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Introduction

This is an encyclopedia of the Social and Cultural
Foundations of Education. It is intended to provide a
comprehensive background for those interested in
issues involving schools and society. The Social and
Cultural Foundations of Education is an interdis-
ciplinary field, including disciplines (to name just a
few) such as history and sociology, as well as topical
areas such as globalization and technology.

More than any other field in education, the Social
and Cultural Foundations of Education reflects many
of the conflicts, tensions, and forces in American soci-
ety. Perhaps this is inevitable, since the area’s focus is
on issues such as race, gender, socioeconomic class,
the impact of technology on learning, what it means to
be educated, and the role of teaching and learning in a
societal context.

What constitutes the field has been open to consid-
erable debate over the years. The Council of Learned
Societies in Education defines the foundations of edu-
cation as follows:

Foundations of Education refers to a broadly-
conceived field of educational study that derives its
character and methods from a number of academic
disciplines, combinations of disciplines, and area
studies, including: history, philosophy, sociology, anthro-
pology, religion, political
psychology, cultural studies, gender studies, compara-
tive and international education, educational studies,
and educational policy studies. ... The purpose of

science, €conomics,

foundations study is to bring these disciplinary
resources to bear in developing interpretive, nor-
mative, and critical perspectives on education, both
inside and outside of schools. (From Council of Learned
Societies in Education, “Standards for Academic and
Professional Instruction in Foundations of Education,

Educational Studies, and Educational Policy Studies,”
2nd Edition [San Francisco: Caddo Gap Publishers,
1996]. Retrieved from http://members.aol.com/
caddogap/standard.htm)

In a comprehensive essay, found in the third
volume of this encyclopedia, titled “Toward a
Renewed Definition of the Social Foundations of
Education,” the project’s General Editor explores at
length the evolution of the field and its current status.
It is the philosophy and perspective outlined in this
essay that has largely shaped the development of the
overall work.

In creating the encyclopedia, eleven disciplinary
and conceptual areas upon which the field is largely
based were identified. Each of these areas has been
assigned an anchor essay that has been written by an
expert in that area. These include disciplinary areas
such as comparative education, educational anthropol-
ogy, educational sociology, the history of education,
and the philosophy of education. Topical areas include
cultural studies and education, ecojustice education
and cultural studies, globalization and education, mul-
ticulturalism, policy studies, and technologies in edu-
cation. Many of the topics overlap. Some represent
emerging areas that are important to the field such as
cultural studies, globalization and education, ecojus-
tice, and technologies in education. Others are more
traditional and have a longer history such as the his-
tory of education and the philosophy of education.
Arguments could be made for including additional
areas or for precluding some of the topics that have
been included. Part of the editorial work has involved
a careful examination of the field and a rationalization
for the categories selected.
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Content and Organization

This work consists of three volumes. The first two
volumes include more than 400 A—Z entries. The third
volume contains 130 biographical entries on impor-
tant men and women in education, as well as a visual
history of American education. This history is orga-
nized into 25 chapters and contains images from the
colonial period through the 1950s. An overview of the
encyclopedia’s content is provided by a reader’s guide
that appears at the beginning of each volume. It lists
all of the entries in the encyclopedia under one or
more of the following topical areas:

e Arts, Media, and Technology

¢ Biographies of Important Figures in Education
e Curriculum

e Economic Issues

e Equality and Social Stratification

e Evaluation, Testing, and Research Methods

e History of Education

e Law and Public Policy

e Literacy

e Multiculturalism and Special Populations

e Organizations, Schools, and Institutions

e Religion and Social Values

e School Governance

e Sexuality and Gender

e Teachers

e Theories, Models, and Philosophical Perspectives

As mentioned earlier, a detailed essay by the ency-
clopedia’s General Editor in Volume 3 outlines the
history of the Social and Cultural Foundations of
Education, its current status, and its possible future
direction. In doing so, it seeks at a very general level to
draw the connections between the various areas delin-
eated in the first two volumes of the encyclopedia.

How This Work Was Created

The creation of the encyclopedia involved the follow-
ing steps:

e The General Editor, Eugene F. Provenzo, Jr., was
approached by the publisher to consider the possibil-
ity of putting together the work.

e A list of possible topics and headwords was developed.

e Leading specialists in different disciplinary and topi-
cal areas were contacted about joining the editorial
board and were asked to review and contribute to the
headword list.

e Potential contributors were identified by the editor-
in-chief and members of the editorial board.

e Invitations to contribute to the project were sent.
These invitations included basic guidelines and
instructions regarding the articles.

e Electronic notices were sent through professional
organizations and listservs asking for contributions to
the project. As a result, many new headwords
emerged—ones that reflected the interests and con-
cerns of individuals in the field. Additional invita-
tions were then sent for these new headwords.

e A group of special contributors emerged from the
field. These were individuals who not only con-
tributed significant articles, but also helped identify
additional subjects, as well as potential contributors.
As a result of their contributions, a final round of
invitations to contribute to the project went out.

e The General Editor and the managing editor reviewed
all of the articles and, in conjunction with develop-
mental staff, asked for revisions of articles when
appropriate.

e The content of the three volumes were compiled and
finalized.
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University of Miami

John P. Renaud, Associate Editor
University of Miami

Asterie Baker Provenzo, Managing Editor
Independent Scholar



ABSTINENCE-ONLY
SEXUAL EDUCATION

Abstinence-only sexual education (also “abstinence
education” and “abstinence-until-marriage education’)
refers to a group of sexual education curricula
intended to teach children that they should abstain
from sexual intimacy with another individual until
they become adults and usually until they are married.
Many U.S. state and local boards of education have
adopted these programs, which typically focus on sex-
ual activity as inappropriate and/or impractical for
adolescents and which avoid discussion of the specific
details of sexual activity, contraception, and sexual
disease prevention. These omissions have been
protested by parents and civic organizations, who
argue that adolescents must be informed with up-to-
date and accurate information regarding sexuality so
that they can make informed decisions about whether
or not to engage in sexual activity.

While teaching about sexual abstinence has always
been a salient part of sexuality education in the United
States, only in the last decades of the 1900s did the
idea of teaching sexual abstinence to the exclusion of
other components of sexuality become the dominant
discourse in sexuality education. For example, for
fiscal year 2005, the U.S. federal government allotted
$167 million for abstinence-only sexual education
programs to be administered by state health depart-
ments, school districts, hospitals, religious organiza-
tions, and “pro-life” organizations. This amount was

just over twice the amount allotted for such programs
in 2001, but still over $100 million less than was pro-
posed by the president.

Proponents of abstinence-only sexual education
argue that teaching children about sex and contracep-
tion encourages them to engage in sexual behaviors
and undermines the authority of their parents. They
suggest that effective abstinence-only sexual educa-
tion programs delay initiation of sexual activity, thus
preventing teenage pregnancy and the transmission of
sexual diseases.

Critics of abstinence-only sexuality education cite
the lack of evidence of the effectiveness of abstinence-
only programs, while arguing that some sexuality edu-
cation programs that involve instruction in abstinence
as well as contraception and disease prevention have
been shown to have statistically significant results in
delaying sexual initiation. Abstinence-only programs
have also been criticized for confounding religion and
science and for inaccurately presenting scientific evi-
dence to exaggerate or misstate the effectiveness of
contraception as a means of pregnancy and disease
prevention. While some critics have allowed that par-
ticular abstinence-only programs have led to small
delays in sexual initiation among young adolescent
participants, they also cite evidence that suggests that
many of these same individuals are less likely to use
contraceptive devices when they do have sex and less
likely to seek medical assistance if they contract a sex-
related disease.

Wm S Boozer
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ACADEMIC FREEDOM

Academic freedom refers to teachers having freedom
to teach and students having freedom to learn without
interference from within or from ideological conflicts
outside the institution. Understanding the rights and
responsibilities of teachers is essential in public dis-
course on academic freedom. This entry provides the
historical background of the concept, its interpretation
in the law, and current challenges.

Foundations of Academic Freedom

In the eleventh, twelfth, and thirteenth centuries, uni-
versity faculties were representatives of the church and
state. Peripatetic educators taught within the parame-
ters of church doctrine. However, Peter Abelard, author
of Sic et Non, was condemned for failure to adhere to
church doctrine. Medieval universities were corpora-
tions or guilds of scholars. In 1200, the University of
Paris received royal recognition from King Philip
Augustus, placing masters and scholars under clerical
rule rather than under harsh secular courts. In 1231, the
university received further recognition from the pope,
allowing the university to establish control over lec-
tures and disputations. The resulting university auton-
omy has been, with exceptions, the model for colleges
and universities since medieval times.

The modern concept of academic freedom origi-
nated in Germany, in Prussia, and with the founding of
the University of Berlin in 1810. Lehrfreiheit was the
freedom to teach, engage in research, and distribute
results without interference, and the freedom of
students to learn without interference. The changes
of the Enlightenment influenced the universities of

Germany more than those of other countries, and
canonical text became a scholarly, systematic lecture
focus.

In the United States, John Hopkins, a research uni-
versity, was the first to adopt the German concept of
academic freedom. Throughout American history, fac-
ulty and administrators have been terminated or criti-
cized for expressing views that have offended some
individual, business, or legislative body. Educational
reformer John Dewey received many complaints
about university faculty members being dismissed for
statements made in class that offended powerful inter-
ests or were taken out of context. Arbitrary and capri-
cious administrative action was common.

When noted economist Edward Ross lost his job at
Stanford University in 1909 because Mrs. Leland
Stanford did not like his views on the gold standard,
professors across the nation were alarmed. In 1915,
Arthur C. Lovejoy of John Hopkins University,
E. R. A. Seligman and John Dewey of Columbia
University, and others wrote The General Report on
Academic Freedom and Academic Tenure for the
American Association of University Professors (AAUP).

