EDUCATIONAL LEADERSHIP IN A TIME
OF CRISIS, 1932-1940

Thesis for the Degree of Ph. D.

MICHIGAN STATE UNIVERSITY

JAMES EDWARD MEULENDYKE
1970



Li5E2ARY '
Michigan State
Univcrsity

This is to certify that the

thesis entitled

EDUCATIONAL LEADERSHIP
IN A TIME OF CRISIS

1932-1540

presented by

JAMES EDWARD MEULENDYKE

has been accepted towards fulfillment
of the requirements for

Ph.D. degree in Educational Administratien

&

Major professor

Date__August,ll, 1970

0-169

BIN‘SING BY
HOAG & SONS'
BONK BINDERY 1N

Ly aRy ¢ 5



ABSTRACT

EDUCATIONAL LEADERSHIP IN A TIME OF CRISIS,

1932-1940

By

James Edward Meulendyke

The purpose of this study is to trace the history
of educational leadership from 1932-1940. This period of
history presents an opportunity to study the impact on
education of forces generated by an economic and social
crisis. Educators need to know more about why they act
and react as they do. They need to know which social
forces act as catalysts upon them and what traditions
in education cause them to take the positions which they
do. Education is an important part of social history and
is best understood in context.

There are two major theses to this study. One is
that education and the schools remained a refuge for
individualism, pragmatism, and middle-class dominance in
spite of trends in the political and economic sphere
away from laissez faire toward a more planned society.

The other hypothesis is that much of what schools do in
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the name of change is for expediency and is mechanistic
rather than philosophical.

The ideas of American social, intellectual, and
educational historians were reviewed to assess the rela-
tionship of society to the schools. The writings of
education professors were surveyed in order to ascertain
changes which were being advocated--both social and cur-
ricular. A study of the U.S. Office of Education and
state departments of education was undertaken to determine
how and to what degree their roles changed and what their
impact was on local school districts. Board proceedings,
journals, annual reports, curriculum offerings were
studied to determine the real effect of all of these
forces on local administrators and to find evidence of
change or resistance.

It was concluded that:

1. There was a dichotemy between theory and prac-
tice. Sufficient administrative theory had not been
developed to combat the pragmatism and provincialism of
the local administrator.

2. Democracy and ideal citizenship were never de-
fined. While democracy was accepted as a method, the
liberal values of educators kept them from defining it as
an end. The individual was placed above institutions,
resulting in iconoclasm rather than a positive attitude

toward society. An education emphasizing immediate needs
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encouraged isolationism in both time and space and did
not provide a universal perspective.

3. The change which did take place was merely a
shift from economic to social and political individualism.
There was no real difference between liberals and conserva-
tives in education. Neither abandoned individual rights
nor self-realization. However, this doctrine had lost
its relevancy to a technical, interdependent, and shrink-
ing world. The schools not only failed to purge society
of its old values, but they indoctrinated a new generation
into them. Inequalities within the school were justified
by a respect for individual differences.

4. The Depression experience showed that if change
were to occur it probably would come from the government
or some other outside agency. Educational leaders failed
to use the opportunity presented by the crisis to change
education from an institution developed for an agrarian
society to one which could exalt universal human values

and the common good in a complex, technological society.



EDUCATIONAL LEADERSHIP IN
A TIME OF CRISIS

1932-1940

By

James Edward Meulendyke

A THESIS

Submitted to
Michigan State University
in partial fulfillment of the requirements
for the degree of

DOCTOR OF PHILOSOPHY

Department of Administration and Higher Education

1970



(

7090

Copyright by
James Edward Meulendyke

1971



ACKNOWLEDGMENTS

I wish to express my deep gratitude to the chair-
man of my committee, Dr. James Heald, for not only giving
me encouragement during my entire doctoral program, but
for the invaluable assistance he gave in the writing of
the dissertation. I want to especially thank him for his
continued consideration and concern after his departure
from this university. I also am indebted to the other
members of my committee, Dr. Justin Kestenbaum of the
History Department and Dr. Keith Anderson and Dr. Sam
Moore of the College of Education. I also wish to thank
my professors in the Department of Administration and
Higher Education--Dr. Heald, Dr. Moore, Dr. Stan Hecker,
Dr. Don Leu, Dr. John Suehr, and Dr. Fred Vescolani.

I would like to acknowledge the consideration
given to me by the East Lansing Public Schools allowing
me to take the time to complete my doctoral program. I
wish to especially thank my colleague Jerry Kusler for
his thoughtfulness and understanding.

My greatest appreciation is for my wife, Nancy,
who not only gave me considerable assistance with several
phases of this paper, but also gave the inspiration and

support needed to complete such a project.

ii



TABLE OF CONTENTS

Chapter

I.

II.

III.

IV.

INTRODUCTION L] L] L] L] L] L] L] L] L] L] L]

THE SOCIAL AND INTELLECTUAL SETTING

Background . . . « ¢ ¢ ¢ o o o o @
Intellectuals and the Schools . .
Social and Political Forces . . .
SUMMAYY &« ¢ o o o o o o o o o o o

TURMOIL ON THE CAMPUS . . . . . .

Growth and Professionalization . .
Administrative Training . . . . .
Educators As Social Engineers . .
A Profession Without Goals . . . .
The Radical Progressives . . . . .
Other Philosophies . . . . . . . .
Education For Democracy . . . .« .
SUMMArY . o« ¢ o o o o o o o o o o

THE PMER TIGER L] L] L] L] L] L] L] L] .

