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ON (NOT) DEFINING EDUCATION

Questions about Historical Life and
What Educates Therein

Robbie McClintock’
Teachers College, Columbia University

Among animals, the buman species allots a 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 Lamarkian, for they manifest the ability to acquire charac-
teristica angd to pass them to their progeny. Among the animals, humans
made themselves unique by using their extended minority and large
mental capacities o educate and cultivate themselves. Hence, humans
have used their distinciive educative potentials to make their history and
to create their culture. Unlike other species, humans do not simply
evolve; they educate themselves.

Educative effort and experience is essentgal to everything in human
life. It is pervasive throughout human life, yet explicit discussion of
education has become ohsessively specialist, reduced to the work of
schools and within them to the formal processes of teaching and
learning a cedified, narrow set of subjects. Educative development
occurs in the experience of persons, each his own embodiment of
human life, distinge in time and place, in need and aspiration. Yet
cducatars concentrate, not on persons, but on ciphers and fictions; they

' This essay ineroduces work-in-progress, more fully reperted at hilpi/ / www studyplace org/
wiki/Definmg_educalinn,
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act on aggregates, on classes and cohorts, as if the will and intelligence
of each person had aneither integrity nor character. They abstract
persons into groups and think of education as action upon the extrinsic
characteristics that define these fictional aggregates -~ 1est scores,
reading levels, achievementnorms, and on. This incapacity 10 treasure,
to nurwure the particular himanity of each person, has become the
awful failing of pur time, steadily constricting the human spiritinto the
few fake forms, requisite to make us all perfectly accountable to the
abstract nullity of autharity.

Breaking the constricting abstractions will not be easy, but trying to
do 3¢ is important. Towards that end, let us work on a full critigue of
educational thought, one dedicated to understanding the possibility of
educative action in its actual, historical camplexity. What follows is only
a beginning, falling far short of that geal. [ uy to marshal useful
resources for such a critique by exploring questions that have impressed
me as important over an extended pericd of reflection. 1 put these
questions forward because they have emerged from my intellectual
experience, concrete and real. In the community of inquicy, questions
rooted in the particularity of personal experience serve as invitations to
more generai reflection when they overlap with guestioning by others,
disclosing both similarities and differences, further stmulkating diverse
reflections by a variery 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 educaton. From there I try to form and follow further
questions, as one leads to another. [ end ar a2 stopping point, not a
conclusion, and all along the way I do not feel bound by disciplinary
limits, History is a field of academic study but history is also, and more
importanily, 2 vast domain of lived human experience. My allegianee is
to reflection on that domain of experience, not to the disciplinary field.
If T must have an academic specialty, lex it be what used to be called the
Historical school, which penained to a range of human cencerns — the
religious, the institutional, the social, the political, the hterary and
artistic, the legal, the economic, and, yes, the educarional. The historical
school grounded diverse empirical studies of human experience on
historical particulars, noton arbitrary axioms, For instance, the historical
school in economics sought 10 explain closely observed documented
gconomic behaviors, aor to model actions deduced from an axiomatic
abstraction of "econcmic man.” My wider claim in this essay and in other
work, sometimes stated as claims about the history of education, are
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really calls for resuscitating the historical school as far as the mind can
reach,

Beginning in the history of education, let the questions lead where
they will. Of course, a composed text must lose much of the fluidity and
immediacy of a life as one lives it, In life, questions eome backwards,
forwards, and some all at once, and work moves zhead here and there,
not in linear sequence. In life, understanding fills out as a complex
jigsaw puzrle does with pieces {inding a place at apparent corners and
formitous points of clarity. And in life, the puzzie is never finished, for
life just starts, and goes on until it stops. With a little forced sequencing,
here is my sense of where some guestions important to me seem w be
leading.

L 1

In history and education, Lawrence Cremin mentored and tanght
me. His persona charmed me, the reach of his ready recall awed me, his
embodiment of prudentjudgment joined tcademauding vision won my
alleglance. Over the years, [ felt humbled, a bit shamed, by his extraordi-
riary ability to get his work done — so many books well cralted, so many
siudenis well paught, 50 many initiatives well directed. | came into his
circle at the age of 21 with an educational purpose of my own, which
closely converged with his. He helped me thread my way into academic
life and promoted my prospects. Puring the restof his life, and since his
death,  have remained within his circle, content 1o probe its boundarics
at poinis of special interest. But eventually, one must move on.

Cremin was a prolific historian of American education, intelligent,
disciplined, ambitious, wellsituated to have transformative effects
through his work.? Yet his labors changed little. Hence Lask, "What did
Cremin miss?” What did the three volumes of Cremin's magisterial
American Education lack that might account for their subsiding quickly
out of prini? I think his texts have not held the interest of an audience
because he was unwilling, in describing many forms of educational
achvity, to explain how and why the activides luncdoned educationally.
I postulate further that Cremin'y preference for description and
avoidance of explanaoon were not idiosynerasics unique to him, but
were characteristics of the peer-group of professional historians within

? Forbrief biographies of Cremin, see Ellen Condliffe Lagemans and Patricia Albjerg Graham
{19511 and Diane Raviwh (31091},
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which Cremin sought recognition. American historians prefer w
describe, not to explain.

Throughout his career, Cremin worked to nurture and strengthen
the commmen schoo) and the common weal by broadening and deepen-
ing the conirolling meaning of educaton. Historically, as nation-gtates
have heen building systems of universal education, the meaning of
education for most persons has come to signify the work of those
institutions, especially the work of their most universal component, the
system of elementary and secondary schools. This conflation of
education with schooling leads to a portentous reificadon, to overlook-
ing the real recipient of education: education ceases 1o be an experience
of persons, and becomes a characieristic of cohores, statistical groups
whose tested attributes angur success or failure for society, nation, class,
creed, or culiure. All of this is the rank supersdiion of our putatively
enlightened age. Ecrasez l'infdme! Cremin tried to counter the supersti-
ton by addressing the definition of education head on: "educavion is the
deliberate, systematic, and sustained effort to transmit, evoke, oracquire
knowledge, attimdes, skills, values, or sensibilities, and anylearning that
results from the effort, direct or indirect, intended or unintended®
{Cremin, ¢. 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 conjunciion of history
with education. From the side of history, they awarded him both the
Bancrolt and the Pulitzer, and from thut of education, they appointed
him to the presidencies of Teachers College and the Spencer Founda-
tion, influential roles he filled with distinetinn. Buit his azcendancy with

- living peers has not vanslated well ino lasting change, On one side, his
books went guickly 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 serve purposes contrary to his own, and
others have been dismantled, their parts strewn, languishing in
uncertain vse,

Al together, Cremin's work, especially the trilogy on American
Education, prescnts a great kaleidescope of pedagogical activity with
thousands of people and groups twisting over time in endlessly different
configurations producing a churn of distinctive results, In three lectures
at Harvard in 1989, Cremin presented as a coda to American Education
the themes thzt stood out, in hisjudgaent, from the wheole sf his suevey:
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First, pepularization, the tendency to make education widely available
in forms that are increasingly accessible to diverse peoples; second,
multitudinousness, the proliferation and multiplication of instiwtions
to provide that wide availability and tharincreasing accessibility; and
third, politicization, the effort 1o solve certain social problems indi
rectly through edncation instead of directly rthrough politics.
{Cremin, 1990, pp. vii-viii)

Almost 28 if he knew they would be his final words, these leciures,
published as Pepular Fduration, 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: first, it allowed educators to situate
schooling in a more realistic pedagogical context; second, it enabled
public leaders to appreciate the full scope of concerns that needed to he
brought within the purview of educational policy; and lastly, it indicated
the scholarly imperative to inform the pervasive, puhlic urge 1o politicize
educational issues with more knowledge, sound and comprehensive,
about the human import of educational action in all its forms,. These are
big implications to a work fully achieved.

