. !O:~({'n!ly br-f"n 
published (Bammenlcin and Herml:lnn 2(05)- Thl"odor BallaufTand Khllu S(:haller gh>e a 
thorough l\,lt'Vl"Y of majol' (:omribullon& in ihe 3rd and 4th paru Q' f'ad.Bg(J~ill: Elm Ga("if/JI~ 
d1Y'Bildt4ngvnd Hrr.ill/aunf{- Ba~ U: vmn 16. lin zum 19.jahrltutlilm (t970, N1L pJ'L33H-!':i67l. fm 
good interprelaliom of the pedagogkal de"''eiopmenlvf Seuhum .. nu"IU!, iee Dit G~U/ailhlldn 
Pildagvgik: V"t~ dt!r Aujldil1llflK bis tur GtrgM*Ulll-rl by Herwig 81ankenl (J982) and 1'I1t"{1n~ "144 

G6uhic/ttt d~ ~Pi.id4f;(1gU. Trill: fJii pddtl(lJ,uckf' Hl'Wtg'Uflg "",,/ d!!'f It'UflUHtlAg flu .uun 
.Vl'U.\fu'Il/lniNltur(Benl1crand Kemper :1100.3), Nntlt-u.anulftusntakessensr wilhin what l!lWme­
times caned t'ToblnftgbiltichU in German. It group:s. work and "CliVi!,. thai 'h3rt'd a ~ommOll 
starting point, a pNcelved problem that mcHi .... aled dh'eut peop~ 10 addrf""!I's it lOIhh both 
similar and divergem l"e~l.lh.s< We might translate theendeavorinco English hy saying that one 
u writing about it ·hislOrlc .. l proMematk'. or perhapl!i evert b~ut'r,. 'historic pTohlem;ttic' 
both are better than (he st'lf-rlt'fealing 'probJematic hil'lf.Orf but Iwither 111 en!il"f"IY53(isfactory. 
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••• 
At first, the influence of Neuhuma1lismus dominated the emerging 

study of education in German universities. Many contributors to this 
movement of thought, among them Bascdow. Kant, Herder. Salzmann, 
Trapp. Campe. Vil1aume. Pestaloz2", Niemeyer, Wolf, Fichtc. Nielham~ 
mer, Wilhelm von Humboldt, Hegel, and Schleiermacher, participated 
in concrete, practical efforts towards developing the educational 
profession, Early in the 19th century, August Hermann Niemeyer and 
Friedrich H, C. Schwarz drew many of these ideas together in a 
conception of historical pedagogy that formed the intellectual founda­
tions for the study of education in German univenirics. Adolph 
Die.teIWeg, the influential Prussian educator, called Sehwarz and 
Niemeyer. "the NestoTS of German pedagogy," and of the two. Diesterw .. 
eg thought Niemeyer the more practical, but Schwarz the more 
important one. "deeper, many-sided."u Both thought that education 
took place in the hi~LOlical) culLural experience of persons and held that 
the way to advance sound. applicable educational knowledge was 
through historical inquiry and reflection, 

Educators had to nurture the full diversity of human possibility as it 
unfo1ded in the complex actuaHties of coundess persons'live&. To grasp 
concrete possibilities while respecting the multiplicity of paniculan, 
people needed to engage the idea of education historicallY1 to reflect On 

the sum of activity that had been guided by it. People could learn to 
think "as educators" by thinking about past educational experience, not 
to find in it repeatable methods. but to develop the insight and skill to 
interpret educational possibilities in the complicated, concrete situations 
of life. The history of education did more than ilJustrate sound and 

For example! of the use in educational hu[ory of the pedagogical problem •• ee Fritz Min!, 
~b~grst:hir;h~ dqr Pdd4gt>gilc (1918. 1980), and Dietrich Senner. Die P6d(lgogf/f. H~; Bin., 
p1flbllmVJchicnUichl EinJihmng i.n dis s,mmtillk nn;uittic/u:r Pddagogik ([993). An older survey 
provide! a good example a£ well, DIU Piill4gogiJclu Probkm in dtr Geuurglsrhfthk d6r Nruz.l!ilby 
Hermann Leaer (19:f5 &- 1928,. the ~I!cond volume of which is very useful wilh respeCl to 

contributors to Nt'UhumollinalU. 