Background . . « ¢« ¢ ¢ o o o o o
Traditional Programs . . . . + . .
Building Up State Departments . .
Relationships With the Profession
General Trends . « « « ¢ « o o o &
Reflections . . . . . ¢« .+ « + . .

STATE DEPARTMENTS TO THE RESCUE .

Background . . . . ¢ ¢ ¢ ¢ ¢ o o .
The Depression . . ¢ « « «.0 o o &

iii

Page

15
21
31

34

34
39
46
51
54
62
72
73

77

77
87
94
96
97
101

106

106
110






Chapter

VI.

VII.

VIII.

Minimum Educational Programs . . . . .
State Departments As Leaders . . . . .
Reflections L] L] L] L] [ ] L] L] L] L] L] L] L] L]

CONSERVING DEMOCRACY . . ¢ « &« o o + &

Introduction . . « « & ¢ ¢« ¢ o o o o &
Background and Training . . . . . . .
Criticism of Administrators . . . . .
Reaction to the Depression . . . . . .
The Depression and Youth . . . . . . .
Views of Administrators . . . . . . .
Educational Practices and Techniques .
Education for Democracy . « « « « .« .
SuMmMAary .« o« o o o o o o o o o o o o

CURRICULAR CHANGE FOR SOCIAL STABILITY

Introduction . . « ¢« ¢ ¢ ¢ ¢ + ¢ o .
Local Reports and Surveys . . « « « &
National and State Surveys and Advice
Surveys of Students . . . . . . . . .
Sociological Study . « « « ¢ + ¢ o o
SUMMAYY « « o o« « s o s o o o o o o

CONCLUSIONS « ¢ o ¢ o o ¢ o o o o o o

sumary [ ] . L ] L] L] L] L ] L] L ] L] L ] L ] L ] L ] L ]
Conclusions .« ¢ ¢ ¢ ¢ ¢ ¢ ¢ o o o o
Recommended Research . « « ¢« ¢ ¢ o« o« &

BIBLIOGRAPHY . ° . . L] . . . . . . . . . . .

iv

Page

113
124
135

140

140
142
147
154
158
164
168
175
181

184

184
187
191
204
207
209

212

212
216
220

222



CHAPTER I

INTRODUCTION

The purpose of this paper will be to trace the his-
tory of educational leadership during the period of 1932-
1940, to analyze the impact of social and economic crisis
upon schools and educators, and to examine the impact of
schools and school leaders on society. During the depres-
sion period, the school administrator was surrounded by
forces generated by a growing educational hierarchy and by
a distressed society. The educational establishment con-
sisted not only of a greater number of teachers and stu-
dents, but also of an increasing number of influential
university-connected educational scholars and specialists,
state and federal bureaucrats, and local school adminis-
trators. At the same time, communities, states, and the
nation were facing an economic crisis, political conflict,
and social change.

The 1930's like 1970 were years of crisis and
conflict. The country was on the verge of complete
economic collapse. There was poverty amidst plenty.
Economic and social justice had not been achieved by all
segments of society. The nation had gone through a decade

of material prosperity which raised questions about values

1



in the American democracy and brought about a disillusion-
ment with the social, economic, and political systems.
Totalitarianism threatened the world. Extremists on both
fringes of the political spectrum were being heard and
followed. There was a growing polarization over the best
way to attack the economic problems and how to cure

the social ills. The spirit of change was in the air and
educators, in attempted to reevaluate the role of the
school, were suggesting many curricular changes.

Schools were criticized both by society in gen-
eral and by the leaders of the profession. Many of the
leading educational theorists questioned the basic and
traditional economic and political systems. Their ideas
for changing and improving the system revolved around
collectivism and the curtailing of individualism and com-
petition. They sought to institute economic planning along
collectivist lines, bringing about greater social and
economic equality, and educating for cooperation and
interdependence. Even the more moderate social recon-
structionists thought that schools should intervene
actively in the community to purge it of outworn values
and that the problems of the community should form the
core of the curriculum. The loss of faith in business
created a leadership vacuum which some thought that the

schools could fill. A few educators even advocated



indoctrinating children after the Soviet model in order
to bring about a new social order.

After the first phase of the crisis and the pas-
sage of some of the reforms of the New Deal, the social
reconstructionists were able to join with curriculum
reformers in supporting "education for democracy." By
the late thirties these former radicals had become doc-
trinaire liberals working within the system. The emphasis
was anti-authoritarian. Schools were to be freed from all
pressure groups and power structures. There was to be a
complete absence of indoctrination, and controversial sub-
jects and opposing points of view were to be encouraged.
Students were to be actively involved in the planning of
lessons and teachers were to have a share in curricular
and administrative decisions. Friendliness, cooperation,
and tolerance would replace such values as material success
and individual striving. There should be an admission
and realization that different economic, racial, vocational,
and religious groups existed and that these groups should
be recognized for their contribution. Likewise, they were
to be involved in all of society's institutions.

On the other hand, there remained in the profes-
sion and within the general society a tradition of rugged
individualism, and faith in capitalism and the profit
system. There was also an a priori faith in the individual

public servant at the local level and a suspicion of plans



by teams of experts handed down from "on high." Many edu-

cators also believed that education and the schools existed
to pass on the social heritage, and that it was not within

their sphere to attempt to change society or to indoctrin-

ate students with new social and economic ideas.

Another prevailing argument was that educational
opportunities and the nature of educational experiences
should be the same for all. While there was little dis-
agreement concerning opposition to totalitarianism, ideas
of conventional school discipline remained. There also
remained the tradition that education should train minds
and not merely meet the needs of the students. The teach-
ing of subject matter still was advocated by many.