To those of us who knew the man, it has been astonishing how
quickly after his death his work has lost influence. 1ts burden contnues
ta become all the more timely as schools operate as if in a pedagogical
vacuum. Cremin argued against the stupidity of concenirating public
artention exclusively on formal educators while paying little attention to
informal educators in the press, media, government, corparations, and
community life, despite their growing educational influence. Yet the
makers of public policy now bear more imperiously on formal educators,
while they blithely ignore the educational role of informal educators as
the custedians of commerce and the moguls of media, uncaring and
indiscriminate, hunger after more power and weahh. Cremin argued
that education was something happening pervasively in the lived
experience of each and every person. Yet the euablishment of educa-
tional researchers swells steadily with scholars pretending, ever more
exclusively, to achieve universal findings valid for alt teachers and all
siudents, independent of 1thelr dme, of their place, and of their
condition. Something was missing in Cremin's very timely work 1o
weaken and shorten its effect.

Consider the keyterms in Cremin’sdefinition of education: defiberaite,
systematic, susigined, trawsmit, svoke, acquire, knowledge, values, atfitudes,
skitls, seasibilities, lenrning, effort, divect, indivect, inlended, and unintended,
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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
huaman actien 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 i application to historical expericnce. The criteria that he
applied remain hidden in his work, however. Of course, 2 scholar cannot
make explicitin the formal statement of a carefully crafted definition all
the criteria of judgment that he might use in applying it Bui surely, in
the course of its voluminous use, readers can expect those criteria to
berome increasingly clear, Yet with Cremin's work they do not.

Some 2,000 pages, rich in detail, convey little sense of Cremin's
deliberations as he applied his definition within bhis vast scope of
awareness. He describes much; he explains little. Why, given zll the
inclusions, did he exclude some things? We do not learn, for instance,
how something, which he might have exclueded because it was deliberate
and sustained but not systematic (social criticism?), or because it was
systematic and sustained butnotdeliberate (iechnologicalinnovation?},
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 extended treatment as an imporiant
20th-century educative agent. Cremian chose to minimize notes that
might have illuminated such judgments, and his bibliographies,
mentioning nearly evervthing that he possibly could mention 2s
remotcly relevant to anything he included, discussed litde of the
Literature in depth and do not illuminate the why and the wherefore of
his judgments at all.

Characteristically, in American Education Cremin described, but did
not explain. He depicted pumerous educators acting in complex
configurations occasioning a complexity of resuits. He rarely sought to
explain their actions or deeply interpret their meaning. At the end of
Traditivns of American Fdueation, Cremin concluded his "Note on
Problematics and Sources,” declaring the importance of "a clear,
consistent, and precise theory of education,” This declaration merits
tlose attendon. Alluding to the authority of the philosopher, John
Herman Kandall, Cremin observed that "any history is always the history
of something in particular, and the explanatory categories the historian
uses in writing about that something in pardcular are almost invariably
drawn from other domains — from pelitics er philusophy or economics,
or from erdinary common sense.” Cremin then, perhaps unwittingly,
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declared that the source of truth and meaning in any account of
historical experience would derive from sources external to the
historical, lived experiences that people suffer and enjov.

As soon s the historian attempts to go beyond mere chronicle, as
soon as hie seeks not only to arrange events in the order in which they
oceurted, as soon as he tries o view events in their multifarious
relations, he must perforce reach beyond the events thenmselves to
some set of laws, principles, or generalizadons that will help make
sense of them. And those laws, principies, or generafizations almost
always come from outside the discipline of history.* (Cremin, 1977, p.
{ix3}

Here is 2 basic problem in the philosophy of history,

= lsthe meaning of lived experience something immanentin the
experience that the interpreter has to draw out of it, making
exphcit what is immanent? Or is the meaning something
external to the historical ¢xpertence that the historian Ands
elsewhere and applies 1o 07

in general, Cremin was very reticent about such questions, butin his
note on problematics he seemed to declare that historians shonid
primarily use theories of education developed through other modes of
inquiry to investigate educational experience historically. They would
not find grounds for theoretical explanation of educational experience
immanent in it. This conviction puts a significant constraint on what is
possible in the history of education, namely the correct and fruitful
understanding of education cannot emerge from the study of historical
experience, bur must be brought to the historical experience from
disciplines that pursue a timeless, universal validity in their resalts. In
this view, the history of education will iflustrate an anderstanding of

* Cremin did not give a source for what he atributes to Randall, and i1 reads a bitas if be was
revalling i from some prier tme. U clearly devives frowm the invroductosy gecton of Chaptler
Ein john Herman Randail, Jr.. Namer and Histovical Expenience: Ersays in Maiuraiiom and the
Theory of History (1958, pp. 23-8). Randali did wrile {p. 28). "far it is clearly not Bistory tha
enables s ts undersiand history, but scienee — anthropalogy, psychology, sconsmics, and
the rest of the social selences,” Bl this statement way pant of 3 shighitly longoe-incheek
introduction dismissing "Spengler, Toynbee. Sorokin. znd other speculative positivisis.”
Randail's whole examinadon of histarical experience {pp. 23-117) was touch more camplex
and subtie than the implications Cremin seems to have drawp from &
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education generated through mades of reflection and inguiry other
than the historical.

Note that Cremin's work harbors here somcthing of an irony. He
rose to prominence as a revisionist closely aflied to the educational
historiography laid out by Bernard Bailyn in his influential essay,
Education in the Forming of American Sociely. Bailyn argucd agamst
educational history that tracked the development of current pedagogical
practices and concerns. Cremin seemed o illustrate throughout his
work how such a hisiory that transcended the parochial concerns of
professional educators could be written. But in actuality, he simply
chaage one 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 move academic, less professional, assembly. It amounted
precisely 1o a variadon 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, | win o the educational historiography of
Bernard Bailyn.

& % &

Bernard Bailyn wrote Education in the Forming of American Sociely in
response to a call by the Commituee on the Role of Education in
American History, We can probe its sirengths and weaknesses is by
asking how well it delivered the historical insight sought by its sponsor,

1 Here [ have snggested that Cremin's siyle of educational history lost carrency surprisingly
quichly. Allernatvely, one mightsuggest thai Gremin really stood for makiog the methods and
findings of the social and human sciences predominant in the professional preparation of
educators, relative 1o the elinical development of profsssipnal practce. In ibis contexs,
contemplating the burgeoning ouipmiof the American Educational Research Association and
relawrd orgunizations dedicated to ¢ducationa! research and its appiication 1o educational
poiicy, one might judge Cremin’s continuing influerce 1o have been extraordinary, although
probably guite different in iis buman import From what Ite wanted it w be.
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I suggest that Bailyn's essay did not deliver what the Committee
ostensibly sought.