a See "Leben und Werk~ Friedrich Heinricb Chrlsthm Schwan" by AltOlt. in F. H, C, S"hwal'z. 
L#hrlrur;h d" EnteAu'Ilgs· lind {/ntemrAIJlehn {19M, pp_ 575-594, p. 574 for lhe quolation}. 
'I heodoT BaUauffand Klaus S<.:haller (i 96<J J prefent&bwan.:'s pedagogical work in the contexl 
of hi.! times wen in Vol. 2 of !.heir Pidagvgilc, ( pp. !t52-563). alt tbey do {or Niemeyer (pp. 
53()..ff35). 
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unsound methods; It did more than in,r;:pire educators wid} professional 
pride. The history of education empowered people to think and act 
educationally; it enabled people to grasp tbe range of educational 
possibilities that had been given life in past experit~n'Ce and to realize 
that any further possibilities to be achieved wou1d be done as hisrorical 
extensions of their own educative activity, Educating took place in 
history and was to be studied through history and the educator had to 
be careful not to impn~e ideas external to the historical experience of 
each person in trying to trying to nurture his or her development. Such 
impositions were the great temptation. leading educators then and now 
who believe they postess universally valid knowledge of what works, to 
arrogate control over the life of others. a 

Slightly younger. Johann Friedrich Herbart deveJopetl a different 
conception of pedagogical study ( 1894). Most ofH erhart's peers started 
with the assumption of an inalienable autonomy in each person from 
birth on, with education consisting then in effort/; to respond construc~ 
tively to the student's willed actions and reactions. Schleiermacher and 
ffiostcontributors. to NwnumanisnJus thought that wm~a force to act with 
some intention, inhered in life, integrally autonomous. Rather excep­
tionally among hi3 peers. Herbart held that initially the wlll was <lbSPf'H 

until it was instilled in each person through external instruction. For 
most. the autonomous will was the condition t enabling the teacher to 
respond constructively to the pupil's intent and effort. For Herharl, an 
autonomous will was the key fruit of the teachen work. something to be 
molded with ethical insight and imparted to the pupillhrough psychu­
logically astute action. In his v;ew, educational influence used instfuc­
tion to shape each new hQrn human. helpless without a will, hIlt plastic. 
receptive to external, forming influence, through it becoming an 
autonomous person in the mold of his upbringing. Two systematic 
disciplines were helpful in constructing a sound pedagogy for this task: 
ethics would give authoritative guidan<:e cOfl.:erning valid educational 
ends? and psy<:hoJogy would enable educators to determine what 
educative means would be sound and effecti,'c. H(~rbart advanced bis 
ideas leaving a lot of room for later interpreters to fitt them out. which 
they eventually did. and since those who filled them out were less 
many~sided thinkers, they did so by elaborating Herbart's reflections 

:. For NiemeYN'$ work, gee his "Uberblid f!t-r allgt"meinen Ges£hkh~t' der Er.t:i .. hung ,Ind 
des Unterdchu,~ (18B4. pp. 311 .... 34. quoulion, p. S57), In addition. in H1l3, he puhlisht'd 
a cumpilation orSoUrce8 !)n GT~ek artd Roman t:'.ducation~llb~Qry, UriginaiJIflt- grillukiuh" 
14»d roiJii.Jeh",. KlaJJiil.rr uber til-' Tlurrrit dtrr En.teItttng un.d d.s l/nJl'fT'irnts, 
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(1894) into a far more systematized set of methods by which teachers 
could deliver a Herbanian program of instruction, often with more 
fidelity than understanding. IS 

Through the 1830., the historical pedagogy of Niemeyer, Schwarz, 
and others held sway. but from the 40s on Herbart's posthumous 
influence slowly but s.teadily grew through the work of his foHowers. Late 
in his career, Herbart had tried to start a MethmknstreiJ. with Schwan, 
arguing that the respect for historical particularities was misguided and 
thataound pedagogy had to use scientific methods to arrive at generally 
valid pedagogical principles (Herban. 1843, pp. 744-755). This view was 
not forgotten by Herbart's fonowers. In their view, an expanding corps 
of teachers delivering standard currieu la as functionaries in well-organiz­
ed schools, needed teRte-cl, dependable methods. applicable routines. 
not elaborate powers of pedagogical interpretation. For them~ history 
should illustrate those methods, rather than cultivate educationalinsip.;ht 
and understanding. 