Educators need to know more about why they act
and react as they do. They should realize what forces in
society act as catalysts or motivators. They should be
aware of the forces in American society and in the tradi-
tion of American education which cause educators to take
the positions and champion the causes which they do.

Much has been learned about educational leaders through
the techniques of social science. There is also a fertile
field for the study of educators through historical re-

search. The Encyclopedia of Educational Research (1960 edi-

tion) states that only 5 per cent of the research in educa-
tional administration is historical. More is needed. A period

in history can serve a s a laboratory in which to study



educational leadership. Educators made statements and
advocated courses of action while boards of education,
local administrators, and teachers carried out educational
programs. This was all done within the context of certain
economic, political and social conditions. All of this
can be viewed with a perspective which a contemporary does
not possess in viewing his own time. The historical re-
searcher does not have to pretend the same kind of objec-
tivity which the statistical researcher must. And yet,

he may be even more surprised at what he finds. He can
get inside a situation or period in a way that a contem-
porary can only through drama or literature.

Education in any period needs to be examined as a
part of social history. This paper will attempt to answer
such questions as did educators play a significant role
in meeting the challenges of the period, or did the schools
follow society's mandate? What kind of changes were
educational leaders in the universities and in departments
of education advocating, and what kind of influence did
this have on local administrators? What was the relation-
ship of American education to American political thought?
What philosophy and goals of American education could be
seen emerging?

There will be two major theses in this paper. One
is that in spite of the feeling during the Depression by

many political and intellectual leaders, including educators,



that Americans should accept the idea of a more planned,
collective, and cooperative society; education and schools
remained a refuge for individualism, pragmatism, and middle-
class dominance. The other thesis is that much of what
schools do in the name of change is for expediency and is
mechanistic rather than philosophical. In spite of the
crisis which briefly drew educators together to save the
schools, educators had neither agreed upon goals and objec-
tives for American education nor found a unity and cohesive
sense of purpose.

The ideas of American social, intellectual, and
educational historians will be reviewed in Chapter II with
regard to the influence and development of education and
the schools in the 1930's. The many differing points of
view, interpretations, as well as the omissions of some
of the social and intellectual historians will be placed
in perspective. Some inferred relationships between edu-
cational developments on the one hand and social and
political developments on the other will be considered.

The growth of the profession of education and edu-
cational administration in the education schools will be
discussed in Chapter III. There will be brought together
the varying points of view of the university professors
who wrote and were active in the period. Their writings
in various periodicals and organizational proceedings will

be surveyed extensively, and some of the writings of the






more influential members of the profession will be examined
in more depth. An attempt will be made to ascertain the
extent to which social change was advocated as opposed to
curricular changes or the restating of older ideas.

The changing leadership role of the federal and
state educational agencies in improving or changing educa-
tion in the thirties will be examined in Chapters IV and V.
Publications of state departments of education and the U.S.
Office of Education will be the primary references.
Secondary sources will be consulted to help determine the
influence of these governmental agencies.

Statements and action of local school administra-
tors from as broad a spectrum as possible will be reviewed
in Chapter VI. It will summarize many studies pertaining
to their background and training. An extensive sampling
of the writings of administrators in proceedings of their
organizations and in various other education journals will
be taken. Also to be reviewed are board proceedings,
annual reports, and other data from several local school
districts. In Chapter VII the curricula, methods, contents
of courses, and in-service training will be examined for
evidences of change and lack of change.

Chapter VIII will further summarize and interpret
the research. Some conclusions will be stated and further

research suggested.



CHAPTER II

THE SOCIAL AND INTELLECTUAL SETTING

The decade of the thirties was a time of domestic
crisis and public soul-searching. For the first time in
American history the national ideals of individualism,
capitalism, and limited government were widely questioned.
Political, social, and intellectual leaders were looking
for new patterns and forms after which to model United
States society. As economic and political reforms were
sought, a hard look was also taken at education. For
decades American educational institutions had been slighted
by both American and foreign intellectuals. Now for the
first time many hoped that domestic necessity would pro-
vide the social climate for general educational reforms
which would bring a nineteenth-century agrarian institu-
tion more in line with the needs of an advanced industrial
state. Social and intellectual history can help explain
how and why American schools were lagging so far behind
other American institutions, and whether during the social
and economic crisis of the depression years, educators
were able to seize leadership in establishing national

goals.



Background

Most social and intellectual historians as well as
other observers of American culture generally place the
schools in a shirttail relationship to other aspects of
American society. Education is regarded as a means of
perpetuating the status quo instead of a catalyst for
change. Many do not mention education in any more than a
superficial way. Schools and what is taught in them are
not presented as a spawning ground for political, social,
or economic developments. General historians usually
trace very briefly the evolution of the public school
system before the Civil War and then comment cursorily in
quantitative terms about the growth of the schools and
the impact of industrialism upon them in the late nine-
teenth and early twentieth centuries. Social and intel-
lectual historians, while devoting chapters to literature,
law, and philosophy, barely skim over education. Even as
the educational hierarchy mushroomed in the twenties and
thirties, and writings by members of the profession be-
came voluminous, historians seemed to deal with schools
and education even less. Until ten years ago, the educa-
tional historians were virtually ignored by other intel-
lectuals.

Merle Curti's The Social Ideas of American Educa-

tors is the standard historical reference on education.