An effort to interest academic historians in an educational irterpre-
tation of the American past began in mid December, 1954, when
Clarence Faust, president of the Fund for the Advancement of Educa-
tion hosted a small, high-powered group of American historians and
educators in New York. Paul H. Buck, winner of a Pulitzer in 19%7 and
second in command at Harvard from 1942 through 1953, chaired cthe
meeiing. The group included five other senior members, each then a
pillar of academe: Arthur M. Schlesinger, a powerful professor at
Harvard and leader in the historical profession; Mere Curt, an intellec-
tual historian from Wiscoensin, who was about to deliver his presidential
address to the American Historical Association; Ralph H. Gabriel a
Ieading intellectual historian from Yale; Edward Chase Kirkland, awidely
recognized sconamic 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 Social
Sciences at the University of Chicago. Four more scholars, a generation
younger, yet highlyaccomplished, completed the group: Francis Keppel,
who had become Dean of the Harvard Graduate School of Education at
the age of thirtytwo 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 [rom Columbia, Richard
Flofstadter and Walter P. Metzger, both of whom were alveady weli-
published, Holstadter especiatly so, and who were about to publish their
timely history of academic freedom in American higher education.

From its beginning, the gronp spoke as leaders among academic
historians, calling on the profession (0 change the writing of American
history by examining how educational processes could serve as causal
factorsindicating and explaining the salicnt characteristics of American
experience. They began with a broad understanding of eduration, which
sremin's definition would later elaborate, soliciting proposals for
“studying the role of education, not in s tastitudonal forms alone, but
in terms of all the influences that have helped shape the mind and
character of the rising gencration.” A deficicncy in the work of the
histery prefession, not in schools of edncation, motivated the group,
which "was unanimous in its conviction that, relative to its importance
in the developmentof American society, the history uf education in this
country, both in the schoolreom and outside, has been shamefuily
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neglected by American historians” Buck, Faust, Hofstadeer, Schlesinger,
& Storr, 19577,

Owver the next ten years the Committee used its influence and funds
te promate attention to the effects of education in its many forms on the
core historical developments in American experience: to the building of
new communities on the frontier, to the trapsformation of the immi-
grant into an American, to the fulfillment of the promise of American
life, to the growth of distinctively American politcal institutions, to the
transformation of American society, ta the utilization of the immensely
rich material resources of the nation, to the adjustment of the foreign
policy of the United States 1o i growing responsibilities as a world
power, and to the growth of a distinctive American culture over a vast
continental area {Buck et al., 1957, p. 18-15}. In effect, the Commirttee
called for an educational interpretation of American history and it
supported scholarship about key topics and spensored a series of
high-level invitational conferences, all to draw leading historians into
studying the historical role of education in American experience. Of
thesec mectings, the second, held in Qciober 1959, had the most evident
effect.

A select group of twenuy colonial historians gathered for a meeting
on "Needs and Opportunities”, sponsored by the Institute of Early
American History and Culture at Willlamsburg, to consider two papers
presented by Bernard Bailyn (1960/1972) about the historiography of
colonial education. His first essay sketched a hypothetical history
interpreting how lcss predictable, more expansive conditons in the
colonjes elicited changes in 1the English educational heritage. Bailyn
finessed the difficult task of showing how pedagogical tendencies
actually ook hold in the character formation of individuals and then
spread to a sufficient proporton of a people to mark their collectve
character. He concenirated on how colonial condidons shaped the
educational practices imported from 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
ional activities served as agencies determining Amevican history, some-
thing Bailyn would later do eminently well in The Ideological Ovigins of the
Amevican Revelution {1967/1992), in which he showed how pamphlet
eering between 1730 and 1770 developed the revoludonary conscious-
ness in the colonies. But Fducgtion in the Forming of American Society
{1960/ 1972} was not primarily about the educatve dynamics determin-
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ing historical experience in the colonies, for it conrentrated on the
reverse determining process in which colonial conditiens oflife changed
educational practices. Taken byitself, Bailyn’s discussion of ed ucational
agencies in colonial America would have appeared merely as a highly
competent specialist work, one indicating some opportunites for
rescarch exploring how conditions in a spacsely setiled land shaped
educational practices adapted originally 1o very different conditions of
life. But Bailyn could write, and he gave a short, dry book a powerful,
attention-getting hook, which made it reach far beyond the circle of
specialists it ostensibly addressed.

Education n the Forming of American Sociely opened with a devastaling
critique of the existing literature in the history of education as it had
heen developed and used in schools of education. Bailyn decried the
cardinal sin according to the mores of professional history: presentism,
He lamented that his topic had become part of "the patristic literature
ofa powerful academic ecclesia,” which had become securely ensconced
in schools of education since the 18905, Bailyn showed how the histories
of education written in the formative period for use in universitr-based
schools of education boosted compulsory massschooling. Theyassumed
# timeless, universal validity for current ideas aboutr education and
scoured the past for harbingers of them. The resultant history was
inbred, isolated, and anachronistic. As eduecationa) missionaries, the
authors condescended 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 purposes caused
thought 1o shorrcircuir; they could see in the past only primitive intim-
ations of the present and as a result they coudd only chranicle continui-
ties, unable to perceive, let alone explain interesting change.

In ensuing vears, Bailyn's critique helped to raise the visibility and
quality of histerical scholarship in schools of education. But it did so by
deflecting cffort away from what the Gommittee on the Role of
Educadon in American History had songht to support, namcly an effort
by the historical prafession to develop an educadenal inwerpretation of
American history. For a time this displacement of the Committee's
purpose did not seem very significant, for itsecmed as if the mind-set of
professional historymight Rourish in major schoolsof educarion. There,
leacters such as Cremin, who wanted to regulate research in education
by applying academic, disciplinary norms rather than those of profes-
sional, field-orienied practice, were gaining power. They welcomed
Bailyn's critique; of the eight reviews of it that JSTOR retrieves, half of
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them, all highly positive, were by Cremin and his colleagues at Teachers
College {Cremin 1961a; Bereday 1961; Kershner 1961; Lord 1861} h
hastened the decline of the social foundations movement, large
boostering courses for all students in schools of education, which had
flourished from the 19305 into the 50s. Bailyn's book, followed closelyby
Cremin's Transformation of the School: Progressivism in American Education,
1876-1956 (1961h), 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
zccidents made high disciplinary repute useful in the early 60s, for the
perennial pressure on schools of educaton to raise academic standards
for the better students bad been particularly zcute in the aftermath of
Sputnik. Thanks to the postwar expansion of educational access,
reinforced by the baby boom, enrollments and research funding were
relatively high, lowering the pressures on elite academic units in schools
of education to justify their costs against income. In these circumstances,
power came easily to those with academic prestige. But they did not
develop sirategies for keeping that power should the favorable circum.
stances change. Consequenty, no one observed thar Bailyn's critique did
little to change the role and function thac historical inquiry might serve
in schools of education. He enticized 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 o serve the missionary,
cheerleading necds of the teaching profession, as they had done during
the formative period from 1890 o 1920 or so. He objecied to the way
this boosterism led to peor histery, 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 orshould 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-
ence.

Hence, the gquestion that arose in reflecting on Cremin's work
remains open:
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# Whatis the relationship between historical inquiry and asound
causal interpretation of what educates?

s Does the study of historical experience, which s necessarily
concreie and particular, yield knowledge relevant and important
for the practice of education?

& ‘What can historica] iuguiry contribute to the stock of knowl-
edge zad skill useful to prefessional educators and their public?