American universities have changed, but there was
a cultural lag in the implementation of necessary aca-
demic freedoms. Dissident professors were often the
victims; trustees and administrators were the culprits,
the power of dismissal was the weapon, and loss of
employment the wound. The 1915 report laid the
foundation for job security, academic tenure, and due
process. The report did not prohibit faculty from
speaking out on issues foreign to their specialties, but
the university could disown everything its members
said, then let them publish whatever they pleased.

The threat to academic freedom is constant in
higher education. Subtle infringements on academic
freedom tend to occur, especially when faculty
members speak publicly on controversial issues.
McCarthyism occurs when donors, politicians, business,
and religious leaders call for university investigation
and dismissal of faculty who have controversial
views. Criticism of faculty is particularly intense dur-
ing periods of internal stress, social fragmentation,
and global conflicts. University administrators feel a
dual pressure to respond to external forces as well as
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to protect the freedom to learn and to teach on their
campuses.

The American Association of University Professors
developed a Statement of Principles on Academic
Freedom and Tenure in 1940. The purpose of the
statement was to ensure that higher education institu-
tions are conducted for the common good, not to fur-
ther the interest of the individual teacher or a
particular institution. Academic freedom in teaching
and research is fundamental to the advancement of
truth and to the protection of the teacher’s rights in
teaching and the student’s freedom in learning.

The governing bodies of the American Association
of University Professors and the Association of
American Colleges met in January 1990 to adopt sev-
eral changes that removed gender-specific references
from the original text. The AAUP statement on acad-
emic freedom includes the caution that teachers should
be careful not to introduce controversial matters
which have no relation to their subject. Limitations on
academic freedom because of religious or other insti-
tutional aims should be clearly stated in writing at the
time of the teacher’s appointment. College and univer-
sity teachers are citizens, and when they speak or
write as citizens, their unique position in the commu-
nity imposes special obligations. Faculty should be
accurate, exercise appropriate restraint, show respect
for the opinions of others, and indicate that they are
not speaking for the institution. To meet emerging
standards of academic protocol, the document contin-
ues to be updated. It provides a model and guide
for universities as they strive to protect freedom of
inquiry and teaching.

The Law and Academic Freedom

Federal court decisions indicate that academic free-
dom is used to denote both the freedom of the academy
to pursue its ends without interference from the gov-
ernment and the freedom of individual teachers to pur-
sue their ends without interference from the academy.

The Supreme Court underlined the importance of
academic freedom in Sweezy v. New Hampshire (1957).
The Court reversed a contempt judgment against a
professor who in refusing to answer questions about a

lecture he had given at a university, articulated the
rationale for academic freedom.

The essentiality of freedom in the community of
American universities is almost self-evident. No
one should underestimate the vital role in a
democracy that is played by those who guide and
train our youth. To impose any straitjacket upon
the intellectual leaders in our colleges and univer-
sities would imperil the future of our nation. No
field of education is so thoroughly compre-
hended by man that new discoveries cannot yet be
made. Particularly is that true in the social sci-
ences, where few, if any, principles are accepted as
absolutes. Scholarship cannot flourish in an
atmosphere of suspicion and distrust. Teachers and
students must always remain free to inquire, to
study, and to evaluate, to gain new maturity and
understanding; otherwise, our civilization will
stagnate and die. (354 U.S. 250)

The Supreme Court has consistently reinforced the
vital necessity for freedom of speech in a democracy.
It has used Sweezy as well as Shelton v. Tucker (1960)
and Keyishian v. Board of Regents (1967) to reaffirm
the special role of academic freedom in the academy.
The Court notes that our nation is deeply committed
to safeguarding academic freedom, which is of tran-
scendent value to all of us and not merely to the teach-
ers concerned. The classroom is peculiarly the
“market place of ideas.”

The Court found in United States v. Associated
Press (1967) that the nation depends upon leaders
trained through wide exposure to that robust exchange
of ideas which discovers truth from a multitude of
tongues, rather than through any kind of authoritarian
selection.

Current Challenges

In the twenty-first century, there are a number of chal-
lenges to academic freedom. There is a growing trend
of increased private financing and decreased public
funding of higher education. The trend increases the
risk of conflicts of interest with corporations and other
sponsors of research. The new operating environment
requires clear guidelines for transparency in such
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dealings and protections for the academic freedom of
researchers to share their results within the scientific
community. The market dictates that research results
are to be treated as proprietary, to be sold not given
away, for the public good.

The Intemet

Thomas Jefferson’s academic village has been sup-
planted with wired campuses and cyberspace informa-
tion systems. In an Internet age individuals may use
hate language against faculty and administration
under the cloak of anonymity. Disinformation, misin-
formation, and groundless dogmatic authoritarian
assertions made using a faculty member’s identity can
destroy careers. Identity theft in all its forms is part of
our era. Explosive advances in technology are a chal-
lenge to providing standards for academic freedom.

The Internet culture is a moving target. In the
cyberspace age, electronic and digital communica-
tions within our community of academic discourse
have changed the way faculty, students, and adminis-
tration engage in teaching and scholarship. The meth-
ods by which information is obtained and disseminated,
the means of storing and retrieving such information,
the speed at which wider audiences are reached, and the
transition from familiar and tangible physical space to
virtual space all make issues of academic freedom an
open-ended challenge.

Curtailing offensive information might be detri-
mental to researchers. Protecting intellectual property
rights becomes more difficult with the cyberspace
age. The classroom is no longer limited to traditional
classrooms, but is represented by Web sites, home
pages, bulletin boards, and listservs. Requiring pass-
words and changing them periodically provides a
safety network for computer networking. Controversial
opining should include disclaimers that such views do
not reflect those of the institution. Campus speech
codes and verbal harassment rules can target digital or
electronic hate messages as well as similarly spiteful
print messages.

The AAUP revised text adapted by the association’s
council in November 2004, “Academic Freedom and
Electronic Communications,” stresses the importance
of developing safeguards that will be applied to all

areas of electronic communications within the campus
community. This includes sensitivity to privacy needs
in many situations where unauthorized disclosure of
electronic messages and materials could jeopardize
personal reputations and other vital interests, and ulti-
mately deter free and open communications within the
campus community. All these factors will require
careful and extensive study by each institution and the
tailoring of specific responses consistent with institu-
tional needs and values, as well as with state and local
laws. Academic freedom in an era of litigation, cul-
tural wars, and social fragmentation, today as in the
past, faces multiple challenges.

Tenure

Academic freedom requires protection from inter-
ference with the unfettered search for knowledge and
truth in the academy. Tenure provides institutional
commitment and support for teachers to be free to
conduct their research, teaching, and service without
fear of reprisal or dismissal for taking a controversial
stand on issues and trends in their subject matter area.
Tenure protection includes due process rights for
tenure track probationary and tenured faculty.

Some new institutions do not have tenure. Also,
there are a growing number of untenured adjunct and
part-time faculty. Court decisions assure them First
Amendment free speech protections. Academic free-
dom is essential in higher education and the strength
of its protection depends on each college and univer-
sity’s faculty contracts as well as institutional custom
and usage. Faculty have a responsibility for profes-
sional ethics and conduct in their institutional teach-
ing, research, and service. Tenure, with exceptions,
assures continued lifetime employment contracts.

James J. Van Patten

See also Democracy and Education
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ACCOUNTABILITY

The word accountability exploded onto the educational
scene in the early 1980s following the publication of
the National Commission on Excellence in Education’s
A Nation at Risk report. The language of accountability
has been ubiquitous ever since. Almost all popular writ-
ers on education today use the term. They do so, how-
ever, without careful definition of what they mean
when they use the language of accountability.
Accountability language may be used as a substi-
tute for serious discussion of the purpose of American
education. Early in the twentieth century, the language
of “efficiency” and “social efficiency” sometimes
served this same role. During the age of industrializa-
tion, efficiency became an end in and of itself rather
than a means to a greater ideal for American educa-
tion. This same phenomenon may be happening today,
when accountability becomes an end in itself instead
of a means to a higher end. This entry describes three

main uses of accountability and then seeks to identify
the common elements in these three popular uses of
the term.

Economic Accountability

Economists use the term accountability in strictly
financial terms. They apply the language and concepts
of banking and the stock market to critiquing schools
for not producing what they believe schools should
produce. The purpose of education to economists,
who by definition focus exclusively on the production
and consumption of goods, is to produce skilled work-
ers for businesses. In the eyes of economists, schools
should be held accountable for producing the workers
that businesspeople want.

The best “bottom line” that economists can deter-
mine for schools is test score production. To these
thinkers, schools exist to produce test scores, which
they have seized upon as a means to the production of
skilled workers. Economic-minded thinkers then focus
on producing elaborate accountability systems that
they believe will determine who is to blame for not
producing the workers that corporate executives want.

Political Accountability

Accountability in a more strictly political context
is more difficult to define. The common theme in
accountability language, however, is blame. To “hold
someone accountable” is to blame that person for not
fixing a problem when he or she has been labeled as
the person responsible for fixing the problem. In this
simplistic approach to teaching and learning, educa-
tion is stripped of its moral dimension in the rush by
public leaders to find someone to blame for the fact
that all of our society’s problems have not been fixed.