In it he related the ideas and accomplishments of American
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educators to the social, economic, and political ideas of
the times in which they lived. Curti believed that most
educational spokesmen "aligned themselves with the estab-
lished order and have asked for support from the dominant
classes on the ground that they were protecting these
classes from possible or even probably danger . . ."1 He
also stated that educators lagged behind in almost all
reform movements; even liberal leaders like Horace Mann
shied away from controversial issues.

The historian Bernard Bailyn advanced an interpre-
tation to account for this subservience of American schools
to society. His thesis was that in Europe education for
the masses had taken place within the confines of the
broad kinship community--that all of the necessary trans-
mission of religious and cultural heritage, as well as the
teaching of necessary skills, had occurred at the family
level. It was only because that in the wilderness the
extended family did not exist, that schools were needed
to perform some of its functions. Therefore, schools were
conceived of differently than in Europe. "The whole range
of education had become instruments of deliberate social
purpose."2

lMerle Curti, The Social Ideas of American Educa-

tors, With New Chapter on the Last Twenty-Five Years (Pat-
terson, N.J.: Pageant Books, Inc., 1959), p. 583.

2Bernard Bailyn, Education in the Forming of
American Society: Needs and Opportunities for Study (New
York: Vintage Books, 1960), p. 22.
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At the close of the nineteenth century, I. W.
Howarth and his colleague John Dewey had viewed the
schools in a similar manner. They, too, saw the schools
as a substitute for disappearing institutions of society.
They believed that previously rural, village, and small
town societies had provided the socializing functions
necessary in a democracy. With the growth of the imper-
sonal urban society, schools were needed to usurp and
preserve this socializing function.

This sensitivity to community pressure continued
down to the present. Samuel Eliot Morison emphasized
that education was to be "a training for citizenship and
service in a civilized state, rather than as a vehicle
for sectarian propaganda or 'caste' dominance.“3 Schools
were to be in every sense public and middle-class.

Another unique development of the colonial period
was a shift to forced taxation for the support of the
schools after the old world practices of endowments, con-
tributions, and land rents had failed. Bailyn pointed
out that an economic basis for self-direction failed to
develop, and therefore schools came under the "direct
control, not of those responsible for instruction, but of

those who had created and maintained the institutions."4

3Samuel Eliot Morison, The Intellecutal Life of
Colonial New England (Ithaca, N.Y.: Great Seal Books, A
Division of Cornell University Press, 1956), p. 67.

4

Bailyn, Education in American Society, p. 44.
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Other historians emphasized the utilitarian and
anti-intellectual nature of American education. Richard
Hofstadter saw the development of mass education as utili-
tarian rather than for the training of the mind. This is
a perpetual reason for despair on the part of many educa-
tional reformers.- Popular attitudes are not conducive to
the development of a profession which can overcome this.6
Schools for inteilectuals, therefore, never became inte-
grated into the school system. Hofstadter used some of
Curti's ideas to develop his thesis of anti-intellectual-
ism. Many other intellectuals have observed the emphasis
on quantity and utility rather than on excellence. Max
Lerner brought attention to the anti-intellectualism of
the American public along with its great reliance on and
faith in "education."7

Foreign observers, while marveling at the compre-
hensiveness of the schools and the physical plants and
sometimes even admiring the informal pedagogy, almost

uniformly are critical of the lack of scholarly discipline.

One of the most recent professional observers of American

5Richard Hofstadter, Anti-Intellectualism in
American Life (New York: Alfred A. Knopf, 1964), p. 301.

6

Ibid., p. 309.

7Max Lerner, America as a Civilization: Life and
Thought in the United States Today (New York: Simon and
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life, D. W. Brogan agreed with others that American educa-
tion was more of an indoctrination into American life than
training of the mind.8 A visitor from England, William
Orton, criticizing American schools said that the value of
education should not be merely for life as it is currently
lived. Education looses and democracy does not gain when
mathematics is taught as only that computing necessary for
life, or when spelling or grammar are ignored because they
are not what the students actually use.9

Another never-ending theme about American educa-
tion as well as about American society in general is
individualism as opposed to collectivism. Rush Welter
stated that individualism was advocated by early educa-
tional reformers, not only because of economic and politi-
cal liberty, but also to maintain a spiritual freedom

which would insure a sound morality.lO

Many of the his-
torians of the Progressive school have pointed out that
education, as an adjunct of big business, has promoted
individualism. Charles A. Beard traced the origins of

the very word back to a translation of Alexis de

8D. W. Brogan, The American Character (New York:
A. A. Knopf, 1944), p. 135.

9William Orton, America in Search of Culture
(Boston: Little, Brown and Company, 1933), p. 270.

10Rush Welter, Popular Education and Democratic
Thought in America (New York: Columbia University Press,
1967), pp. 90-97.
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Tocqueville who found it necessary to coin a word to de-
scribe this American idiosyncrasy. Social Darwinism rein-
forced individualism according to Beard, and educational

11 The virtues of work and "getting

leaders promoted it.
ahead" were stressed in all of nineteenth- and early
twentieth-century education. James Truslow Adams thought
that education had given people neither values nor intel-
lectual training, but had emphasized only individualism.12
Some of the more recent historians go even further. They
believe that progressive education gave more impetus to
individualism than formalism had, not in the sense of
competition, but in the unwillingness to accept external
restraints.13 This lack of restraint was even further
supported by the American Protestant heritage--private
interpretation of Scripture, and the Puritan ethic of
moral righteousness.

Historians are not anti-education. They all ad-
mire the development of America's vast public education

system which has striven toward making schooling an in-

creasingly better and more meaningful kind of experience.