To develop these concerns further, it is imporant Lo guery something
Bailyn passed over in silence. In his study of educational experience in
the American colonies, Bailyn began with careful auventon to the
heritage of British eduecational experience that the colonists brought
with them. $lis method was te observe closely how that herilage
changed under new world conditions. The founding of graduate schools
of education at the turn of the 20th century in the United States derived
important institunional forms and scholarly substanee from German
predecessors. His critique of the results of this Jater transfer was a mere
means to engage redders, not his subject, no matter how influential it
became. Hence, acknowledging s German source, Bailyn nevertheless
treated American historical seholarship as il it sprang de nozo, with
neither a past nor a prior rationale. This procedure mysiilied deficien-
cies in historical work by cleaking them in a seeming natural inevitabil-
ity.> Bailyn's critique cries out the question he did not ask:

# Isthere a historical explanation why the historians of education
at the turn of the 20th century wrote the sorts of foreshortened,
anachronisiic histories that they chose to write? Might they have
done otherwise and if 5o why did they do what they did?

* kW

In the United Swtes, educadonal scholarship took shape around
1904, heavily influenced by examples from Germany where advanced
study of education had already developed a strong institutional base in
the universities. To explain why carly American practices took the shape

* Inerviewing Bailyn in 1994, Edward CGennery Lathem ssked Ballyn whether he thought
prolessionals conld write good hisiory about their professicn and Bailyn hearkened back Lo
Educoticn 1a the Forming of American Society and suggesied that (he lemplation to foreshorien
bistory in & sezrch for the aniecedents of the present was nearly irresistihie (Bailyn 1994 pp.
§7-9).
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they did and to explore whether alternatives were possible, it is impor-
tant to examine the German roos of those pracces. These were diverse,
extensive, and difficult, and here [ can touch on them only briefly. One
can probe the character and limits of the wansfer by looking for
differences in histories of educational thought written for German and
for American educators,

Pick up a German Geschichte der Pddagogik and peruse the contenis.
The cast of characters will largely be familiar from most any History of
Educational Thought, exceptfor the chapter on Friedrich Schlejermacher,
prominentin the German histories and absentin the American. Despite
many similarities in coverage, German histories of pedagogy have
regularly devoted signilicant attention to Schleiermacher as an educa-
tinnat thinker, while American historians have said virwally nothing
about him. Chances are, unless interested in Protestant theology, an
American educaror will have no inkling abeut Schleiermacher, which
should lead us to ask quickly, "Who was Schiciermacher?™

o Did the absence of Schleiermacher in American histories of
educational thought have any significance and might it help
explain whether the history of education can have a rolc in
schools of education other than missionary boosterism?

To describe Schleiermacher as a key founder of liberal Protestant
theology is accurate but vusatisfactory, for that description leaves much
out. He absorbed, imegrated, and advanced the powerful sthinking 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
prezcher who proved inwardly meaningful 1o many persons with diverse
casts of mind. He secured important advances in the theory of interpre-
tation and translation and applied his ideas about these in practice, not
only to religious texis, but to the classics as well, translating altmost alf of
Plato’s dialogs into German versions that still stand as among the best.
Schleiermacher was a great translator of Flato because he brought to

€ Gunter R, Schmid,, a speciafist in the foundations of educatien and refigions cducaton a1
the ipiversity of Hambuorg, made this point (1972, pp. 250-459), Unfortunaiely, Schmide
wrote with toa littde sense of how best o bring cut Schletermacher's relevance for educational
ihowghtin ihe LUinkted Sates to awaken real attention 16 him. Typically, for the founding of
educalional scholarship in the Unived States. a woark such as 7% History of Fedagogy by Gabrici
Compayré (LHOB) passed as good hiswory of edncadon. ki bad a useless iwo gentences on
Schieiermacher and a page and a balf on the German educationsl thought and praciice in the
decades before and after 180G,
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fruitivn in himself 4 deep and profound interpreation of the difficult,
maportant understandings of fife and education embedded in Plato’s
thought and work.” With such understanding, he collaborated in
effecting major educational reforms in bath secondary and higher
education. For many years a prominent professor at the rpost innovative
university of his time, he taught engaged students in tension with the
likes ef Fichte and Hegel across a repertoire of big subjects — the major
branches of theology {philosophical, historical, and practical), dialectics,
aesthetics, hermeneutics, 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.

Schlciermacher advanced culiure and pedagogy as an imporiant
figure in the movement of Newhumanismus, which broadly uaderstood
comprised the work of numerous thinkers of major stature, e.g., Kant,
Lessing, Herder, Goethe, Schiller, Fichte, the Humboldt brothers,
Hegel, Schieiermacher, and so on. Historical life, sustained by groups
and experienced by individuals, preoccupied them all, especially
Schleiermacher. In living a historical life, the basic challenge was
interpretive, hermeneutical, to {ind oneself having to make sensc within
an immense and powerful otherness, having in endless ways to deter-
mine the indeterminate and to suffer the consequences. Fach person
faced the vital imperative inherent in the condition of finding oneself
alive in a complex wortd: develop some understanding with which to aer,
to endure, perhaps o flourish. This imperative was not an external
ought, but an immanent necessity. As interpretation was essential in
writing histery and in reading texts, it wus even more omnipresent and
inescapable in living life®

Within philosophy, Schleiermacher gave hermeneutics, the theory
of interpretation. greater importance relative o epistemology, the

? Buhrkamp Verlsg, one of (he moxl prominent publishers in Germarny bases i3 1en volume
paperback edition ol Plaio’s work on Schleiermacher’s vanslaiiony, Plawn Sdmtlicke Werke in
zehn Binden. fiviechisth wad deussch, "The Art af Interpreting Plate.” julia A. Lamwm's
contribution 1o The Camiridge Companion fo Friedrick Sekiviermacker (Marifia 20051, i an
excellent discuasion of Schivimacher on Plan,

* tn addition to The Lambridge Companion in Fricdrich Sehlsiermacher, see Withelm Dilther's Leben
Echiviermachers {vol. X1 in Ditdiey's Gesammelte S:hriften 1957) and Kart Newald's Schlewermacker:
fohon, Werk uad Wirkung (2001). My reading of Schiciermacher is stifi verv much & werk in
progress, and 1 2xplain hew { now anderstand his work with as much clarity and viger &s fcan
winster, boiitshould be urndenstond asa provistonal imwerpreation, offered as a starding poim
forfuriter inguiry by imyself and others, ot s 2 set of conclusions based on exbaustive study.
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theory of knowledge. 1n theology, revealed doctrine did not define a
church; 2 ¢hurch, understood as a historical, soctal interaction of living
persons, revealed its doctrines through the meanings its members
manifested in the historical experiencing of their lives. These lives
incarnated their interpretation of their religiosity, of their feeling of
contingency within the mysterious givenness 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 historical
church. This vital situation was circular, 2¢ it must be, for interpretation
works on and through reciprocalinteractions, which were what the given
life consisted in: to live is to cope continuously with ail the circumstantial
reactions to every action that one takes. Fulfillment and decline come,
not through direct progressions, but through spirals of interaction that
prove virtuous or vicious in their cumulative effects.'