This view of politics stretches back to the begin-
ning of the modern era in the West, to thinkers such as
Niccolo Machiavelli (1469-1527), Thomas Hobbes
(1588-1679), and John Locke (1632—-1704). The cur-
rent emphasis on accountability stems from the real-
ization that the modern project that began in the
seventeenth and eighteenth centuries has not produced
the perfect society its adherents, such as Jean-Jacques
Rousseau (1712-1788), Denis Diderot (1713-1784),
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and others, promised. In the wake of what some
people believe is the failure of this modern project,
someone must be blamed for the imperfect human
nature that has been with us all along. The political
game of blaming one group or another for what is a
natural problem takes place under the guise of
accountability driven political rhetoric.

Moral Accountability

Other people who use the language of accountability,
however, focus almost exclusively on its moral ele-
ment. People who use accountability in a moral sense
are concerned about moral decline in American soci-
ety. Accountability, to these individuals, takes on the
urgency of a crusade to eradicate immoral behavior
through education. The purpose of accountability to
morally driven reformers is to root out what they
believe are social problems, such as voter apathy, sex-
ual immorality, and drug use. These reformers believe
that bad education has given rise to a culture in which
people are no longer accountable for their actions.
Accountability and responsibility are closely related
concepts to these reformers, but using accountability
provides them with more leverage than using respon-
sibility, because it allows them to identify and blame
the people they wish to hold accountable for returning
America to a perceived age when citizens were more
responsible. They believe that accountability is the
means by which principles such as respect for elders,
love of country, and individual responsibility can be
reinstilled in American youth.

In the language that surrounds modern discussions
of education, these three meanings of accountability
are intertwined. They are quite difficult to separate in
the language of popular educational reformers. These
three themes of economic, political, and moral
accountability, however, always can be found in the
public language of educational advocacy. The most
popular accountability driven reformers manage to
deliver speeches that integrate all three of these differ-
ent conceptions of accountability, despite the fact that
they are fundamentally at odds with one another.
Public audiences are left with a vague sense that
accountability is a good thing, but without any sub-
stantive meaning of what accountability is about.

Accountability driven reformers also tend to agree
that “student achievement” is an idea that corresponds
closely with accountability. Much like accountability,
however, student achievement is a term that can be
interpreted to correspond with economic, political,
and moral purposes for schools. Questions such as
“To what end should we hold people accountable?”
and “To what end should we increase student achieve-
ment?” are rarely asked in the heated world of educa-
tional rhetoric. The unquestioned and too-often
hollow rhetoric of accountability ultimately avoids the
real question of purpose, which alone could give
meaning to accountability as well as American educa-
tion in general.

J. Wesley Null
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ACHIEVEMENT GAP

The achievement gap is defined as the disparity that
exists between the test scores of White American
students and African American and Hispanic or
minority students. Test results indicate that White
students score higher than minority students (except
Asians) on measures of achievement. This gap is mea-
sured by test scores on a variety of instruments mea-
suring intelligence, achievement, and aptitude. These
include the National Assessment of Educational
Progress, SAT, lowa Tests of Basic Skills, and other
instruments administered in the public schools of the
United States.

The achievement gap is a major concern to policy
makers and educators alike, and much research has
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been done to discover the cause of this test score dif-
ference. According to the National Assessment of
Educational Progress (NAEP), the achievement gap
between Whites and African Americans is between
0.80 and 1.14 standard deviations. Between Whites
and Hispanics, it is between 0.40 and 1.00. According
to NAEP data, this gap exists both in reading and in
math. The educational, social, and economic implica-
tions for minority students are huge. The dropout rate
for minority teens is higher than for White teens, the
high school graduation rate lower, and as a result,
opportunities in the job market are substantially lim-
ited. Education is purported to be the great equalizer,
but this gap persists and points to a significant prob-
lem in the educational system in the United States.
This entry looks at the question: What is the cause of
this achievement gap, and can the gap be closed?

Possible Causes

In 1954, the Supreme Court decision reached in
Brown v. Board of Education stated that the educa-
tional system in the United States was “separate and
unequal.” African American and other minority
children attended class in dilapidated buildings, with
limited funding and resources. These conditions and
their inherent discriminatory practices contributed to
the early gaps in test scores between White and minor-
ity students.

In more recent times, test bias has been alleged by
theorists who claim that the contents of achievement
tests are biased in favor of White students, and thus
the tests discriminate against minorities. Others have
said minority students are inherently inferior intellec-
tually and the achievement gap is proof. There has
been no clear-cut evidence to support this claim, how-
ever, though it has been made throughout the last few
centuries by various pundits.

In addition to these assertions, the research has
investigated many other factors that may contribute to
this gap. These include race, socioeconomic status,
culture, teacher expectations, instructional practices,
parent level of education, parent involvement, cultural
capital, and various societal elements, even rap music.
Basically, there is no evidence suggesting a cause of
the achievement gap in education.

While definitive causes may not be available, land-
mark research conducted by Betty Hart and Todd
Risley offers insight into what may be the origins of
the problem and as a result, likely solutions. These
researchers studied children from ten months to three
years old in families from three socioeconomic back-
grounds: welfare, middle class, and professional
(specifically college professors’ families). Their study,
which looked at the quantity of conversation in fami-
lies as counted in words, suggests that for some
children, the achievement gap begins before they enter
the educational system.

They found that the average welfare child heard
about 616 words per hour, compared to 1,251 words per
hour for the average working-class child, and 2,153 words
per hour for children in professional families. In four
years of such experience, an average child in a profes-
sional family would have heard almost 45 million
words, an average child in a working class family 26
million words, and an average child in a welfare family
13 million words. Thus, by the time the children enter
school, their experiences are vastly different, with
potential consequences. For example, a student who
arrives at school having heard, let’s say, the word mar-
velous 1,000 times will most likely know that word
and its usage, as compared to a child who had only
heard it ten times or not at all. Experience with
language offers a decided advantage. These findings
moved the government to fund and implement a com-
prehensive preschool system, Head Start, aimed at
closing the gap for children born into poverty.

Possible Solutions

Since researchers can’t come to a conclusion about
why the achievement gap exists, they have sought
solutions to decrease it. According to the National
Assessment of Education Progress (NAEP), this goal
was achieved for a period of thirteen years as indi-
cated by data showing that the gap narrowed between
1975 and 1988. From 1990 to 1999, however, the gap
remained the same or grew. In fact, according to the
Education Trust, by the time African American and
Hispanic students reach twelfth grade, their English,
math, and science skills are similar to the skills of
thirteen-year-old White students.
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A Nation at Risk

What factors contributed to the narrowing of the
achievement gap in the 1980s? Again there are many
explanations espoused by the researchers. Title I sup-
plied much needed government funding to economi-
cally depressed schools. Also, in 1983 the National
Commission on Excellence in Education’s report A
Nation at Risk served notice on the entire educational
system that the Unites States was lagging behind the
nations of the world. The commission set forth the fol-
lowing recommendations:

e Graduation requirements should be strengthened in
five new basics: English, mathematics, science, social
studies, and computer science.

e Schools and colleges should adopt higher and mea-
surable standards for academic performance.

e The amount of time students spend engaged in learn-
ing should be significantly increased.

e The teaching profession should be strengthened
through higher standards for preparation and profes-
sional growth.

This prompted swift action as professional educa-
tional entities such as the National Council of Teachers
of Mathematics, the National Council of Teachers of
English, National Science Teachers Association, and
the International Reading Association scrambled to
raise the standards of academic achievement in our
nation’s schools through the establishment of national
standards. These standards were meant to offer strong
content-based curriculum practices intended to
increase student achievement through content.

The report, which focused on the test scores of the
general student population, and its subsequent reaction
by the educational community, seems to have had the
positive effect of narrowing the achievement gap,
according to a 2006 article in the American Journal of
Education by Douglas Harris and Carolyn Herrington.
The authors also stated that during the 1980s, when
content and time standards (what is taught, and the
amount of time spent teaching and learning) were
improved, the achievement gap narrowed. They added,
however, that during the 1990s, the gap remained the
same or grew at the onset of the accountability focus in
the form of high-stakes tests, school takeovers, vouchers,

charter schools, and other government- and market-
based accountability programs.

Teacher Quality

Another factor said to narrow the achievement gap
is teacher quality. Highly qualified teachers can nar-
row the achievement gap just as incompetent teachers
can widen it. Research indicates that high quality
teaching can have lasting effects on student achieve-
ment. Unfortunately, poor quality teachers are con-
centrated in low performing schools. According to
research, this is no coincidence. Being taught by a
poor quality teacher can seriously affect student
achievement. Among other findings, Steven Rivkin,
Eric Hanushek, and John Kain found that high quality
instruction in primary school may offset disadvan-
tages associated with low socioeconomic background.

Quality Reading Instruction

Additional measures have been employed to
improve overall student performance and combat the
widening achievement gap. In 2000, the National
Reading Panel issued a meta-analysis detailing the “big
five” of the instructional reading process: phonemic
awareness, phonics, fluency, vocabulary and compre-
hension. The panel determined that systematic phonics
instruction leads to significant positive benefits for
students in kindergarten through sixth grade and for
children with difficulty learning to read. They also
found that professional development for teachers is
necessary to improve the quality of reading instruction.

No Child Left Behind

No Child Left Behind (NCLB), the reauthorization
of the Elementary and Secondary School Education
Act, was signed into law on January 8, 2002. The U.S.
Department of Education stated that the law helps
schools improve by focusing on accountability for
results, freedom for states and communities, proven
education methods, and choices for parents. One of
the primary objectives of the legislation is to close
the achievement gap, as stated in Title I, Section
100-Statement of Purpose,
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The purpose of this title is to ensure that all children
have a fair, equal, and significant opportunity to
obtain a high-quality education and reach, at a mini-
mum, proficiency on challenging State academic
achievement standards and state academic assess-
ments. This purpose can be accomplished by ...
closing the achievement gap between high- and low-
performing children, especially the achievement gaps
between minority and nonminority students, and
between disadvantaged children and their more
advantaged peers. . . .