11Charles A. Beard and Mary R. Beard, The American
Spirit: A Study in the Idea of Civilization in the U.S.
(New York: The MacMillan Co., 1942), pp. 33-35.

12James Truslow Adams, The Epic of America (Boston:
Little, Brown and Company, 1931), p. 322.

13Oscar Handlin, The Americans: A New History of
the People of the United States (Boston: Little, Brown
and Company, 1963), p. 360.
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They are not even consistent in seeing schools as institu-
tions where traditions and the status quo are preserved.
Curti pointed out that there were systematic social
thinkers among educational leaders.l4 Bailyn saw educa-
tion as an agency of rapid social change because it re-
sponded to the immediate pressures of society.15 Henry
Steele Commager said: "Schools were not only an expres-
sion of American philosophy; they were the most effective

agent in its formulation and dissemination.16

Intellectuals and the Schools

Turning now to the thirties, intellectuals, partly
lured by foundation grants and also disturbed by the
national disarray, enjoyed a brief flirtation with the
schools. A group of historians who wrote for or served on
the American Historical Association Commission on the
Social Studies in the Schools took an active, though crit-
ical, interest in public education. This organization,
endowed by the Carnegie Foundation, published several
volumes concerning social studies and education all through
the thirties. Philosophically and politically these

historians hovered close to the liberal and radical group

14Curti, Social Ideas, p. 581.

15Bailyn, Education in American Society, p. 48.

16Henry Steele Commager, The American Mind: An
Interpretation of American Thought and Character Since the

1880"'s (New Haven: Yale University Press, 1950), p. 38.
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of educators at Teachers College. However, they did not
view education as optimistically nor as the same panacea
that the educators did.

The Social Ideas of American Educators was a part

of this series. Writing in 1935, which Curti called the
late stage of the depression, he observed that outside of
the ranks of the radicals, educators were confused. At
first they were shocked and nonplussed that business had
let them down, but then resumed, as they had one hundred
years earlier, in seeking business support by selling
middle-class America on the idea that the best way to pre-
vent revolution and to produce a mass of high-grade con-
sumers was through public education.17
Howard K. Beale wrote two books for the series.
In these volumes Beale traced the various political and
social pressures brought to bear on teachers and what they
taught. He saw administrators as an inhibiting force in
the freeing of teachers because of their primary devotion
to efficiency--a non-educational goal. He characterized
them as psychologically oriented to the carrying out of

mandates from above, and thus they also wanted tractable

teachers.18 He was of the opinion that even though during

17Curti, Social Ideas, p. 576-77.

18Howard K. Beale, Are American Teachers Free?:
An Analysis of Restraints Upon the Freedom of Teaching in
American Schools, Report of the Committee on Social Studies
of the American Historical Association, Part XII (New York:
Charles Scribners Sons, 1936), pp. 744, 686, 475, 489,
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the depression more criticism from teachers was tolerated,
there was a greater imposition of the administrative will

than ever before.19

"As the technique and personnel of
administration developed, its control over the teacher be-
came greater." There was a "growing slavery to pedagogical
theory, too great a faith in the power of the 'scientific'
method. . ."20
Charles A. Beard, one of the seminal thinkers of
the twentieth century, was also a leading member of the
Commission and generally is regarded as being responsible

for the Conclusions and Recommendations of the Commission.

Published in 1934, Conclusions, not unanimously endorsed

by the Commission members, reflected both Beard and the
educational radicals. A scathing attack was unleashed on
individualism. Society was seen as marching toward an
interdependent collectivism. The implication of this for
educators would be to get the current generation to recog-
nize "that the old order is passing, that the new order is
emerging and that knowledge of realities and capacity to

cooperate are indispensable to the development of American

19Howard K. Beale, A History of Freedom of Teach-
ing in American Schools, Report of the Commission on the
Social Studies of the American Historical Association,
Part XVI (New York: Charles Scribners Sons, 1941), xi.

201pid., p. 170.
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21 At the same time, Beard and his colleagues

society."
did not have a high regard for educational administrators;
underneath they were nostalgic for old-time leaders who
had been learned men. The demise of social philosophers
and statesmen in the ranks of educational administrators
was lamented. To upgrade educational administration and
to develop leadership, they urged that social science,
social philosophy, and statecraft replace or supplement
mere technical skills in graduate training.22

All during the thirties, even after other histori-
ans lost interest, Beard continued to be one of the few
academicians who rose above the apathy toward the schools.
Perhaps it was because he was not connected with any
university. As to educational purpose and method, Beard
was more of an essentialist believing that the primary
function of education is the training of the mind and the
dissemination of knowledge and that schools do and should
follow the dictates of society.

As the thirties came to a close and World War II
and the forties began, the breech widened again between
historians and the educational establishment. While

Beard emphasized his ideas on education in his 1939 book

21American Historical Association Commission on
the Social Studies, Conclusions and Recommendations of the
Commission (New York: Charles Scribners Sons, 1934), p. 35.

22

Ibido’ ppo 141_430
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America in Mid-passage,23 by 1942 when he wrote The Ameri-

can Spirit, a history of American thought, he had little

to say about education. Curti's range in The Growth of

American Thought, published in 1943, is so broad that he

is able to do little more than briefly mention the ideas
of his o0ld associate George Counts. In the 1959 edition

of The Social Ideas of American Educators, he suggested

that to follow social ideas of educational leaders from
the late thirties on was difficult because: "The whole
school business became so big and complex, and professional
training so narrow that the educator approach was more and
more restricted.“24
The breech between educators and other intellec-
tuals was never greater than in the thirties. One searches
in vain in historical journals of the thirties and forties
for articles or reviews pertaining to the history of educa-
tion. "Professionalization" of subject matter was advocated
by many in the schools of education. Educators had come
to believe that academic English, or mathematics, or phi-
losophy were not relevant to the needs of future teachers,
so the schools of education began to teach subject matter

in a more applicable fashion. The history of education

was written by education specialist. This elicited

23Charles A. Beard and Mary R. Beard, America in
Midpassage (New York: The MacMillan Company, 1939), p.
903.