This primacy of historical life and the concomitant centrality of
interpretation in it led to a distinctive understanding of ¢ducational
relacionshipsbewtween 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 continuocus 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 actnality, Through formative interaction with specific
circumstances, a person conld 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 these circumstances, but from within
each living person,

In a vocabulary suited to thinking about lived experience, substitue
ing gerunds for abstract nouns leads to greater clarity, for meaning
inheres in the acting. Thus, educating bappeued in experiences lived
hy active, thinking persons engaging in forming themselves by pursuing
fulfillment, by develeping skills, and by construing intentions within ail

® For Schleiermacher's theology, the place 1o suart i On Refigion: Speeches (o 1 Cultured Despisers
€1088). Day Leben Jesw was g nascent genre thal Schleiermacher greatly advanced in his
tectures, at which Davig Friedriels Strouss was 2 elose auditor,

W See Friedrich Schieciermacher, Hermemeuties and Criticism and Guher Wrisings (1998).
Hermenewiics: faterpreiation Theorysin Schiciermazher, Dilthey, Heidegger and Gadamer (Palmer 1988
is # widely read sccondary source seuting Schiciermacher in his philosophical contest.
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the key domains of life — familial, social, political, and intelecual.

.What educated was participating in a cornmon, shared life that arose as
personys of differe nt ages, capacities, and characteristicsinreracted across
all their differences. Engaging o all the constituent elements of life was
what educated, a process by which each differentiates and incarnates his
or her unique personhood. Educating would take place pervasively
through afl the main compeonents of the commen life — [amily,
Ianguage, comrounity, civic association, the state, religion, thought and
knowledpe.

For Schleiermacher, each person lived 2 pedagogical drama by
striving towards a human fulfillment through ap interpretative interac-
tion between Fertigheit, realized skill, capacity, accomplishmeny, and
Gesinnung, maotivating disposition, intention, sentimeny, conviction, One
had some skill and acted with it accerding to some motivation and the
experienced resuls gave clues about what might follow, with it all
orienting itself by 2 longing for a fulfillment thar was always a real
feeling, however variable and subject to reinterpretation its object would
always be, Educating was an ongoing, ubiquitous hermencutic actvity,
continuously interpreting oneselfand the world, through which persons
living in a given world formed their capacities (o anticipate and act
within it. A protean intention would lead to a tentative forming of a skill
and the new skill would enable inenton to differentiate and concretize
in a drama of pedagogical contingencies, Geist or spirit — living
intelligence and thought — must pervade all imstruction: beware
methed lest it become mechanical, for “the mechanical is death.” In
scant outline, these concerns rypified the educational views that the
founders of the study of education in the United States did not
incorporate inlo the repertoire of educational ideas they derived from
their European heritage. These views lead to three complex questiona:

# First, was Schiviermacher representative of anything of sub.
stance and importance and does it have potential intrinsic
interest 1o those of us concerned with education?

& Second,how and why did it happen that Schleiermacher’s work,
and the movement of thought and experience that it might

o Friedrich Schleiermacher, Teeie sur Phdagogik: Kommensiertc Studionausgabe, Band

Ciruadolige der Ervishunghunst (Vorlesungen 1826), (Winkler and Brachmann 2000} passim,
quotation from p. 292, The text of these leciures 3s 3 foll, 100 page wark on the wt of
education, which was first published posthumaonsiy in 1849 from nowes by Schileiermacherand
his sludents zbout his 1826 fectures on pedagogy.
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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 possibilities, which the work of Schleiermacher and his peers
might hring to us, and would the benefits of recovering it be
commensurate with the scale of effurt the recovery would entail?

* b F

Schleiermacher lived and worked as an integral part of a great
cultural flourishing in which educalive experience was the central
concern. En the second half of the 18th century, currents of advanced
thought coursing through Eurcope, particularly Hume's skeptical
arguments about causality, awakened not only Kant from dogmatic
stumber, but others as well, undercutting the assurance that mankind
generally and oneselfspecifically enjoyed asecure place in a providential
chain of being. Early 18th-century German raticnalisis had held thar
human reason, for some by itsell and for others with the aid of divine
revelation, attained certain knowledge that redentption and salvation in
a transcendent eternity was a real prospect, open to each, regardless of
his or her present station in life, This assyrance came into general
doubt, forcing even those who decided like Kant's colleague, Johann
Georg Hamang, to believe nonetheless, to entertain deep uncertainties
about the powers of human rcason.

Such an awakening had been taking place all over Enrope and to
some degree it came 4 bit late to German areas, but when it came there
the conditions were both somewhat peculiarand ripe, In German courts
and cities, a new reading public, supported through asalaried economic
base and confined with little prospect for autonomous political
influence, channeled its awakening awareness into directions more
cultural and pedagogical than politcal or enwepreneurial, 1t did so at
a time when a guickening of communicadons invigorated life in towns
and the many small cities dotting the German lands and astronger trade
in books, journals, pamphlets, and diverse asgociations for eultural and
pedagogical action, were emerging as significant means for realizing
human aspiration, The upshot was a bright florescence of inteltectual
and cultural siriving that 1ook as a point of departure the recognition
that 1o be human enmiied living as a seif-directing, indeterminate actor
in a big, recaleitrant 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 soundly select from among
all the possibilities which ones are the ones that we should 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 providentiallysuccor and guide themn. The
movement of thought, which we can call Newhumanismus, drew together
one of those unusual concentrations of concern and rapacity that
occasionally arise in history. To appreciase its achievements, consider a
historical hypothesis: like its great predecessorin Classical Athens, where
an unusual concentration of good thinkers joined to worry the question
whether virtue, arefe, boman excellence could be taught, here an
unusual grouping of good minds gadiered over several generations to
argue out what would best educate, recognizing, 33 §. G. Herder put ir,
that "each can contribute to the beterment of humanity anly what he
himself makes of what he can and should become " Singly and rtogether,
what can and shoueld human persons make of themselves? Here was 2
shared search for the educative capacities that were immanentin human
persons, singly and collectively. Here was the living source of critical
philosophy and its follow through in critical idealism {Kant, Fichte, ete.},
of the poetic and artstic celebrations of seif.constituting selves (Goethe,
Schiller, ete.), of fastrepreading histarical inguiry into the manysided
human capacity for creative self-differentiation (Lessing, Herder, e1c.},
of the deep probing abou how the human uses of language in their
diiferent varietics and forms generate cultural craditions flourishing
across time and gpace (Hamann, Wilhelm von Humhelds, elc.), of the
phenomenological reflection on the unfolding of human possibility
through the self-creation of Gast, that is, spirited thinking by persons
alive in a world {Hegeh)."?