Various programs and projects, such as Reading
First; Prevention and Intervention Programs for
Children and Youth Who Are Neglected, Delinquent,
or at Risk; Family Literacy; Drop-Out Prevention;
Advanced Placement Programs; and Comprehensive
School Reform are funded through NCLB.

With any new government initiative, however,
comes debate. NCLB is no exception. Many believe
the program has inordinately increased stress on
teachers and students through the use of high stakes
testing to measure goal compliance. In general, a great
deal of spirited conversation surrounds the effective-
ness of some of the NCLB’s stipulations. Are the
accountability measures improving teacher quality
and academic achievement among all student groups?
Is the achievement gap narrowing? Only time and data
will be the judge.

Yvonne Perry

See also African American Education; No Child Left
Behind Act
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ACHIEVEMENT TESTS

Achievement tests are used to assess the current
knowledge and skills of the person being examined.
Achievement tests include those administered to
students in elementary or secondary schools and
those administered to candidates for certification or
licensure in a professional field. In elementary and
secondary schools, content areas assessed by achieve-
ment tests include reading, language arts, mathemat-
ics, science, and social studies. Licensure and
certification examinations include test items that
assess the knowledge, skills, and abilities that are
required for professional practice. For example, a
teacher licensure examination might include items on
child development, curriculum, instructional meth-
ods, and assessment.

This entry describes achievement tests of various
types and how they are developed, describes their
uses, and provides some guidelines for selection of
specific tests.

Test Formats

The most common item format used in achievement
tests is multiple choice. Other item formats used in
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achievement tests are constructed-response items
that require examinees to write a short response and
extended-response items that require lengthier
responses, such as essays. Also, the National Board of
Professional Teaching Standards incorporates a port-
folio as one component of its examination used to cer-
tify teachers as being “accomplished.”

A majority of achievement tests are group admin-
istered. Some achievement tests, however, are individ-
ually administered. An example is the Woodcock
Johnson-IIT Tests of Achievement, which assesses
examinees’ knowledge in language and mathematics
skills. Also, some achievement tests are administered
by computer. The Measures of Academic Progress
produced by the Northwest Evaluation Association is
a computer-adaptive test of reading, mathematics, and
science that is used by school districts throughout
the United States. An example of an Internet-based
assessment is the South Carolina Arts Assessment
Program in the visual and performing arts, which is
administered to fourth-grade students.

Typically licensure and certification tests are
national in focus, whereas, most achievement tests in
primary and secondary schools are administered at the
school district or state level. However, a nationwide
achievement test administered in the United States
is the National Assessment of Educational Progress
(NAEP), which administers tests in such areas as
reading, writing, mathematics, and science, to a
national sample of students in Grades 4, 8, and 12. An
example of an achievement test administered interna-
tionally is the Progress in International Reading
Literacy Study, a literacy test administered in thrity-
five countries or regions.

Types of Scores

Interpretations of scores from achievement tests are
typically norm referenced or criterion referenced.
Norm-referenced scores allow the comparison of a
local examinee’s performance to a group of peers from
across the nation. To achieve this, during test develop-
ment, a test company recruits a group of examinees
from across the nation to take the newly developed
achievement test. These examinees are referred to as a
norm group. The achievement tests are administered

and scored, and the scores of the members of the norm
group are converted to percentiles. A percentile rank
indicates the percentage of the norm-group members
scoring at or below a test score. The percentile scale
ranges from 1 to 99, with the fiftieth percentile being
considered average.

When a local examinee takes the test, his or her test
score is compared to the scores of the norm group to
determine the percentage of the norm group who
scored at or below the local examinee’s score. A local
examinee scoring at, for example, the sixteenth per-
centile scored below average as compared to the norm
group; whereas a local examinee scoring at the eighty-
fifth percentile scored well above average. Given that
a local examinee’s performance is being compared to
members of a norm group, if the percentile ranks are
to be meaningful, then the norm group should be sim-
ilar to local examinees in terms of demographics.

Criterion-referenced interpretations compare an
examinee’s score to some benchmark or performance
level. In the case of high school exit examinations,
licensure tests, and certification examinations, criterion-
referenced scores typically indicate whether an exam-
inee’s score is pass/fail or mastery/nonmastery. At the
elementary and middle school levels, states often use
criterion-referenced scores that indicate a student’s
performance level (e.g., Advanced, Proficient, Basic,
Below Basic).

Development of an Achievement Test

The process of developing an achievement test begins
with an expert committee that identifies the important
content in a field. In education, for state-level tests the
committee reviews the subject-matter content stan-
dards developed by the state education department.
For commercial, national, and international achieve-
ment tests, panels of experts review standards devel-
oped by national organizations (e.g., the International
Reading Association) and the standards, curriculum
documents, and texts used in a district, state, or region
for which the test is being developed. In licensure and
certification, the credentialing body completes a study
to identify the knowledge, skills, and abilities critical
to professionals in the conduct of their duties. Experts
then determine what the test should include.
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Based on the review, the test company or agency
prepares a test blueprint that details the skills and
content of the achievement test as well as the propor-
tion of items devoted to each content area. Test per-
sonnel work with experts in the subject area or the
professional field to draft test items. Subsequently,
various expert committees review the items for
appropriateness, clarity, and lack of bias. After the
review, the developers field test the items by admin-
istering them to a sample of examinees. When the
items are returned, protocols for scoring the items
(e.g., multiple-choice and constructed-response) are
established. After scoring, statistical analyses of field
test items are completed in order to examine item
quality.

The test blueprint is then used to assemble final test
forms using the items that passed quality control. If
the achievement test is a norm-referenced test, then
the final forms of the test are administered to age- or
grade-appropriate norm groups. If the test will pro-
vide criterion-referenced scores, then panels of
experts review the test items to establish the scores
required for passing or classification at a certain per-
formance level. At the end of this process, the devel-
opers publish the test and a test manual that provides
technical information.

Uses of Achievement Tests

A common use for achievement tests is for monitoring
student progress across years. Achievement tests also
are used to make high stakes decisions about exami-
nees, such as testing for licensure or testing for place-
ment into a gifted program or a special education
program. Another purpose of achievement tests is
to compare the performance of examinees within a
school setting or in educational programs. As an
example, achievement tests are used in some program
evaluations to determine the effectiveness of an
instructional technique.

Achievement tests are also used for accountability
purposes to inform the public about how well exami-
nees are performing. In education, state testing pro-
grams, as well as the federal testing program NAEP,
classify students into performance levels based on the
degree of achievement the student has demonstrated

in regard to either state or national standards. By
reporting the percent of students who are classified
into each performance level, achievement tests are
used to inform policy makers and the public of the sta-
tus of education. With the federal No Child Left
Behind legislation (NCLB, Public Law 107-110), the
use of criterion-referenced tests for policy-making
purposes increased.

How to Select an Achievement Test

In education, school districts and states sometimes
select a commercially produced test rather than develop
a test. In selecting such an achievement test, decision
makers should review the test to determine the degree
to which the test content is appropriate for their cur-
riculum. Selection of a standardized test should
consider relevance of the test items; the recency and
representativeness of the norms; the conorming of the
achievement test with an aptitude test; the testing time
required; the ease of administration; the articulation
of the test across grade levels; and the costs of test
materials, scoring, and score reports. In adopting an
achievement test, users should also review potential
test items to assure they do not promote racial or gen-
der stereotypes.

The test user should also determine if the score of
the examinee is reliable over time. Reliability is con-
cerned with the question, “If the examinee were to
retake the examination (or an examination with paral-
lel content), would he or she be likely to receive the
same score?” In determining if a test is reliable, the
test user will also want to determine the error (i.e.,
unreliability) that is associated with a test score.

Finally, in selecting an achievement test, users
should determine if the test has been validated for the
intended use. To that end, test users should investigate
what types of validity evidence are provided to sup-
port the interpretation of the test scores for a particu-
lar use. For example, information should be provided
to the test user regarding the content that is being
tested and how that content is related to the construct
of interest.

Robert L. Johnson and Christina Schneider

See also High-Stakes Testing; Standardized Testing



12 Action Research in Education

Further Readings

Haladyna, T. (2002). Essentials of standardized achievement
testing: Validity and accountability. Boston: Allyn &
Bacon.

Hopkins, K. (1998). Educational and psychological
measurement and evaluation (8th ed.). Needham Heights,
MA: Allyn & Bacon.

South Carolina Arts Assessment Program. (2002). Sample
tests. Retrieved from http://www.scaap.ed.sc.edu/
sampletest

Thorndike, R. (2005). Measurement and evaluation in
psychology and education (7th ed.). Upper Saddle River,
NIJ: Pearson.

ACTION RESEARCH
IN EDUCATION

Action research in education can be traced back to the
1940s and the work of Stephen Corey at Teachers
College, Columbia University. Corey and his collabo-
rators maintained that every teacher is a potential
researcher and that participating in group research
was necessary for good teaching. Action research fell
out of popularity in the late 1950s, as policy makers
began to depend on experts to create new educational
knowledge and curriculums.

Interest in action research was renewed in the early
1980s when Donald Schon published his book The
Reflective Practitioner (1983). In this work, Schon
argued that professionals such as teachers must look
beyond prescriptions and formulas to guide their
instruction. According to him, in the real world of
educational practice, problems that need to be
addressed by teachers are not simply givens, but must
be constructed from the reality that exists. This reality
is often “puzzling, troubling and uncertain.”