24Curti, Social Ideas, p. XXV.
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acrimonious criticism from the liberal arts faculty.
Leaders of the "professionalization" movement retorted
that it was this critical spirit among the academicians
against teachers colleges and education professors which

stimulated education faculties to teach more and more

25

subjects by more sympathetic personnel. While Bailyn

correctly assessed the purposes of these histories which

were read in normal school classes as a means to "dignify

n26

a newly self-conscious profession, he also pointed out

that this left the educational historical field "in almost

total isolation from major influences shaping the minds of

27

twentieth century historiography."” Cremin pointed out

the almost total insulation of the entire Teachers College

from the rest of Columbia University during the thirties.28

Hofstadter concluded: "Professional educators were left
to develop their ideas without being subjected to the in-
tellectual discipline which might have come out of a

n29

dialogue with university scholars. Historians with

25Bailyn, Education in American Society, p. 7.

26O. K. Latham, "The Teachers College Versus the
Liberal Arts College in the Education of Teachers," Na-
tional Education Association, Proceedings, Vol. LXXIV

(Washington, D.C.: National Education Association, 1936),
141.

271pid., p. 9.

28

Lawrence Cremin, The Transformation of the
Schools: Progressivism in American Education, 1976-1957
(New York: Alfred A. Knopf, 1961), p. 1l76.

29

Hofstadter, Anti-Intellectualism, p. 338.
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such views were not apt to include schools or educational
leaders as catalysts in the development of ideas and in-
stitutions. This chasm has begun to be closed within the
past ten years with a greater acceptance of the scholar-
ship of educators, and the renewed interest (aided by
grants) of liberal arts professors in elementary and
secondary education. It also should be pointed out that
the present-day professors of educational history have

met the charges of the academic historians head on. They
have pointed out the lack of expertise of the general and
intellectual historians, their reliance on histories by
educationists, and have deprecated their poor scholarship.30
However, even in the post-Sputnik era, historians tend to

be more obsessed with the critics of education than with

education in any positive sense.

Social and Political Forces

Although education seemed to develop at least in
pertial isolation from other intellectual forces, it could
not escape the political and economic forces of the times.
The Depression affected education as it did other indus-

tries. Educational leaders faced economic crises, read

30William Brickman, "Revisionism and the Study of
the History of Education," History of Education Quarterly,
IV (December, 1964), 209-223; William Brickman, "Conant,
Koerner, and the History of Education," School and Society,
XCII (March 21, 1969), 135-39; H. Graham Lewis, "Bailyn
and Cremin on Cubberley and the History of Education,"
Educational Theory, XVII (June, 1967), 56-59.
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newspapers and magazines, voted, and went to church. The
political and social backgrounds of educational leaders
will be taken up in a later chapter. The historian's in-
terpretations of the social forces operating in this
period can be briefly stated here.

Political Progressivism, which gave impetus to
progressive education, was dying. Even in 1930, Vernon
Parrington saw liberals as mourners at their own funerals--
liberalism had died in the cynicism of the twenties.31
The o0ld liberalism of the Progressives with its logical,
principled, moralistic kinds of reforms was fading and was
being replaced by a more realistic, organizational, trial
and error approach to the improvement of society.32
Revisionist and New Left historians alike have viewed
Progressives as conservatives and Progressivism as a con-
servative force. Hofstadter portrayed the Progressives as
a conservative, professional, and small business class
which was opposing the monopoly of big business.33
Christopher Lasch protested against both the Progressives

and New Deal liberals for being allies of the corporate-

industrial system. He castigated them for becoming more

3lVernon Louis Parrington, Main Currents in Ameri-
can Thought, Vol. III: The Beginnings of Critical Realism
in America, 1860-1920 (New York: Harcourt Brace and
Company, 1930), pp. 401, 412,

32Richard Hofstadter, The Age of Reform (New York:
Alfred A. Knopf, 1966), pp. 318-19.

33

Ibid., chap. iv.
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and more conformist themselves with their unions, profes-
sional organizations, and acceptance of token reforms.34
The Progressives also are regarded as mere dissenters who
did not visualize how democracy could be made the source

35 The political Progressives

of creative social change.
who carried on in the thirties also were seen as a conserva-
tive force. They were essentially individualists and had
no heart for the New Deal. They were as against collectiv-
ism and big government as they had been against monopoly.
They were against the New Deal policy of catering to groups
or classes. They preferred majority rule to pressure
group politics.36
The New Deal itself was portrayed as a period of
change only in its bold trial and error attempts to "do
something" through the force of government action. Al-

though many radical reforms were advocated in the thirties

by the Marxist and Socialists on the left and by the

34Christopher Lasch, The Agony of the American
Left (New York: Alfred A. Knopf, 1969), pp. 10-17.

35John Chamberlain, Farwell to Reform: The Rise,
Life and Decay of the Progressive Mind in America (Chicago:
Quadrangle Books, 1965), p. 203; Charles Forcy, The Cross-
roads of Liberalism: Croly, Weyl, Lippman and the Pro-
gressive Era (New York: Oxford University Press, 1961),
p. 315.