5 an avihoritative handbeok on the Bitdungsgesskivhte ol the perisd has recenily been
published (Hammerstein and Herrmann 2045). Theodor Ballastf wad Kiany Schatler give a
thorough survey of majon consributions in the 3rd and 4th paris of Padogogih; Einz Gesciichir
drr Bildung und Evtichung « Band 1: vom 18, bls yum 19, Jahrhunderi (1970, eap.. pp. 33R-567). For
gaod intetprewtions of the pedagogical development of Newhumunismirs, see e Geechickte der
Padagogik: Vou der Aufkdirung bis wur Geogenwart by Herwig filankenie (F982) and Thenric wnd
Cieschichie der Reformpridagugih, Teil 1 D pddagopische Brwepung von der AufRidrung bis zum
Nevhumaniomus {(Benner apd Kemper 2503). Neubumanismusmakes sense within what ssseme-
iimes called Problempasekichie in German. W groups work and activity that shared a common
siarting poink, a perceived problem that motivaed diverse people 1o address it with both
similar and divergeni resulis. We might iranstate the endeavor inio English by saying thaz one
is wrising about a ‘historical problemaiic’, or perhaps even beuer a historic problematic’ —
bath are better than the self-defeating ‘preblematic history’ but neither is entirely satsfaciory.
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At first, the influence of Newhumanismus dominated the emerging
study of education in German universities. Many contributors to this
movement of thought, among them Basedow, Kant, Herder, Salzmann,
Trapp, Campe. Villaume, Pestalozri, Niemeyer, Wolf, Fichte, Nietham.
mer, Wilhelm von Humboldt, Hegel, and Schleiermacher, participated
in concrete, practical efforts towards developing the educational
profession. Early in the 19¢h century, August Hermann Miemeyer and
Friedrich H. C. Schwarz drew many of thesc ideas together in a
conception of historical pedagogy that formed the intellectual founda-
tions for the stody of education in German universiries. Adolph
Diesterweg, the influential Prussian educator, called Schwarz and
Niemeyer, "the Nestors of German pedagogy,” and of the two, Diesterw-
eg thought Niemeyer the more practical, but Schwarz the more
impartant one, “deeper, many-sided.""’ Both thought that education
took place in the hivtorical, cultural 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 ic
unfolded in the complex actualities of countless persons' lives. To grasp
concrete possibilities while respecting the muldiplicity of particulars,
peaple needed to engage the idea of education historically, wo reflecton
the sum of activity that had been guided by it. People could learn o
think "as educators” by thinking about past educational experience, not
to find in it repeatable methods, but to develop the insight and skill (o
interpret educational possibilities in the complicated, concrete situations
of life. The history of education did more than illustrate sound and

For examples of the use in educaiional hisiory of the pedagogical problem, see Fritz Marz,
Probilomgeschickee der Pddagogik (1978, 1980}, and Dietrich Benner, Die Pidagopik Hetbaris: Eine
probismgeschichibiche Einfiihrang in dis Systemaiik neyzeitlicher Fddagogik {1393}, An older survey
provides a good example us well, Das Pidagopische Problem in dev Getsicsgaschichie der Nruzeit by
Hermann Leser (1825 8 J928}, ihe second voleme of which is very useful with respect 1o
coniributors io Neuhumaniravs,

" See “Leben und Werk: Friedrieh Heinrich Cheistian Schwars” by anon. in ¥. H. C, Schwarz,
Liehebuch der Evvichungs und Unlervichisiehre {1968, pp. 373-894, p. 374 for ithe quolation).
Theodor Ballauff snd Klaus Schaller (1969) presend Schwarga pedagogical work in the contexi
of his dmes well in Vol. ¥ of their Pddogngik, { pp. 552-583), ay they do for Miemeyer {pp.
530-6353.
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unsound methods; it did more than inspire educators with professional
pride. The history of education empowered prople to think and act
educationally; it enabled people to grasp the range of educational
possibilities that had been given life in past experience and to realize
that any further possibilities to be achieved would be done as historical
extensions of theit own educatve activity. Educating took place in
history and was to be studied through history and the educator had to
be careful not to impose ideas externat 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 possess universally valid knowledge of what works, to
arrogate control over the life of others.'*

Stighdy younger, johann Friedrich Herbart developed a different
conception of pedagogical study (1884). Most of Herbart's peers started
with the assumption of an inalienable autonomy in cach person from
birth on, with education consisting then in efforis to respond construc-
tively to the student’s willed actions and reacdons. Schlejermacher and
most contributors to NevAumanismus thoughr that will, a force to aci with
some intention, inhered in life, integrally sxutonomous. Rather excep-
tionally among his peers, Herbart held that initialty the will was ahsent
until it was instilled in each person through external instruction. For
most, the autonomous will was the condition, enabling the teacher to
respond constructively to the pupil's intentand effort. For Herbary, an
autonomous will was the key fruit of the teachers work, something to be
molded with ethical insight and imparted to the pupil through psycho-
logically astute action. In his view, educational influence used instroc-
tion to shape each new horn human, helpless withour a will, hut plastic,
receptive to external, forming influence, through it becoming an
aunomous person in the mold of his upbringing. Two systematic
disciplines were helpful in constructing a sound pedagogy for this task:
ethics would give authoritative guidance concerning valid educational
ends, and psychology would enable educators to determine what
cducative means would be sound and effective. Herbart advanced his
ideas leaving a lot of room fot later interpreters o (il them out, which
they eventually did, and since those who filled them our were less
many-sided thinkers, they did so by elaborating Herbart's reflections

* For Niemeyer's wark, see his "Uberbiick der ailgemeinen Geschichie der Erziehung und
des Unterrichis” (1884, pp. 311434, quowtion, p. 9537). In addition, in 1813, he published
a compilation ol sources on Greek and Roman educatvonal theory, Origineditelien gricschischer
and rémischer Kigssiker whey die Theorie dey Ersishung und des Unierrichiz.
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{1864} into a far more systemacized set of methods by which teachers
could deliver a Herbartan program of instruction, often with more
fidelity than understanding.”

Through the 1830s, the historical pedagogy of Niemeyer, Schwarz,
and others held sway, but from the 40s on Herbart’s posthumous
influence slowly but steadily grew through the work of his followers. Late
in his career, Herbart had ried 10 start a Methodensireil with Schwarz,
arguing that the respect for historical particularities was misgunided and
that sound pedagogy had to use scientific methods to arrive at generally
valid pedagogical principles (Herbare, 1848, pp. 744-755). This view was
not forgotten by Herbart's followers, In their view, an expanding corps
of teachers delivering standard curricula as functionaries in well-organiz-
ed schools, needed tested, dependable methods, applicable routines,
not ¢laborate powers of pedagogical interpretation. For them, history
should iHustrate those methods, rather than cultivate educadonalingight
and understanding,

Late in the century, the last and most influential of the German
Herbartians, Wilhelin Rein, gave a clear, pointed statement of the
relation of historical and systematic pedagogy. Rein systematized the
tradition of Herbartian pedagogy, edited the Encykiopidisches Handbuch
der Padagogik and wrote a threevolume Pddagoegik in systematischer Dars-
teliung among many other works, all of it a fulfillment of late 13th-
century German educational science. Rein took Herbart’s complaints
abour the work of Schwarz 1o their logical conclusion, and his views had
substantial influence on the struciure of educational scholarship found-
ed in the United States and England.

Rein divided pedagogy into two parts, the systematic and the
historical. He organized all positive knowledge pertinent to education
under the heading of systematic pedagogy; he left historical pedagogy,
an equivalent division, completely empty, for be held that however
informative it may be, trvielded no positive knowledge. In explaining his
conception ef pedagogy, Rein quoted Schwarz, who put “the 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 1o our present
Bitdung before we can know what we have to do in order 1o form and
educate our children well.” Rein commented unequivecally: "We hold

¥ For an overview of Herbart's educations! jdeas and their siow rise to prominence, see
Harold B, Dunkel (1964, 1978).
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this sequence to he faise.”" For Rein exactly the opposite was true. To
write history well. the historian had to master systematic, scientific
pedagogy first, before looking at the past, for only then could the
historian judge rightly what he found in the past, for only then wonld
the historian have the knowledge needed to discriminate soundly
between what was right and wrong in past practies. In language not
unlike Cremin's, Rein declared that "one must {irst have acquired
through speculaden [ethies] and experience [psychology] a solid,
all-around theoty before the history of previous efforis can be studied
with success.” Withoutsuch a theory grounded in the systematic study of
education and a rigorous ethics and psychology, the student will lack
"the standard by which previous efforts can be judged.”” Here, all Iaid
out, explained and schematized for ready adoption clsewhere, was the
presentist agenda of historical work, the fruis of which so offended
Bailyn’s historiographical sensitivity.