Late in the century. the last and most influential of the German 
EIcTbartians, Wilhelm Rein, gave a dear. pointed statement of the 
relation of historica1 and systematic pedagogy. Rein systematized the 
tradition of Herbartian pedagogy, edited the Encykloplidisches Handhuch 
der Padagogik and wrote a three·volume PiJdagogik in SJ.!t.",atischer Dars­
lellunll among many other works, all of it a fulfillment of late 19th· 
century German educational science, Rein took Herhart's complaints 
about the work of Schwarz to their logical conc1usion, and his views had 
substantial influence on the structure of educational scholarship found~ 
ed in the United States and England. 

Rein divided pedagogy into two partA. the systematic and the 
historical. He organized aU positive knowledge pertinent to education 
under the heading of systematic pedagogy: he teft historical pedagogy, 
an equivalent division, completely empey, for he held that however 
informative it may be, it yielded no positive knOWledge. In explaining his 
conception of pedagogy, Rein quoted Schwarz. who put lithe history of 
education first for the simple reason that we first must see what has 
happened up to now and how we have been brought to our present 
Bildu'11g before we can know what we have to do in order (0 form and 
educate OUT children well," Rein commented unequivocally: "We hold 

U For an overview of Herbarl'$ educalional ideas and thtdr slow rue to prominence, see 
Harold lL Dunk('l (1969, 1970), 
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this sequence to be Htlse."Ui For Rein exactly the opposite was true. To 
write history welt the historian had to master systematic, scientific 
pedagogy first, before looking at the past, for only then .-ould the 
bistorianjudge rightly what he found in the past. for only then would 
(he historian have the knowledge needed to discriminate soundly 
between what was right and wrong in pa~l prdctic(:. In language not 
unlike Cremin'g~ Rein declared that "one must first have acquired 
through speculation [ethks] and experience [psy<:hutogyl a solid, 
all-around theory before the history of previuus efforts can be studied 
with succes:,;," Withoutsuch a theory grounded in the systematic study of 
education and a rigorous ethics and psychology, the student will lack 
"the standard by which previuus efforts can be judged. "" If ere. all laid 
out, explained and sdlt~rnatized for ready adoption elsewhere. was the 
presentist agenda of bistorkal work, the frutts of which so offended 
BaiJyn's historiographical sensitivity. 

By the late 19th century. American educators weT(' in the bahit of 
looking to Germany for educational scholarship. The process of 
borrowing is fraught with difficulty, Already, the precursors of American 
educational scholarship - Henry Ba.rnard j Horace Mann, William 
Torrey Harris - had laid the foundation for imperfectly incorpor:ning 
European educational SCholarship into the emerging university in late 
19th-century America. For instance. Henry Barnard'sdedsion to publish 
a translation of Karl von Raumcr's Geschichte der Piidagogikin the A mmcan 
journal of EdtuaUon had been a singularly poor choke for the study of 
European pedagogy~ for it was ridd1ed with Lutheran fundamentalism 
characteristic of the reaction against the theological liberalism and 

If, Compare Sdrw,*u (1829. p, xiii) to Wilhelm Rt'ill., fiidftgcgilt in sysjll'ff'lfJlIJrhrr HarsuUung 
(;"927, p. 70). 

17 Rein. Piidl:gvgilt ill S;#B1fl#tU;:/lff J)ors~UunK' ~~1. 1, pp. 70-72, The6f' qllo!ations corne from 
the 3rd. edition of HI2" which I uu: at thi! point f()r convenie"tt:' in f happen w own II. Tht' 
nnt edition was 1902, Rein held lh~&e vieW$. ()fhilllOrkal p.-dag0lrf Ihrough<Jut his worl hum 
the 1886&01''' Another deat'lltatementof them is from hi. ankle on "Philosophical Pedagogy" 
in the £1"Jkktpiidu(h~5 Hllfldfn#fi derPiidagogM.ofwhlrh h~ WM lhe general ('dhor (Vol. VI. pp. 
433-49.3). "Historical pedagoRyviewsf;txis:ting edut:allon a~ h;u1ing h.-.d a becoming and follows 
lhe condittons of!u development. tl sketches a picture of past r:ducali()nal cooditions and 
foUu""",, the dev('fopmem ufedunltional ideltl! from their origin up to lh(' pn~~nt in f(,ladon 