36Otis L. Graham, An Encore for Reform: The 01d
Progressives and the New Deal (New. York: Oxford University
Press, 1967), p. i1i; Russel B. Nye, Midwestern Progressive
Politics: A Historical Study of Its Origins and Develop-
ment, 1870-1958 (East Lansing, Mich.: Michigan State
University Press, 1959), p. 373.
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"share the wealth" demogogues on the right, the New Deal
was considered by many as only another way to preserve the

37 the ola

old values of capitalism and individualism.
liberalism and earlier philosophic Pragmatism seemed naive
and out of touch with reality at a time when the demand
was for more goals, objectives, and planning than these
could offer. The new realism was reflected in literature,
art, and religion. Writers, typified by Steinbeck and
Farrell and by a changed Sinclair Lewis and John Dos Passos,
were more socially conscious. Experimentalists in art
gave way to the social consciousness of such regionalist
painters as Grand Wood, Charles Burchfield, and John
Steuart Curry. Other literature and art were purely es-
capist, while the press, radio, and motion pictures tended
to be conservative and less socially conscious.38
Protestant churches in the thirties also were
essentially conservative. They turned from the liberalism
of the social gospel to the neo-orthodoxy of Reinhold
Niebuhr. Although, like Niebuhr, many church conferences

and newspapers embraced socialism and denounced capitalism

to express their social concern, their theology was based

37Ralph H. Gabriel, The Course of American Demo-
cratic Thought (New York: The Ronald Press Company, 1940),

38Harvey Wish, Society and Thought in Modern
America: A Social and Intellectual History of the American
People from 1965 (New York: Longmans, Green and Co.,
1952), p. 523.
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on individual man united in his needs and weaknesses.
Therefore, the politics of the grass-roots membership re-

39 The same Methodist Conference

mained relatively stable.
which in 1932 adopted a socialistic report went 86 per
cent for Hoover. The kind of socialist resolutions pushed
through at a conference were not likely to be preached
from the pulpit. The conservative Baptists were voting
for the New Deal, and the more liberal, middle-class
Presbyterians and Methodists were supporting the Republi-
cans.40

Several contemporary educational historians have
examined education in the Depression years and have rein-
terpreted it with the advantage of being thirty years
removed. Many of the same patterns are observed in educa-
tion as in other aspects of society. On the one hand,
education and its leaders were a force to preserve and
perpetuate the political and economic heritage. On the
other hand, educators felt the same social consciousness
being expressed by socially sensitive members of society

during this time of crisis. Educational organizations

and educational leaders expressed their hopes that

39ponald B. Meyer, The Protestant Search for
Political Realism, 1919-1941 (Berkley, Calif.: University
of California Press, 1960), chap. xvii.

40Robert Moats Miller, American Protestantism and
Social Issues, 1919-1939 (Chapel Hill, N.C.: University
of North Carolina Press, 1958), pp. 114-15.
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education could bring about a better society. Their
vision of a better society, however, was conditioned by
the American tradition of individual competition within a
framework of equalitarianism. In a time of rapid politi-
cal and economic change, Americans looked to the schools
as a conservator of traditional values.

Most contemporary historians do see progressive
education, which began in the pre-World War I era, as a
force which made education vital to the perpetuation of
American values, and they equate it with the Progressive
movement in politics. In the most often quoted of recent
educational histories, Lawrence Cremin called progressive

. . - . 4
education "American Progressivism writ large." 1

Thus,
Cremin equated progressive education with a moral crusade
in the same sense that political reform, the women's rights
movement, and the social gospel. Cremin is supported by
other historians who cite the pre-World War I period as a
period in which educators dared to experiment and insti-
tute radical changes in the schools with no fear that such
revolutionary innovations would unleash social forces they

later would not be able to control.42 An example of the

close parallel between political Progressivism and

41Cremin, The Transformation of the School, p. viii.

42Welter, Popular Education, pp. 262-63.
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progressive education was the advocacy of participant
democracy in the political realm and a greater amount of
pupil participation and activity in the educational
sphere.43
Cremin ignored the decline and change of the
political Progressives in the thirties and had progressive
education rolling merrily along until the fifties. Others
saw progressive education changing or dying in the twenties
and thirties just as Progressivism was doing politically.
One educational historian, Henry J. Perkinson, pointed
out that the Progressive Education Association in the
twenties ignored the union which had been formed with the
political Progressives and that, therefore, the schools
in the twenties and thirties had less of a political
function and were concerned less with social reform.
Progressive education became merely a pedagogic attitude.44
This observation was supported by other historians of the

45

progressive education movement. Perkinson also saw the

New Deal as breaking with the reformist tradition by

43Henry J. Perkinson, The Imperfect Panacea:
American Faith in Education, 1865-1965 (New York: Random
House, 1968), p. 194.

44

Ibid., p. 199.

45Patricia Graham, Progressive Education: From
Arcady to Academe: A History of the Progressive Education
-Association, 1919-1955 (New York: Teachers College Press,
Teachers College, Columbia University, 1967), p. 75.
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changing the role of government. The old idea of a liberal
government was to prevent tyranny. With the onset of the
New Deal, the government became protector; hence, people,
rather than being political participants, were merely
passive objects of governmental paternalism. Education
followed suit and became an agency of the state to be used
in rewarding middle-class conformers and ostrasizing radi-
cals.46 Progressive education became, like religion, more
moderate and introspective. Cremin saw even the radicals'
efforts as an attempt to preserve the American way of
life.47
Another educational historian C. A. Bowers also
disagreed with Cremin and did not see how progressivism
could have lasted fifteen years longer in the schools than
in politics. The Progressives, he said, became conserva-
tive, remaining "wedded to an eternal world order in which

nd8 And in

progress was equated with moral perfection.
the meantime, as he saw it, the progressive educators be-
came radical by advocating that the schools be used to in-

doctrinate for something which sounded like Marxism.