Schon’s notion of the teacher as reflective practi-
tioner set the stage for reconsidering Corey’s earlier
ideas concerning action research. Specifically, Schon
called for teachers and other school personnel, includ-
ing counselors and administrators, to do research
about the settings in which they worked—to do
research as participant observers. In doing so, it was
assumed that they would, in turn, be able to reflect,
further on their practice.

What are the basic elements of action research?
According to education author G. E. Mills, action
research involves four areas: (1) identifying a focus of
research, (2) the collection of data, (3) the analysis
and interpretation of what is found, and (4) the devel-
opment of an action plan based on one’s research.
Action research can include both qualitative and
quantitative data collection. It does require, however,
that teachers become active observers of what they
teach and how their students learn.

Action research as a model significantly comple-
ments the social and cultural foundations of education
since it empowers teachers to better understand the
classrooms in which they work. It also encourages
them to use knowledge gained through observation
and other data collection techniques to reflect upon
their work and what they do in their work in schools.
In particular, action research has the potential to help
teachers contextualize what they actually do, and to
better understand the reality that surrounds them in
their day-to-day lives in the classroom.

Eugene F. Provenzo, Jr.

See also Teachers College, Columbia University
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ACTIVE LEARNING

Active learning is an educational approach in which
teachers ask students to apply classroom content dur-
ing instructional activities and to reflect on the actions
they have taken. Teachers who employ active learning
approaches can have students solve problems, work as
part of a team, provide feedback to classmates, or
peer-teach as ways to put new content to work. Active
learning requires students to operate at high cognitive
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levels, to analyze, synthesize, and evaluate during
instructional tasks. This entry looks at how active
learning works and what research says about its out-
comes, as well as some criticisms and challenges.

Method and Rationale

When students take notes quietly during a lecture,
they are operating as passive learners. Lectures invite
student passivity, and research shows that passive
students learn less. Lectures are teacher-centered
activities that require only the instructor to process the
academic content. Active learning approaches, on the
other hand, are student centered, requiring students to
manipulate academic content during the lesson and
placing the teacher in an advisory role. The bottom
line in active learning is, in order to learn, students
must do more than simply listen. With an active learn-
ing approach, teachers design instruction that invites
students to take action and to reflect on the skills
and/or the knowledge required to complete a task.

Active learning takes a variety of forms because no
single application or set of strategies comprises an
active learning approach. At a rudimentary level of
instructional planning, instructors can ask students to
discuss a question with a classmate or to compare
notes with a partner during a break in a lecture. Of
course, active learning applications can reflect more
sophisticated planning as instructors ask students to
perform a skit, respond to a case study, or otherwise
apply classroom content.

With constructivism as a prevailing theoretical
framework in schools, active learning is present in
a variety of contexts, particularly in secondary and
higher education settings. Biology, chemical engineer-
ing, and medical school classrooms are among the
array of cross-disciplinary contexts where active learn-
ing is increasingly present. Technology affords new
opportunities for active learning in classrooms.
Wireless laptops hold the promise of increasing oppor-
tunities for student-centered lessons. A lecturer can
invite students to problem solve independently or in
small groups from their seats in the lecture hall, mak-
ing a computer lab unnecessary.

A handful of well-known instructional approaches
fall within the parameters of active learning. Cooperative

learning, problem-based learning, and collaborative
learning all require students to be the primary manip-
ulators of content during a lesson. Active learning
hinges on the consistent benefits of assigning students
to small, collaborative groups for solving a problem.

Research Findings

Research on active learning has shown improved aca-
demic performance, or at least no evidence of dimin-
ished learning among students from active learning
classrooms compared to students taught in traditional,
teacher-centered contexts. Studies have also shown
evidence of positive attitudes to active learning. Students
who possess the attributes associated with active
learning environments are very attractive to employ-
ers. These students exhibit improved team skills, as
well as an ability to formulate questions and to devise
unique solutions, traits that are not as prevalent in
students from teacher-centered classrooms.

Teachers who have employed active learning
approaches report better time management as well as
increased opportunities to collaborate with others
(teachers, administrators, and community members)
in planning and delivering lessons. All in all, teachers
who employ active learning approaches feel that the
lessons they develop are more creative.

Critique and Challenges

Instructors are finding active learning approaches to be
increasingly accepted and expected. Because active
learning is student centered, it highlights the teacher’s
role as a planner. Teachers seeking to remake their
teacher-centered lessons will require time to revise
their lectures into active learning scenarios. These
teachers must create a climate to cultivate active
students willing to take risks. In addition, teachers
must develop their own repertoire of active learning
strategies with which they are comfortable and that are
effective for teaching the content in their content area.

That said, when an instructor designs active learning
lessons, he or she may face criticism from colleagues
who are rooted in a more traditional teacher-centered
philosophy. Or, some students may resist active learn-
ing approaches. Having grown accustomed to being
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passive receptors of information in teacher-centered
classrooms, students may balk at teachers’ require-
ments that require a greater responsibility from
students for their own learning. Students may refuse
to engage in higher order thinking or to function as
members of a team.

In addition, even though the literature supports
active learning as an effective way to increase student
learning, teachers may not be receiving appropriate
training to incorporate these methods. Active learning
may not be the focus of sustained teacher professional
development, or active learning approaches may not
be being modeled during training sessions. Teachers
who desire to create an active learning environment
should spend additional energy devising the coopera-
tive, risk-free climate in which students can work.

Students face concomitant adjustments in a class-
room where active learning approaches are employed.
Because the focus of active learning is less about
transmitting a particular body of content and more
about acquiring operational skills and cognitive abili-
ties, students may feel unsure about whether they are
receiving all the essential information about a subject
that they believe they need.

Timothy G. Thomas

See also Constructivism; Cooperative Learning
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ACTIVISM AND THE SOCIAL
FouNDATIONS OF EDUCATION

The people who established the social foundations of
education during the 1920s and 1930s—William H.
Kilpatrick, John Dewey, George S. Counts, and
Harold Rugg—were all committed to social activism.
This was particularly true during the 1930s and the
Great Depression, when they developed a philosophy
of “social reconstruction,” whose goal was to over-
come the failure of the capitalist economy system by
establishing a more just and equitable economic and
social system.

Perhaps nowhere is the concept of a social founda-
tions scholar being engaged in social activism more
clearly articulated than in the work of George S.
Counts. In his 1932 book—Dare the Schools Build a
New Social Order?—he called for teachers to act as
conscious social agents. As educated and concerned
citizens, he felt that they could point the students
whom they taught and the communities in which they
lived toward a more democratic and just model of
society.

This theme was repeated again in various articles
published by Counts and his followers in the journal
The Social Frontier, as well as in courses such as the
Education 200 F, the introductory social foundations
course at Teachers College starting in the mid-1930s.
In the 200 F course, Counts and Rugg argued that
teachers and administrators in the schools had the
obligation to act for the social betterment and
improvement of their students and the communities in
which they lived. In general, the social foundations
professors at Teachers College saw their students as
future activists and leaders, who needed to be pre-
pared for “enlightened action” and “‘statesmanship.”

Counts felt strongly that teachers needed to throw
off what he saw as the slave psychology that had dom-
inated the teaching profession since antiquity, and,
through their actions, bridge the gap between school
and society. The concept of teachers taking a more
proactive role in social change has been a persistent
theme in the social foundations of the education field.

During the late 1980s, for example, Henry Giroux
argued in Teachers as Intellectuals that teachers need
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to function as “transformative intellectuals.” According
to him, they should combine reflection and action in
the interest of empowering students with the skills and
knowledge needed to address injustices and to be crit-
ical actors committed to developing a world free of
oppression and exploitation. For Giroux, such intel-
lectuals/educators should not just be concerned with
raising the test scores of their students and promoting
the individual achievement of their students, but they
should also be concerned with empowering students
so that they can critically read and change the world
when needed.

Currently, the social activist tradition in the social
foundations of education most clearly manifests itself
in the tradition of social justice, which calls for the
conscious creation of a more just and equitable soci-
ety, in terms of race, gender, and socioeconomic class.
While such efforts are certainly worthwhile, they are
largely theoretical. If social activism is to play a truly
meaningful role in the social foundations of educa-
tion, new ways need to be found to create meaning
through practice, ones that are consistent with the type
of social action outlined by the founders of the field.

FEugene F. Provenzo, Jr.
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ACTIVIST TEACHERS

While their causes may vary widely, activist teachers
are generally understood as instructors who engage
social justice issues and incorporate these ideas into
their teaching practice. Democratic ideals are at the
heart of an activist teacher’s practice, in that the

concept of social equality is paramount. Activist
teachers’ intentions lie on a spectrum between the
needs of the individual and of society in general; their
actions may involve collaboration and participation
within and outside of schools. Activist teachers have
historically been social reformers-suffragists, labor
activists, and civil rights advocates, and their work
with individuals seeks to create democratic change in
society.

Activist teachers work toward creating places
where individuals from various cultures meet and pro-
vide a space for these individuals to respectfully
inform one another. The teachers are aware that
schools can be sites of social reproduction but work
against this dynamic. They facilitate and situate ques-
tioning of the status quo. They have a multifaceted
relationship with their students. Activist teachers may
use one or more of the following concepts in their
teaching:

e Social justice

e Equity including race, class, and gender
e Facilitate and question the status quo
e Cultural sensitivity

e Interactive and creative methodology
e Democratic classrooms

e C(ritical pedagogy

e Feminist theory

e Politically progressive ideology

e Dialogic methodology

e Reflection

Women have been prominent in the development of
educational activism as they have incorporated social
reform issues, including suffrage, labor, women’s
rights, and civil rights into their practices as educators.
Jane Addams (1860—-1935) and Ida B. Wells (1862-1931)
were two of the founders of the Settlement House
Movement, the Women’s Club Movement, and the
NAACP (National Association for the Advancement of
Colored People), educational endeavors that helped to
establish community networks to support racial and
gender equity. These endeavors challenged prevailing
educational methods that were aimed at social effi-
ciency and compartmentalization.