By the late 19th century, American educators were in the habir of
looking te Germany for educational scholarship. The process of
borrowing is fraught with difficulty. Already, the precursors of American
educational scholarship — Henry Barnard, Horace Mann, William
Torrey Harcis — had laid the foundation for imperfecily incorporating
European educational scholarship into the emerging university in late
thcentury America, Forinstance, Henry Barnard'sdecision to publish
a translation of Karlvon Raumer's Geschichie der Pddagagikin the American
Journal of Education had been a singularly poor choice for the study of
European pedagogy, for it was riddled with Lutheran fundamenwlism
characteristic of the reaction against the theological liberalism and

¥ CGompare Schwarz (E82Y, p. xiii} t0 Wilheln Reln, Fédagogih in spsismativcher Barsieltung
(1827, p. 785

T Rein, Padagogik in sysematischer Darsteftung, vob. 1, pp. 70-72. These guotations come from
ihe 8rd. edition of 1927, which [ use a1 1this point for conveniesce as § bappen o own it The
Firas edition was 1902, Rein held these views of historical prdagogy throughout his work from
the 18885 on. Another clear statement of them is from hisartirle on "Philosophical Pedagogy”
i1 the Encsklopidisches Handbuch der PAdagogik, ol whicl he was (he genersl sditor (Yol VI, pp.
4545498} . "Himtorical pedagogy views exiziing cducallon as having had a becoming and follows
the comlittens of as development 1t sketebrs a picture of past educarional cooditions and
follows the developmen of educatonal ideas from rhelr origin up o the present in veladon
1 ecanumic and intellecieal movemenis of eulture. {o this manner, historical pedagogy can
be a zonee of inatroctdon far systemaric [pedagogy]: by the same toked the latier, in additen
ka seeking selid norms for the presencand future, alse sharpens the eyr for what happened
in the past.” {pp. 442.5)
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humanism of Nenhumanismus.® American 19th-century school reformers
have generally won praise for their efforts o make use of European
educational scholarship, but however meritorious for wellmeant effory,
they were usually wobbly at best. Hurried, groping, long-distance
attempts by reformers to appropriate inteliectual wellsprings often
provided little of acwal substance, for they indiscriminately grabbed the
first accessible appearance.

American cducators borrowed from the German Herbartians in two
overlapping ways, First, doctrines about teaching practice became
popular as Herbartdanism. 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 o a fading psychology, however, it soon recedcd into
obscurity, its doctrine of apperception devastatingly mocked by William
James and others (James 1992, pp. 800-807). But American educators
also borrowed a second far more lasting influence, for they imported an
academic organization that the Herbartians had successfully institution-
alized w1 a vniversity program of studies for the field of education. This
second form of Herbardanism, its program of university studies,
restricied positive knowledge about education to a systematic pedagogy
generated through ethics and psychology. liwasseparable from the firse,
Herbartianism as a teaching practice. If Herbartian teaching methods
lost favor among practitioners, the Herbartian program for the
university study of education could nevertheless persist and even thrive.
Thathappened. The program endured: American educators institution-
alized the graduate study of education in the United States largely
according to it and this institurional structure has long cutlived the
hegemony of Herbartianism in educational practice,

To this day, the Herbartian program of studies is familiar, Psycholo-
gists will find universal truths about human learning and ethicists the
unbversal good of human action. Diverse instructional methodologists
will transiate these findings into a correct curriculum and effective
methods for teaching it. Experts on policy and administration will
prepare administrators to implementa system of educational ingtitutions
that will impart 4 sound education to all. Historians of educadion will
show how this hard won state capped the progress of the nation and its
contribution 10 mankind. The Herbartian institutional program

M See Karl von Raumer (1846; 1847; 1854) These, aloag with later reprints, can be accessed
through Google Books.
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explicitly charged educational history with a specific role thatled to its
anachronistic cheerleading, which Bailyn found so objectionable - in
this program, all 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 ahout systematic pedagogy and the instirutions through which
they would put it into practice.

e Was the dominance of this program in schools of education
fated? Were alternatives to the role assigned to the history of
education possible?

& ok

Antecedents existed for the historical practices that Bailyn stigma-
tized. They did not spring forth spontaneously, for American scholars
writing educational history in newly founded professional schools were
conforming to a prafessional rode and norm, then held te be authorita-
tive, which derived from the Herbartian program in the German
universities. In Germany, this idea of how 0 use history had neither
heen the only alternative nor had it always been in force. From that, we
might conclude that the uses of educational history within the profes-
sional preparation of educators could have been different, opening the
possibility that they are susceptible to change. But are we not believers
in progress, malgré rous? Does not the wuxing ol Herbartianism in the
19th century, accompanied by the waning of an outworn humanistic
alternative, indicate that indeed the Herhartian role for edurational
history is in the end 2 mecessary professional reflex? An affirmative
response (o that guestion faces one problem, however, Precisely at the
time that the Herbartian model was crossing the Atlantic, German
educators were resuscitating an  historicaily grounded pedagogy.
something again largely missed by American visitors to the German
world of academe.

For instance, in 1888, Wilhelm Dilthey, one of the lcading German
thinkers of the time, published an important article "On the Possibility
of a Universally Valid Pedagogical Science” in the Proceedings of the
Prussian Academy of Science (1962, pp. 5682). Dilthey addressed the
Herbartian program for the development of sounid pedagogy directly.
He noted, and accepted, the general practice of basing pedagogy on
ethics and psychology, contesting instead the intellectual character of
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both fields: for Dilthey, all ethical purposes were historically condb
tioned, as was all psychological analysis. Although Herbart correcely
began with the pupil's Bildsamkeit, his plasticity, for Dilthey this suscepti-
bility to [oimative influence was not something that arose from the
absence, at the origin, of any will. Bildsamkeit came insiead from the
weleological character ofalllife, which from its firscorigine differentiated
life from inert matier. As an active, teleological being, the pupil,
howeverinchoate, would actadaptvely upon every external and internal
stimulus, exercising an autonomous will in collaboration with which,
under concrete circumstances, the ¢ducator had to work. In short,
Dilthey rcasserted the view, so preduminant in Neuhumanismus, thay all
educating worked through the scif-educating efforts of persons and
groups to fulfill their capacities for self-determination within the
constraings of their lived experiential conditions, In doing so, Dilthey
made a powerful case for the importance of historical reflection in the
developmentof pedagogical thinking on the partof would-be educawors.
His understanding of pedagogical knowledge had extensive influence
in Cerman educational scholarship and practice through the Weimar
period, and it is regaining much swrength after having been seriously
weakened in the Hitler era '

Dihhey was a great, difficult source of reflection on the human
awareness of life. For him, humans were manysided; they were purpose-
ful, thinking acters in the world. Observers had te take both the
specificity and the complexity of life into full account. In living lite,
persons elaborated active mind, Geist, from and in thelr experience.
Dilthey's significance for the human enterprise, especially for education,
is still far from fully realized. Like John Dewey, Dilthey charted a course
between those who believe in the possibility of objecrive certainty and
those resigned to a relativism without rigor. Both Dewey and Dilthey
anended closely 10 concrete experience, to lived life. Dewey took
experience as a given and concenirated on what attending to it could
mean for different forms of activity - for education, art, 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 4
generous collaboration by his readers, who needed to agree with him