HI econumic and intrlleclual movt'menLS of culture. In this manner. hi'1torkaJ pedag(}~y can 
be a !onrce of in lit ruction fOJ ~Y'!lematic: [pedagogy]: by the ~ame toke-n the laut'f, in addition 
ltl lIeeking aolid norm.!> for the prelJent and future, Q1so ",harpena the eye fOl' ""hat h;lppen(>o 
in the p3SL~ ipp" 492-J'l) 
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humanism of Neuhumanismus. 1I1 American 19th~cenlU:ry school Teform~rs 
have generally won praise for their efforts to make use of European 
educational scholarship. but however meritorious for well-meant effort. 
they were usually wobbly at best, Hurried, groping, long-distance 
attempts by reformers to appropriate intellectual well-springs often 
pro\-ided Httlc of actual sui>8tancc, for they indiscriminatclygrabbed the 
first accessible appearance. 

American educators borrowed from the German Herbartians in two 
overlapping ways. First. doctrines about teaching practice became 
popular as Herbartianism, Herbart's followers developed a highly 
rationalized system of instructional method~ which won a wide interna~ 
tional following, initially dominating in American graduate schools of 
education. Tied to a fading psychology. however. it soon receded into 
obscurity. its doctrine of apperception devastatingly mocked byWi1liam 
James and others (James 1992, pp, 800-807). But American educators 
also borrowed a second f~r more lasting influence. for they imported an 
academic organization that the Herbardans had s.uccessfully institution­
alized ali a univenity program of studies for the field of education. This 
second form of Herbartianism. its program of university studies, 
restri~red positive knowledge about education to a systematic pedagogy 
generated through ethies and psychology. It wasseparable from the first. 
Herbartianism as a teaching practlce, If Herbarlian teachin!! methods 
lost favor among practitioners, the Herbartian program for the 
university study of education could nevertheless persist and even thrive. 
That happened. The program endured;American educators institution­
alized the graduate study of education in the t:nited States largely 
according to it ano this institutional structure has long outlived the 
hegemony of Herbartianism in educational practice-. 

To this day, tbe Herbartian program of studies is familiar, Psycholo­
gist> will find universal truths .bout human learning and ethicists the 
universal good of human action. Diverse instructional methodologists 
will translate these finding~ into a correct cuniculum and effecth'e 
methods. for teaching it. Experts on policy and administration will 
prepare administrators to implement a system of educational institutions 
that will impart a sound education to all. Historians of education wiU 
show bow this hard won state capped the progress of the natlon and its 
contribution to mankind. The Herbanian institutional program 

llJ See Karl von Raumer (1846; 184'1; IB54) These, along with later reprints, cap be acce~8ed 
through Gi>ogle Rooks. 
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explicitly charged edlH'ational history with a specific role that led to its 
anachronistic cheerleading. which Bailyn found so objectionable in 
this program, aU actionable knowledge about education would come 
from other sources and historians of education were charged with 
crafting a narrative that would enthuse and edify the professional 
educator about ~r!;tematic pedagogy and the institutions through which 
they would put it into practice. 

• Was the dominance of this program in schools of education 
[aled? \\tere alternatives to the role assigned to the history of 
education possible? 

••• 

Antecedents existed for the historical practices that Bailyn stigma­
tized. They did not spring forth 'pontaneously, for American scholars 
writing educati.onal history in newly founded professional schools were 
conforming to a projessional role and norm. t.hen held to be aUlhorita~ 
dve, which derived from the Herbartian program in the German 
universities. In Cennany. thi!i idea of how to use hil;fory had neither 
heen the only alternative nor had it always be(~n in force. From that! we 
might conclude that the uses of educational history' withlfi the profes­
sional preparation Qr educators could have been different. opening the 
possibility that they are susceptible to change. But are we not believers 
in progress. malgri nous? Does not the waxtllg of Herbartianbun in the 
19th (;entury. accompanied by the waning of an outworn humanistic 
alternative, indicate that indeed the Herhartian role foT' educational 
history is in the end a necessary professional reflex? An affirmative 
response to that quesrion faces one problem, however- Precisely at the 
time that the Herbartian model was crossing the Atlantic, Cerman 
educators were resuscitating an historically grounded pedagogy. 
something again targely missed by American \'lsitors to the German 
world of academe. 