George S. Counts (1889—-1974), an American educa-
tor and sociologist, was well known for his assertion
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that teachers should be agents for social change. In
1932, during the Great Depression, Counts combined
three speeches into one volume titled Dare the School
Build a New Social Order. In it he asserted that some
form of democratic collectivism should replace tradi-
tional capitalism in American society. Further, he
believed that teachers should be agents of social
change in that they should shape their students to be
receptive to the idea of collective control of the econ-
omy. Thus, schools would become the birthplace of
cooperative endeavors and democratic ideals. While
this approach was criticized as indoctrination, Counts
believed that in essence all education is indoctrinating
and therefore should be used to move toward a more
fair and equitable society.

Activist teachers strive to be sensitive to the inter-
connectedness of race and gender in classrooms. This
idea is highlighted by many current feminist activist
educators, including bell hooks (1952-).

An activist teacher’s classroom practice includes
interactive methods and democratic ideals. It is aimed
at balancing the needs of individuals and society as a
whole. All members of the group must have shared
activities and equal opportunity to give and take.
These ideals are predicated on the work of John
Dewey (1859-1952). Like Dewey, an activist educator
would denounce rote learning for a more interactive
and experiential approach to teaching and learning.
Just as Dewey advocated, an activist teacher would
also place emphasis on thinking, reflection, democra-
tic ideals, and on the value of community.

In addition, action is linked with certain values. For
activist teachers, education should be centered on lived
experience and should have an emphasis on dialogue
that enhances community in that it leads people to act
in ways that would support justice and encourage
human potential. Paulo Freire (1921-1997) is associ-
ated with this type of educational activist practice.

The Highlander School, founded by Myles Horton
(1905-1990) and Don West (1906-1992), is an exam-
ple of activist teaching in practice. Horton and West
believed that education should lead to action. Their
original mission was to educate rural workers to lead
the way to a new social order. This mission was
expanded to teach leadership skills to those who
would challenge segregation and other oppressive
aspects of society. In the 1950s Horton and his

colleagues established the citizenship schools move-
ment, an effective literacy campaign that emphasized
the right to participate in a democratic society.
Currently in the United States, several organizations
exist to support the endeavors of activist teachers. These
include the Center for Anti-Oppressive Education,
Teaching for Change, and Rethinking Schools.

Beth Powers-Costello
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ADAPTIVE TECHNOLOGY

Adaptive technology, or assistive technology, is
defined as the use of devices to increase, maintain, or
improve the capabilities of a person with disabilities
by providing physical and sensory access, for exam-
ple, through the use of a wheelchair or Braille. When
used with computers, adaptive technologies are also
called adaptive hardware or software. The term adap-
tive technology has now broadened to include instruc-
tional technologies used to meet special teaching and
learning needs in classrooms, including those of
students identified as at risk of school failure and
those identified as gifted and talented. This entry
looks at how adaptive technology contributes in an
educational setting.

Providing Help

Adaptive technology can potentially help individuals
with disabilities achieve greater independence and



Adaptive Technology 17

self-confidence. The field of special education histor-
ically has had an interest in technology, specifically in
assistive as well as instructional technologies that
extend an individual’s abilities in classroom environ-
ments and beyond.

Various assistive technology laws have been passed
to provide guidance, funding, and standards for the
development and distribution of these devices. Among
these, the reauthorization of the Assistive Technology
Act of 1998 (Public Law 108-364), a grant program,
increases the availability of funding and access to
assistive technology for states to continue implement-
ing their technology-related assistance programs.
Another important piece of legislation, The Rehabilit-
ation Act of 1973, was amended in 1998 to include
Section 508, which requires federal agencies to make
electronic and information technology accessible to
people with disabilities. Section 508 addresses the
uses of special keyboards, touch screens, and closed
captioning, for example, to facilitate access to elec-
tronic information.

Even with the efforts of the federal government and
individual state programs to provide this type of assis-
tance to the disabled, challenges remain. Standards for
providing access, training, and support related to adap-
tive technologies can vary from state to state. Further,
lack of resources, trained professionals, and timely
acquisition and delivery of assistive devices can ham-
per successful implementation of these programs.

Despite these challenges, professionals working
with the disabled can maximize individual success
when using the devices by being knowledgeable about
the needs and abilities of the disabled with whom they
work, as well as by continuing to learn about adaptive
technology and how to create a good fit between it and
the user. Educational preparation programs and con-
tinued professional support are key to maintaining the
best practices in the field.

Since the 1990s in public schools at the K—12 level,
there has been a move toward inclusive classrooms in
which special needs students receive instruction
alongside children in the mainstream program.
Because of this, teachers and other school profession-
als, for example, must be able to identify technologies
that support all students and be able to adapt those
technologies to meet the specific needs of students
with disabilities who often encounter difficulties in

meeting the demands of the school and classroom
environment.

Adapting Computers

Working at a desk using a traditional QWERTY key-
board and a mouse is the most common way of inter-
acting with a computer. However, this set-up is not
useful for all. Adaptive input devices can help special
needs students to send information to the computer.
Standard keyboards can be adapted with Braille or
raised character caps attached to the keys, or the auto
repeat function can be disabled. Alternative keyboards
are specifically designed for individuals with limited
motor skills. These usually are larger in size than stan-
dard keyboards, have larger keys with increased spac-
ing between them, and offer increased sensitivity. The
letters and numbers are often arranged in sequential
order and marked with pictures.

For individuals unable to use the traditional com-
puter mouse, touch-sensitive screens, joysticks, and
head-operated devices activate and control cursor
movement with less demand on the user. A puff
switch, for example, activates mouse functions as the
individual puffs or sips through a tube. Other input
devices include voice recognition software that can
convert spoken words into text on the screen as well
as replicate mouse functions. Students with limited
mobility also can use an electronic pointing device
operated by a headset that translates eye and head
movement into cursor movements.

Similarly, output devices, such as computer screens
and printers, can be adapted to produce large text and
graphics, including Braille characters. Black type on
white background screens can be reversed to show
white characters on a black screen. Large print key-
boards and oversized monitors are also helpful to the
visually impaired. Speech output is possible with syn-
thesized speech that can generate an unlimited amount
of vocabulary and digitized speech that records and
digitizes real voices but which is limited to words pre-
viously recorded.

Other Issues

In addition to computer hardware and software, other
technologies assist a student with basic life activities
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such as standing and sitting straight, holding a utensil
or pencil, or elevating his or her head. Seating and
standing products such as therapeutic seats and active
standers help persons with disabilities to sit or stand
comfortably and safely, while maintaining or improv-
ing their health. Walking products such as canes and
walkers, and wheeled mobility products such as
wheelchairs and electric scooters, allow the physically
challenged some freedom of movement.

Students with learning or language disabilities can
use technology to help them experience success in
classrooms. Students with learning disabilities, who
often struggle to organize their thoughts and produce
written documents, benefit from software features that
help with outlining, spelling, and grammar. Word
processors with speech output help students with writ-
ing tasks by reading out loud the students’ writing.
Software programs are also available to assist with
hand-eye coordination, study skills, and cause and
effect.

Presently, advocates for the disabled support the
idea of universal accessibility, or universal design of
devices and technologies to achieve excellent usabil-
ity by all—persons with disabilities benefit from the
design and the typical user can also benefit. For exam-
ple, curb cuts in sidewalks, which allow a smooth and
gradual transition from the sidewalk to the street level,
help persons using wheelchairs and also those pushing
baby strollers, carrying wheeled luggage, or skating.
Recently, universal design concepts have been applied
to computers in order to include disability accessibil-
ity software as part of the operating system so that
access would be readily provided and not require spe-
cialists to make modifications to the computer before
a disabled person can use it.

Universal design concepts are also being applied to
learning—to support students with disabilities in gain-
ing access to the general education curriculum. While
modifications to instruction and materials occur regu-
larly for these students, the changes are usually reac-
tive, and students will tend to experience lag time in
achieving access to the curriculum. Universal design
seeks to change this by providing a proactive way of
thinking about access.

Lina Lopez Chiappone
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ADULT EDUCATION
AND LITERACY

Historically, adult education and literacy have evolved
outside the formal system of education. Adult educa-
tion and literacy programs have often been referred to
as nonformal education. Typically, formal education
stresses the development of academic skills, while
informal education stresses the development of skills
learned in the workplace, or the community at large.

Approaches

Several theories and philosophies guide adult education
and literacy. This entry focuses on two well-known and
distinctively opposed approaches: technicist-vocational
and popular liberating education. The technicist-voca-
tional approach targets mostly working class adults
and stresses a utilitarian approach in which the learner
gains essential knowledge and skills in reading, writ-
ing, and computation for effective functioning in soci-
ety. The main concern is to help the participants fit into
the existing socioeconomic structure, particularly jobs
at the lower end of the economy.

The alternative approach to technical and func-
tional adult education and literacy is adult popular
education for social transformation. This approach,
typified in the work of the Brazilian educator Paulo
Freire, is aimed at enhancing human potential and



Adult Education and Literacy 19

dignity while working for a better world—that is, a
more humane, just, equitable, and sustainable society.
Adult education as popular education for social trans-
formation is built upon a critique of the technicist
functional approach, and looks toward expanding and
enriching the narrow view of the latter.