* An excellent study of Dishey's pedagogy by & leading preseni-day scholar §s s Pidagogik
Witkelm Dilthays: IRy wissenschaafistheoretischer Ansak in Dilthess Thoorie div Geistermissenschafien by
Ulrich Merrmana (1971), For the eurrentratnifications of Ditthey'sinfluence among tserman
educiors, see the Festschrift for Wiutried Babim, edited by Wilhelts Drinkmann, Beikedt -
Geachichie - Vernunft: GrundBinien peisteswissonschafilicher Pédagogik (1987].
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spontaneously that indeed the way to consider these topics was in the
light of experience. It contrase, Dilthey spent more effort developing a
phenomenology of lived life, interpreting through his conceptual grasp
what humans concretely did in experiencing their experience. Dilthey
actively appropriated experience, showing the necessity of taking it to be
the ground for the whole edifice of human culture. Dilthey ook on the
more difficult task and consequently never had the popularity of Dewey,
but Dilthey provided a stronger foundation upon which others could
build.*

Much of 20th-century thought in Europe has been deeply informed
hy this recognition that historical life is a primary ground of thoughtand
action, renewed by Dilthey, Nietzsche, Marx, and others and then
developed to the present by awide range of major thinkers. Elements of
these developments hover at the pedagogical periphery in the work of
various critical theorists. Some are lamely mobilized in current American
educational research under the heading of qualitative methodologs, but to
reduce this work to a method is to kill it, asSchleiermacher said. Itis not
a matter of defining education more soundly — education is not a topic
to be defined; it is a constituent element of all human life as each lves
it. Educarors must artend to people educating themselves, respecting the
autonomy and integrity of each. Teachers must weasure lived actualities
and recognize, observe, explain, interpret, value, respond, assist,
criticize, exhort other persons as they struggle to form themselves in
constructive fashion throughout their lives, be those great or small, In
Dreath of a Sulesman, Willy Loman's wife vebukes their son for a callous
remark about Willy, who was lesing the sense that bis life had worth and
meaning.

Idon’t say he's a great man. Witly Loman never made a lot of money.
His name was never in the paper. He's pot the finest character that
ever lived. But he's a human being, and a terrible thing is happening
t him. 50 avention must be paid. He's not to be allowed to fall into
his grave like an old dog, Attention, arrerition must finally be paid to
such 4 person. (Arthur Miller 20006, p 195},

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

* James Kloppenberg gives a good discussion of Bilthey in relaling io Dewey and James in
Uncavtain Victorp: Socind Demorrary and Progressivism in European and Amarizan Thoughl, 1870-1920
(1986), e9p. pp. 7280,
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adverse. Allention, oliention must be paid lo each person: that is the educa-
tor's imperative and it is through the historical siudy of educative life
ihat educators bulld their capacities to pay that atten tion and to assist in
the formative efforts they can observe, recognize, and value,

Te interpret experience cducationally, the historian nceds to
mobilize three sources of interpretative leverage that Niemeyer
identified - pedagogical introspection into his own educational
experience, pedagogical reflection on educational experience in the
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}. Whatcan an educator learn from historians who do
these three things well? He will develop his capacity to pay attention to
anather's educational effort, to recognize how she is trying to form and
develop herseif, to perceive what may be helping and hindering her
efforts, and to understand how to proffer agsistance with tact and insight
enabling her to move hergelf ahead.

In addition, study of educative experience in the concreteness of
lived iife should more deeply inform public understanding and
expectation about education. Most educational controversies, and many
educational reforms, get their energy and direction from historical
arguments. The Herbardan 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 anention must be paid to the pedagogical lives that
children, persons young and old, experience across the gamut of life
circumstances — children and youthsand adultsand even the aged, Each
is 2 human being. Both terrible and wonderful things happen to each.
Attention must be paid. The good educator needs to sorengthen and
deepen her capacity to pay atention, to recognize the inner strivings of
persons very different from herself, o 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 edncating professions need to attend with much greater
empathy and imagination, much fuller understanding, to the inner
experience of living persons in all conditions of life. Close ohservers 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 fittde intellectual standing in the
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profession andin public deliberations on educatinonal policy. If attended
to at afl, they are atrended 1o as prophetic voices, speaking from the
wilderness.”

When educational scholarship discounts knowledge and undersiand-
ing of lived, historical experience, it leaves historical argumentation
open to the most artful and unscrupulous ieologues. The movement
towards making the work of schools accountable to an explicit set of
instructional standards and to steady improvemeni in test scores
exemplifics the resulting collapse of historical imtelligence. The
movement amalgamates two historical expectations that people want
schooling for all 1o further: the expectation that good schooling will
enable the society to achieve its egalitarian ideals and the expeciation
that good schooling will extend the relative strength of the American
econamy as it undergoes the challenges of globalization. These are fine
generalides, but what do they mean in the lived experience of different
children, across the full specirum of differences incarnated in the lives
of chitdren? Neither historians of education, nor historically grounded
social science, has clarified the pedagogical experience relevant to these
aspirations. In the lived lives of real persons, what actual educational
experience will enhance their specific capacities and dispositions o
make a polity more or lesa egalitarian? What specific personal achieve-
ments will enable José and Sujata, and cach child, to each meet the
economic challenges and opportunities that each concretely faces as his
or her particular incarnation of the great global generality? Eachisa
human being. Who will pay the attention that must be paid?® Theseare
very difficult questions the difficulty of which can only be made publicly

B Michael Harringlon's Osher Americo (1962} receives credil for putting poverty on the

nationak policy agends early in the Kennedy adminisration, butithat was long ago and we have
leamed anew not o see aad think abont the lives of Lhe poor among ewr midst, What political
Teader wili step forward 1o say thai we must devise policy 1o enable each specific child, caught
it the canerete silnations that obstervers sich as Kozol document (1990, 1992}, 16 achiove his
of ker full human porendal?; See also Robert Coles” Children of Crisis { 2803}, In addition to
e human difficonltics Kozol bias documenied in his books, onre of the disiurbing elemenis in
the historical situstion i3 the degree 1a which he has had 1o repeat hitaelf over and ever
again, throughout a long rarzer.

¥ Reiative to the specific lives thar Carherine Boo as been documening during the past few
years in the New Yorker, the educations] policies based pn abstract disgneres of the econemic
chullenges from The Nation of Risk thraugh Tough Choirex or Tough Times seein mindlessly
abstract. Somchow we need 1o recover 8 shared conviction tha: each and every child, no
matter how adverse his or her rircumsiances, has a real potential of resl, positive vzlus, such
that each and all of us have a positive interess in providing the conditions reguisite for hisor
her fulfiffmeni,
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evident as though tful scholars entertain them in reflecting on the lived
educational experience of persons as they engage the concrete
circumstances of their lives,

As we s1and on the sideline and historical arguments about what is
educarive in the world ricochet about us with little clear attention to
their substance, vacuities gain a purchase on policy and practice. Studies
based on the historical reality of concretwe 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 atlarge, may become
more intelligent and effective, mere varied and appropriate to the lived
realitics. Over time, we can embrace 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 sitnation where each person, like it or not,
seeks selfrealization undercircumstances where spaceand time,
and all that happens therein, are so compacted and foreshore
ened?

& Whatideas, skills, and values will a person actually find helpful
in coping with the particular configuration of circumnstance that
he or she will experience?

Let us put che real, the difficult questions at the center of sustained
inguiry and work,
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