Fer instance, in 1888. Wilhelm Dilthey. one (lfthe leading (;erman 
thinkers of the time. published an important article "On the Possibility 
of a UniversalJy Valid Pedagogical Science' in the Proceeding5 of the 
?russian Academy of Science (1962, pp. 56-82). Dilthey addressed the 
Herbartian program for the development of sound pedagogy directly, 
He noted, and accepted, the general practke of basing pedagogy on 
ethics and psychology, <;ontesting instead the intellectual character of 
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both fields: for Dilthey, all ethical purposes were historically condi· 
tioned, as was all psychological analysis. Although Herbart correctly 
began with the pupil's Biidsamkeil, his plaslidty, for Dil,hey this suscepti. 
biUty to formalive influence was not 80m ething that arose from the 
absence) at the origin. of any wilL BiUhamluil came instead from the 
releologicalcharacterofal11ife. which from its first origins differentiated 
life from inert matter. As an active. teleologica) being. the pupil, 
however inchQate, would act adaptively upon every external and internal 
stimulus, exercising an autonomous will in collaboration with which, 
under concrete circumstances, the educator had to work. In short. 
Dilthcy reasserted the view. SO predominant in Neuhumanismus. that aU 
educating worked through the self...educating efforts of persons and 
groups to fulfil1 their capacities for self..aetermination within the 
constraints of their lived experiential conditions. In doing so. Dilthey 
made a powerful case for the importance of historical reflection in the 
developmelltofpedagogical thinking on the part of would-be educawrs. 
His undentanding of pedagogical knowledge had extensive influence 
in German educational scholarship and practke thruugh the Weimar 
period. and it is regaining much strength after having been seriously 
weakened in the Hitler era. 19 

Dilthey was a great. difficult source of reflection on the human 
awareness ofJife. For him, humans were many-sided; tbeywere purpose-­
ful, thinking actors in the world. Observers had to take both the 
specifid,y and lhe complexity of life into fuU account. In living life, 
persons elaborated active mind. Geist, from and in their experience. 
Dilthey's ~ignificance for the human enterprise. especiaUyfor education~ 
i •• till far from fully realized. Like John Dewey. Dillhey charted a course 
between thOllC who bel1eve in the possibility of objective certainty and 
those resigned to a relativism without !igor. Both Dewey and DHthey 
attended closely to concrete experience. to lived life. Dewey took. 
experience as a given and concentrated on what attending to it could 
mean for different forms of activity - for education. art t science. public 
life. He did not, however, have much to say about experience. as such, 
except that it was the starting point. Consequently, he presumed a 
generous collaboration by his read en, who needed to agree with him 

HI An ucellenlsludy af DUthey'~ pedagogy by a leading present-day M:DQJar llJ Die Pdaagogik 
Withdm f)iJ14.rys: lItr winmsduUlf/.!lhetwKL4cher Ansah lIS DiUlu,s 1'4tvrie dl'l' GMslt$Win#isch,aflm by 
Ulrich llerrmartn (1971). fur litecurrenl tamifk3lionsofDilthey'sinHucnce among~rman 
educ3lan. lIee the Fuuchrifr far WiutTied Bilhm, edited by Wilhelm Jbinlmann, Fuweit ~ 
Garilichle' l'mutl'!ft: Grundlmitn gmm1lJiJS$JUCh,af#icher Ptidagogik (1997). 
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sponr:aneml",ly that indeed the way to consider these topics was in the 
Ught of experience. In contrast. Dilthey spent more effort developing a 
phenomenology of lived life, interpreting through his conc.eptual grasp 
what humans concretely did in experiencing their experience. Ditthey 
actively appropriated experience. showing the necessity of taking it to be 
the ground for the whole edifice of human culture. Dilthey took on the 
Inore difficult task and consequently never had the popularity of Dewey. 
but Di1they provided a stronger foundation upon which others could 
buUd.'lO 