The focus of this type of popular education is the
poor, oppressed, and disenfranchised. Freire and
Donaldo Macedo define literacy as “reading the word
and the world.” Accordingly, adult literacy takes place
by adults reading and writing their own reality. From
these theorists’ perspective, no one is completely illit-
erate, and no one is completely literate. The popular
knowledge coming from people’s daily lives and
experiences is valued and used, as well as challenged.
Adults study not only what their reality is but also
how this reality should and can be transformed. In
doing so, they embrace education as a tool for their
own empowerment.

Adult Education for
Social Transformation

Education for social transformation involves a lan-
guage of critique or denunciation, and a language of
possibility or annunciation. Freire argues that all edu-
cation is political and that participants in the educa-
tional process should be tactically inside and
strategically outside the system. According to him,
adult learners need to demystify the reality con-
structed for them through the mainstream media by
those in power. The adult education curricula should
be built with the participants by using their own expe-
riences and realities to help them understand whose
“reality” is constructed through the media, including
textbooks. In addition to learning basic skills, they
should be made aware of how public consent is man-
ufactured. As citizens who contribute to the transfor-
mation of the world, adult learners should not merely
learn basic skills but should focus on understanding
the world so that they can contest hegemonic social
practices and systems. In Freire’s model of education,
adult educators assist learners in unveiling the every-
day taken-for-granted realities and prejudices that
result in oppressive practices and inequity.

Goals of Adult Education
for Social Transformation

According to Freire, embracing adult education for
social transformation should lead to an understanding
of how the dominant culture works and should thus
provide a basis for joining forces toward transforming
the oppressing conditions in which these adults and
their families and communities live. Curricula should
be developed by involving participants in dialogue in
the context of democratic relationships between adult
educators and adult participants. Participatory adult
education should include theories of human and social
sciences in addition to the enhancement of their job
and life skills. Thus, participants learn both tech-
niques, and the whys and the what for, from their own
point of view and for their own benefit.

Denying the human and social aspects of adult edu-
cation is detrimental to learners and their growth.
Adult education for social transformation should go
toward building counter-hegemonic power through
collective action and solidarity. In brief, it is aimed at
creating critical collective consciousness and action
toward a better world from the point of view of the
adult learners themselves.

Implementation

Engaging in adult education for social transforma-
tion implies two major goals: achieving critical con-
sciousness and moving to work collectively toward
improving life conditions, starting with those of par-
ticipants themselves. Critical consciousness may be
promoted, nourished, and supported through dialogue
in culture circles, an idea introduced by Freire in adult
literacy programs in Brazil in the early 1960s.

To promote participation and interaction, a culture
circle has no more than fifteen participants. Dialogues
among the participants are facilitated by tutors. The
tutors are people from the community and/or very
close to participants. They are prepared to understand
the core notions of democratic liberating education,
and to devise opportunities for the adult participants
they are working with to understand more deeply and
broadly their realities and to build an understanding of
the whys of their situation and why the world is the
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way it is. Tutors also are prepared to carry out with the
participants thematic research about the topics that are
going to compose the curriculum. This way of devel-
oping a curriculum increases the possibility that it will
be culturally relevant and socially responsive to par-
ticipants and is essentially democratic.

Not all the topics that compose the curriculum
come from adult participants; the adult educator also
brings some that may help in the process. Freire
always stressed the topic of culture. In the culture cir-
cle, adults are assisted to understand that culture is
created by people, and that people like themselves are
able to change those elements of culture that are
harmful to themselves. Through dialogue, adult learn-
ers can discover what elements exist that need to be
changed.

From the perspective of popular adult education for
social transformation, genuine participatory democ-
racy facilitates adult participants in bringing to the
classroom the topics that really matter to them, and
thus assures that adult learners have a purposeful and
meaningful understanding of them. Dialogical partic-
ipation means that the realities of the adult
participants are part of the curriculum building and
development, which is opposed to the top-down cur-
ricular decisions of the technical-functional model of
adult education and literacy. An example of this is
given by Colin Lankshear and Michele Knobel, who
used the language/vocabulary of participants’ fears,
problems, hopes, and dreams as the basis for learning
reading and writing in culture groups. In addition, the
work of Erich Fromm in The Revolution of Hope
helps us to clarify what should be the primary values
and goals of society and consequently of education in
general and adult education in particular. Indeed, the
end should be human well-being and the enhancement
of quality of life, not “efficiency” (to produce more
and consume more) as an end in itself. Adult popular
education and literacy thus should aim at human ful-
fillment and collective enhancement of life conditions
as the primary goal, overshadowing the technical goal
of preparation for entering the labor force. Adults as
humans are not the means for meeting the needs of
industry, which are driven by profit; on the contrary,
labor is the means for human fulfillment and transfor-
mation of the world for the benefit of humankind and

the environment. From a sociohumanist view of life
and education, human beings are always the ends in
themselves, never the means; and the ends never jus-
tify the means—even when those ends are very noble
and altruistic.

Myriam Noemy Torres
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ADVERTISING IN SCHOOLS

Advertising has contributed to the fabric of education
in America on many levels. Students willingly carry
corporate logos on their bodies and learn in rooms
with advertising on wall posters and from books with
cartoon advertisements on the covers. Their teachers
tell them to quietly watch Channel One, then go to
their next class through a hallway lined by vending
machines with exclusive rights. They leave school on
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a bus with advertising on the ceiling and come back to
school for the football game on the billboard-lined
stadium. They sell raffle tickets for a new car and
coupon books for hundreds of local businesses.

Advertising in American schools gained legitimacy
and rose to prominence during the twentieth century.
Corporations desire partnerships with school systems
in order to market directly to teachers, students, and
community members. Schools favor partnerships with
corporations because corporate sponsorship may
increase the school’s ability to fulfill certain needs.

There are other aspects of school advertising.
Many private and charter schools, for example, use
billboards, radio, and television to let the community
know about their work and often send promotional
material to other schools. In a time of accountability,
public K-12s are also required, by No Child Left
Behind (NCLB), to advertise school proficiency test
scores. NCLB also has provided military recruiters
with as much physical space as afforded colleges and
universities. Military access to students has been chal-
lenged in high schools and colleges. Parents and
students may attempt to “opt out” of military contact,
but generally must do so on a yearly basis.

The greatest debate over school advertising, how-
ever, involves corporate advertising to teachers and
students. The question is whether the benefits of rev-
enue, technological equipment, or instructional assis-
tance linked to corporate partnerships outweigh the
potential detriment to students who may become more
accepting, and less critical, of commercial messages.

The Education Market

The members of American schools are a large portion
of the population and are seen by corporations as a
likely partner. To corporations, eager to gain hold of a
vast and powerful market, teachers represent the largest
single-occupation market in America. School employ-
ees may be solicited by insurance agents, lending insti-
tutions, politicians, and unions within school walls.
Beyond their large numbers, teachers also influence
school boards in the selection of textbooks, which are
the single largest portion of book sales in America.
They make decisions on billions of dollars of classroom
materials and fundraising options. Teachers often

receive “tie-in” curricular materials to supplement the
viewing of current television shows and movies.
Administrators and teachers are often expected to use
marketing messages on students in order to increase the
budget through partnership opportunities.

Students themselves influence billions of dollars of
consumer purchases in America. Due to compulsory
education, American students represent a “‘captive mar-
ket” during school hours. Students may be discouraged
from questioning advertising messages presented to
them by their teachers or schools. Some teachers have
discouraged students from obscuring advertisements on
book covers because the advertisers who donated the
book covers to the school expect the recognition.

American students are exposed to corporate logos,
commercial icons, and other forms of subtle advertis-
ing on a daily basis. They are often encouraged to
bring in cereal box “points” to raise money for their
school. Some students are forced into selling promo-
tional materials, such as pizza cards, magazines, the-
ater tickets, or other consumer goods that promote
partnerships between schools and corporations.
Students may be perceived as undocumented represen-
tatives of the corporation, rather than representatives of
the school. Many students see this as a necessary part
of their school experience.

Opposing Views

Opponents of advertising in schools argue that
students are encouraged to trust their teachers, and
therefore, students may believe that all products
advertised within their school are “good” and needed.
Research suggests that advertisements in schools
may also lead to an overall increase in consumeristic
attitudes in students. A clear example of a powerful
advertising-driven partnership can be found in
Channel One, programming that reaches nearly one
third of all students every school day. Channel One
offers two minutes of commercial advertising per
day. Each commercial spot is worth millions of dol-
lars to corporations lining up to get their message to
communities all across America. Proponents of
Channel One, and much of the advertisement in
schools in general, claim that students are already
exposed to these commercial messages at home, and
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therefore, they should not significantly affect the stu-
dent’s learning experience.

Research has demonstrated that students in low-
income communities are more likely to be exposed to
advertising partnerships, such as Channel One, even
though the students are often least able to purchase the
advertised products. This may cause psychological
damage, or an increase in frustration and consumerist
attitudes. Proponents of Channel One claim that
because low-income schools have such a great need, a
partnership is the best way to help the schools get the
latest technology and instructional equipment. Cash-
strapped schools, which have only a small amount of
money to spend on instructional materials, are often
eager to find opportunities to supplement their budget.

Textbooks in America rarely contain methods of
deciphering or evaluating the elaborate forms of adver-
tiser messaging. Opponents of unregulated advertiser
access to students claim that this omission may leave
students incapable of making responsible purchasing
decisions. Textbook publishers are likely to be part of
a multinational media corporation and unlikely to want
to enable students to question their advertising.

Mark Mussman
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AESTHETICS IN EDUCATION

Human knowledge is continually expanding and
improving. Despite its growth and refinement, knowl-
edge continues to be fragmentary and imperfect; areas
of ambiguity and knowledge unattained remain. These

are areas for which current scientific methods have
not yielded satisfactory answers. The humanities have
been a source for exploring such realms of knowing,
with their continual reinterpretation and investigation
of the self and its lived experiences. Some aspects of
human experience are not universal; they are particu-
lar and situational. These are the realms of the arts and
imagination, and what has been termed aesthetics in
education.