46Perkinson, The Imperfect Panacea, p. 220.

47Cremin, The Transformation of the School, pp.

233-34.

48C. A. Bowers, "Ideologies of Progressive Educa-
tion," History of Education Quarterly, VII (Winter, 1967),
452, 455. See also his book, The Progressive Educator and
the Depression: The Radical Years (New York: Random
House, 1969).
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The political Progressives were men who had been
propelled by moral causes--individual liberty, justice, and
freedom from control by a plutocracy. They were protestors
during a reasonably stable period who thought in terms of
ideals rather than practices. The New Deal was all prac-
tice. It was too busy trying to find out what worked to
worry about principles.

Education leaders during the thirties likewise
were more concerned with keeping the schools running than
coping with pupils of a socio-economic class which had
never stayed in school before. They continued to be con-
cerned with administrative structure and methods and not
with reforming education or altering it as a social force.
The educational bureaucracies which continued to expand at
all levels, tended to further isolate education from
society just as the huge governmental complex developing
during the New Deal left people further removed from the
political forces affecting them.

The Depression and the New Deal were not solely
responsible for this development. There was much tradi-
tion and precedent in American education for it. Even
though nineteenth-century education was regarded as par-
tially utilitarian, the twentieth century brought an even
further shift in education from a moral philosophy based
on reason to a materialistic way of life. Emphases shifted

to methodology and vocational education. It has been
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pointed out that the influence of Thorndike and his pro-
nouncements on individualism and individual differences--on
how children learn rather than on what they learn--has been

49 The nineteen thirties saw an

greater than that of Dewey.
even greater emphasis on the learner himself than on what
he should learn. Even the P.E.A. members saw curriculum

50 Others

reform as more important than social reform.
arguedthat Dewey's ideas were beginning to filter through
to educators by the thirties and the important thing was
that he perceived progressive education as an intellectual
reform--the reconstruction of experience--and not as a
social reform.51
Rush Welter concluded that American child-centered
education does not relate directly to making a political
democracy more effective. He pointed out that the politi-
cal Progressives were trying to preserve economic individ-
ualism and competition, but that economic competition cannot
be effective in modern society with its oligarchic combina-

tions of capital and labor. He recognized, however, that

"although the American people commonly accept the economic

49William E. Drake, "Philosophy of Education and
the American Culture," Educational Theory, XVIII (Fall,
1968), 365-75.

50Graham, Progressive Education, p. 75.

51Robert M. Weiss, "Review of The Transformation of
the School: Progressivism in American Education by Lawrence
Cremin"™ in History of Education Quarterly, 11 (June, 1962),
131.
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revolution of the twentieth century, they continue to
press for formal education as if it would serve their
traditional liberal values. . . . They have grown skepti-
cal of purely economic competition for success only to
substitute educational competition for the rewards that

52

economic competition used to promise." The idea of

egalitarian education is used to disguise a hierarchically

divided and stratified social order.53

Summarx

In summary, formal education in the thirties
branched off from the mainstream of society and from
social and intellectual thought. Although there was a
fleeting involvement with education by some historians in
this decade, the chasm between educators and other intel-
lectuals was never so great. Even the more recent educa-
tional historians have a difficult time relating education
to other social forces. Most social and political histori-
ans write superficially about education or ignore it when
writing about this period.

Much of twentieth century education had its roots
in the Progressive era, but, as with the political move-

ment, by the thirties its relevance to society was more

52Welter, Popular Education, p. 328.

>31pid., p. 329.



32

difficult to see. As with the older liberalism of the
Progressive Era, it became more difficult to discern its
goals. Like religion and the arts it outwardly professed

a social concern, but apart from its few extremists, was
inwardly cautious, reluctant to look for new structures and
new ideas.

Another factor in the growing separateness of
education was the growth of the educational hierarchy.

The bigness and top-heaviness seemed insurmountable to
intellectuals outside of the profession. As in other
areas, this corporateness made it difficult to find the
essences of the ideas and trends in education. As with
government and business, educators were anxious through
trial and error to find what worked, and they tended to
move from one new method and cliche to another. The empha-
sis was on justifications rather than goals.

The general tendency in education to emphasize the
practical and the utilitarian was underscored in the
thirties. Schooling moved even further away from content
toward education for citizenship. Equalitarianism was
tempered by the idea of meeting individual needs. Although
many pieties concerning the relationship of education to
democracy were professed, there was a continued emphasis
on methodology.

The most consistent observation of the historians

probing into education was that the schools continued to
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mirror society, reacting to what was expected of them by
community leaders. Like the theology professors, the
educators at the universities could preach about new social
orders from their ivory towers, but the decisions of the
school administrators were more complex and closer to
reality, and influenced by the liberalism which had formed
them and the nation.

Later chapters will deal more specifically with the
ideas of these education professors and the ideas and
actions of school administrators. The educational his-
tories have not covered school administrators per se to
any great extent. One of them which did, concluded that
administrators had to show themselves to be conventional
and practical minded. Because the ordinary American wanted
to "focus attention on the machinery and forms rather than
on the spirit and intrinsic substance of education, the
majority of their school administrators seemed to share

that outlook."54

54Willis Rudy, Schools in an Age of <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>