Much of20th<entury thought in Europe has been deeply informed 
by this recognition that hi.toricallife is a primary ground of thought and 
action, renewed by DHther, i'iIietzsche, Marx, and others and then 
developed to the present by a wide range of major thinkers. F.tpmFnt. .. of 
these developments hover at the pedagogical periphery in the work of 
various critical theorists. Some are lamely mobilized in currCaltAmerican 
educational research under the heading of qualitatfV'mEthodology~ but to 
reduce this work to a method is to kilt it, asSchleiermacher said. It is not 
a matter of defining education more soundly - educatiou is nut a topic 
to he defined; it is a constituent element of aU human life as each lives 
it. Educators must attend to people educating thf'mS('!lves, re.'pecting the 
autonomy and integrity of each. Teachers muSt treasure lived actualities 
and recognize. ohserve, explain. interpret, value. respond, assist. 
criticize, exhort other persons as they struggle to fonn themseh·<es in 
constructive fashion throughout their lives. be those great or smaIL In 
DMth. of a Srdesman, Willy Loman's wife rebukes their son for a callous 
remark. about Winy. who was losing the sense that his life had worth and 
meaning. 

I don't say he', a great man. WIlly Loman never made a lot of money. 
His name was never in the paper. He's not the finest character that 
ever lived. But he's a human being. and a terrible thing is happening 
to him. So attention must be paid. He's not to be allo'\\"ed to fan into 
hi. grave like an old dog. Attention, attention most finally be paid to 
such a person. (Arthur Miller 2006, p 195). 

Persons everywhere. young and old. notorious and obscure, struggle to 
form themselves in the face of circumstances. some favorable and many 

"" James K.loppenberg givelJ a good di8(;UJli.on of Ddthey in relation to Dewey andJame, in 
(!:II-crrlfJin Victery: SM,li fJt'MOr.fIlt:y noM Progunwi5m in Ef4FVPtfJrt and Ammtall TIt.0f4ghl, 1870-1920 
(1986), e,p. pp. 12-80, 



adverse. Allen""", attenlron mil" be paid to each person: that is the educa­
tor's imperative and it is through the historical study of educative life 
that educators build their capacities to pay that attention and to assist in 
the fonnative efforts they can observe, recognize t and value. 

To interpret experience educationally, the historian needs to 
mobilize three sources of interpretative ]everage that Ni~meyer 
identified - pedagogical introspection into his own educational 
experience, pedagogical reflection on educational experience in tbe 
historical record. and study of what others have had to say based on both 
their own experience and the historical experience of others (Niemeyer 
1884, pp. 429-430). What can an educatorlearn from historian. who do 
these three things well? He will develop his capacity to pay attention to 
another's educational effort. to recognize how she is trying to form and 
develop herself, to perceive what may be helping and hindering her 
efforts, and to understand how to proffer assistance with tact and insight 
enabling her to move herself ahead. 

In addition, study of educative experience in the concreteness of 
lived life should more deeply inform public understanding and 
expectation aoouteducation. Most educational controversies. and many 
educational reforms, get their energy and direction from historical 
arguments. The Herbartian assumptions that no meaning is immanent 
in historical experience and that historical inquiry can yield no 
pedagogical knowledge sidelines historical understanding in these 
controversies. More atlention must be paid to the pedagogicatlivcs that 
children, persons young and old, experience aCrOu the gamut of life 
circumstances - children and youthsand adults and even the aged, Each 
is a human being. Both terrible and wonderful things happen to each. 
Attention must be paid. The good educator needs to strengthen and 
deepen her capacity to pay attention~ to recognize the inner strivings of 
persons veIl' different from herself, to help others with insight and 
understanding in their effort to develop meaning and value in their 
lives. 

Rarely does systematic pedagogy help; it glosses over differences, 
homogenizing what it should concretize. Research methods are upside 
down. The educating professions need to attend with m ueh greater 
empathy and imagination~ much fuller understanding, to the inner 
experience of living penona in all conditions of life. Close observers like 
Jonathan Kozol and Robert Coles and many more, who voice strong 
positions interpreting the lived experience of specific children coping 
with real circumstances, have too little inteJlectual standing in the 
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pro£esllion andin public deliberations on educational poIity.lfauended 
to at an. they are attended to as prophetic voices, speaking from the 
wilderness.21 

When educational scholarship discounts knowledge and understand­
ing of lived, historical experience, it leaves historical argumentation 
open to the most artful and unscrupulom~ ideologues. The movement 
towards making the work of schools accountable to an explicit set of 
instructional standarrls and to steady improvement in test scores 
exemplifies the resulting collapse of historical inteUigence. The 
movement amalgamates two historical expectations that people want 
schooling for all to further: the expectation that good schooling will 
enable the society to achieve its egalitarian ideals and the expectation 
that goud Kchooling wilt extend the relative strength of the American 
economy as it undergoes the chaUenges of globa1ization. These are fme 
genemlities. but what do they mean in the lived experience of different 
children. across the fun spectrum of differences incarnated in tbe lives 
of children? Neither historians of education, nor historically grounded 
social science. has clarified the pedagogical experience relevant to these 
aspirations. In the lived lives of real per8on5~ what actual educational 
experience wHl enhance their specific capacities and dispositions to 
make a polity more or less egalitarian? What specific personal achieve-. 
ments will enable Jose and Sujata, and each child, to each meet 'he 
economic challenges and opportunities that each concretely faces as his 
or her particular incarnation of the great global generality? Each is a 
human heing. Who wilt pay the attention that must be paid?" Theseare 
very difficult questions the difficulty of which can only be made publicly 

!tl Michael Harrington's Other America (1962) re(eive~ uedil for pUlling pOVt'fty on the 
nation-at polk}' agendaearry in the Kenned}' ~drnln1slMl.tion, bullhal ""ulong "'go and we ha~ 
h,amed anew not to see and think :about the livf!¥ of the poor among Ou1" midsL What political 
kader win Step forward to say that we mUll devise policy to enable eub Jpeciflc child, t.aught 
in the ""nr,rP~ Ililu;uions thaI observen lIuch a!i KOIOl document (1990, 1992), 10 adl1eve hiS 
or her full human pOtenda1J'; See alllo Robert Coles' Chikfrrn OfCrisi$ (2003). In addilion to 

the human difficultie, KoZ'OI bas documented in hi' books, on~ of lIlt': diuutbing t':lemenlS in 
the historical situation is the degree 10 wbkh he haa had to tepeal him'I~lf over and Ovf!r 
a"aio, throughout a long ~areer. 

H R.elative to the specific livell thalC.alherine Boo baa been documenting during the past fe-w 
)¥ar3 JrI lhe NIm! ¥o!i",.. the educational polidea balled on abstract diagnOlt"~ of the econQmk 
challenges ftom The Na#<I>1I rJt Rig. through Tougr. Ch,,;trs or Toup T.""i ~um m!odh:~ly 
abnrotct. Somehow we need to £e.covt"r a !'ohued conviction that eat" and every child. no 
matter how advt'rse his Qr ht!f dn:umll(3nces, hall1 ~dl potential of real, positive value, such 
that t'acb and all OCUli hav~ a p()lSidv~ intt':rt!:u In providing Lhe conditiGns :reqllhile for hi~ 0.­
ht"T fulflllmf'nl, 
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evident as thoughtful scholars entertain them in reflecting on the lived 
educational experience of persona as they engage the concrete 
circumstances of their lives. 

As we stand on the sideline and historical arguments about what is 
educative in the world ricochet about UIS with little clear attendon to 
their substance. vacuities gain a purchase on policy and practice. Studies 
based on the historical reality of concrete educational experience 
cannot quickly intervene with definitive answers in these matters. Over 
time, with greater attention to historical pedagogy, our recourse to it, 
both within the profession and within our culture at large, may become 
more intelligent and effective, more varied and appropriate to the lived 
realities. Over time. we can em brace historical pedagogy and take some 
responsibility for determining what the role of educative thought and 
action in American life can and should be. 

• What can and should the role of educative thought and action 
be in a historical situation where each person. like it or not. 
seeks self~realization under circumstances where apace and time, 
and all that happens therein. are so compacted and foresbort .. 
cned? 

• What ideas, slUlls, and values will a person actually find helpful 
in coping with the particular configuration of circumstance that 
he or she will experience? 

Let us put the real~ the difficult questions at tbe center of sustained 
inquiry and work. 
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