Aesthetics refers not only to art, but also to partic-
ular types of interactions with learning and the envi-
ronment. Aesthetics is a part of education in three
veins relevant to social foundations of education: edu-
cation that itself is aesthetic, aesthetic education, and
aesthetics as a necessary component of a moral and
thoughtful life.

Education as Aesthetic Experience

Education that is aesthetic utilizes multiple interpreta-
tions, unexpectedness, spontaneity, and ambiguity.
Such education embraces students’ and teachers’ own
interactions with the object of study as students and
teachers move beyond assumptions that the body must
be separate from the mind’s engagement in learning.
This approach makes use of Maurice Merleau-Ponty’s
exploration of subjective and bodily experience as
establishing one’s knowledge of the world. Merleau-
Ponty’s articulation of the phenomenological harkens
to Alexander Gottlieb Baumgarten’s project of “the
cultivation of the body” with its ability to perceive the
world through its senses, which is discussed below.

John Dewey explicitly addressed aesthetics in his
persistent concern for experiences within education.
Much of his work explored experiences, mapping their
terrain and describing what makes them complete. For
Dewey, an experience is a complete, bounded, unified
event that is achieved through the aesthetic. It is not a
repeatable event, as each experience depends upon its
context, history, composite factors, and a particular
satisfaction (which is by definition aesthetic) that must
exist for an experience to be complete.

This conception of the aesthetics of experiences
explains Dewey’s concern that all educational experi-
ences be aesthetic, that is, consciously constructed
and perceived by the intellectual, emotional, and
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physical self. Educational experiences are aesthetic
when students engage directly in the making, whether
it is the production of an artwork, a historical investi-
gation, or scientific exploration, rather then merely
learning about what others have done. While students
are involved in their learning, they are also actively
aware of what they are doing, and reflect upon it.

An aesthetic experience occurs when the doing of
something, and the perception of what is being cre-
ated, are wholly in harmony. Students’ engagement in
real literature, active learning about the environment
through a school garden, and solving real community
problems exemplify potential aesthetic learning expe-
riences. In contrast, the nonaesthetic experience is
routine, mechanized, and conventional. Worksheets,
standardized exams, and basal readers exemplify such
routinization. According to Dewey, an aesthetic expe-
rience is intellectual, emotional, and physical; it
connects to students’ past and future activities in
meaningful ways. These connections occur when the
learner is aware of the real context of the experience.
Aesthetic experiences occur in artistic creation, but
can also exist in daily life when events are undertaken
with consciousness and perception. Such everyday
aesthetic experiences characterize a fulfilling life and
should be the hallmark of educational practice.

Maxine Greene has expanded on Dewey’s writings
about aesthetic transactions with ordinary events in
her repeated calls for “wide-awakeness” and attention
to the darknesses and lights of our social lives. Like
Dewey, Greene has argued for education and living
that counteract tendencies toward the routine and
unconscious. There is much in people’s daily lives to
which they pay little attention; schoolrooms are filled
with actions taken without thoughtful intention or
deliberateness. Schoolrooms instead could be loca-
tions of immediacy in which students and teachers
engage in rich, meaningful activities and pay attention
to their own unique responses to those activities. In so
doing, the teaching and learning would be aesthetic,
as aesthetic education embraces the particular mean-
ing making those students and teachers create, mean-
ing making which does not reflect an authoritarian
assumption of knowledge. Aesthetic education, there-
fore, leads to the development of human freedom in
democratic ideas and practice.

Aesthetic experiences often result from careful con-
sideration of a work of art. Engaging with a work of art
in the presence of others enables the viewer to be
aware of how different people interact with an artwork.
There is a strong correlation here between noticing
how different learners make sense of an educational
problem or topic and recognizing there are multiple
paths to solving educational problems. Furthermore,
because the arts are expressions of the range of human
imagination, engagement with the arts enables a per-
son to explore dimensions of human experience that
may otherwise be inaccessible. The arts are expres-
sions of the imagination and identify possibilities that
may not exist in reality. What a person cannot directly
experience may be explored through literature, music,
dance, drama, and the visual arts.

Including aesthetics in education enables teaching
and learning to be the development of active, inde-
pendent thinking and questioning. Instead of taking
another’s statement as fixed fact, students of aes-
thetic education attend to their own experiences
in addition to the diverse experiences of others.
Hearing such diversity of opinion becomes part of
the individual experience. Students’ experiences may
be informed by what others say, but the students
remain free to challenge others’ assumptions and
stereotypes because their own unique experience
remains valid. When expanded to society, these prac-
tices have profound implications—society’s mem-
bers freely think for themselves, rather than blindly
follow authority.

It has been observed that much of education is
notable for its lack of aesthetics when it involves a
technocratic approach to teaching that does not
accommodate the idiosyncrasies and individualities
of teachers and students. Much of current society
dulls the everyday aesthetic, and students and teach-
ers must engage in aesthetic education to relearn how
to fully engage in lived experience. Aesthetic educa-
tion is about teaching and learning a way of living, of
approaching the world. It is about fostering the imag-
ination to the construction of all the possibilities
therein. It involves teaching about how to experience
art, and how to engage in any experience. The
engagement with a work of art does not evolve natu-
rally from the artwork itself, but from the ongoing
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interrelationship (what Dewey termed a “transac-
tion”) between the observer and the work of art.

Aesthetic education develops the ability to engage
in aesthetic experiences. In contrast to the expansive
stance described above, some art educators consider
aesthetic education to involve learning a correct and
agreed upon interpretation of a given work of art. This
stance presumes that the uneducated eye will be
unable to fully engage in a work of art because of its
distance from common experience.

Aesthetic Education as a Discipline

Another approach to aesthetic education has been to
consider it as its own field of study. Discipline-based
art education (DBAE) exemplifies this approach, as it
argues for teaching art through four topics: aesthetics,
art history, art criticism, and the production of art.
Promoted by the Getty Center for Education in the
Arts in Los Angeles, DBAE presents aesthetic educa-
tion as an intellectual subject of study necessary to
fully understand the arts.

When aesthetics is a part of art education, it
expands art students’ participation beyond the produc-
tion, critique, and history of art. As a philosophy of
art, aesthetics provides a means for students to ask
critical, reflective questions about their own engage-
ments with the work of art. While students may do so
naturally on their own, they are more likely to pursue
that avenue with a teacher’s guidance and thereby
come to a greater understanding of the artwork’s value
and significance for themselves and others. The influ-
ence of DBAE in the development of art education,
particularly through the Journal of Aesthetic Education
founded in 1966, has been considerable.

Aesthetics as a Moral Compass

Education that is aesthetic, as well as DBAE, draws
from historical ideals of education, notably articulated
by Plato, the ancient Greeks, and some Continental
philosophers. Study of fine arts such as painting,
poetry, and music completes the education of a cultured
person because it enables individuals to conduct their
lives with grace and harmony. The study of art entails
learning to discern beauty as it is demonstrated in art,

and thereby evaluate creative expressions for their
embodiment of beauty. The ancient Greek ideal of
kalokagathia brought together the beautiful (kalos) and
the good (agathos) in a moral statement that beauty is
inherently good, and that the nature of good is beauty.
If one is educated to appreciate and create beauty, then
the individual and by extension society will be morally
just. According to this approach, aesthetic education
involves learning to discern what makes an object beau-
tiful and how that beauty could be applied to one’s own
life through contemplation of its higher values. Not
only to ask, “What is art?” but also to identify the best
qualities of art that exemplify beauty.

Alexander Gottlieb Baumgarten reframed the term
aesthetics to refer to a cultivated appreciation of art
and the “science of sensory cognition.” He moved the
study of art from one focused solely on the object to
an inclusion of the perceiver’s interaction with the
art object. Aesthetic instruction is necessary, argued
Baumgarten, to develop one’s sensory perceptions in
order to recognize beauty. Immanuel Kant advanced
philosophical thinking about aesthetics by articulating
the importance of the viewer’s perception, rather than
qualities inherent in the work of art. Kant notably
cleaved aesthetic judgment from moral judgment,
identifying the former to be subjective and the latter
universal.

The Greek conflation of the beautiful with the good
gained further examination in a series of letters to a
Danish prince by Friedrich Schiller. In these letters,
compiled under the title On the Aesthetic Education of
Man, Schiller built on Immanuel Kant’s argument
concerning the relationship between perception and
art. The beauty and goodness of art would be, for
Schiller, people’s liberation from the ignoble state
humanity had suffered under since civilization’s pin-
nacle, ancient Greece. If people were surrounded by
great art, or “symbols of perfection,” eventually the
reality of their lives would come to resemble such
noble beauty. Through an appreciation of art, Schiller
argued, rationality and freedom would emerge.
Without art, humanity would not be fully possible.

For the casual observer, “aesthetics” conflates with
“beauty” and evokes ideals of harmony and grace in
the arts. Classical ideals presume that students must
be taught how to understand the magnificence of
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a masterwork beyond a rudimentary awareness of
beauty. This approach to aesthetics in Western schools
often has privileged Western classical art. As such, the
study of aesthetics often has been positioned as a largely
elitist activity which remains separate from daily life.

Despite this, aesthetics remains relevant to all are-
nas of education. Scholars such as John Dewey, Maxine
Greene, Maurice Merleau-Ponty, Elliot Eisner, and
Wolfgang Iser have persistently advocated a study
and use of aesthetics that is available to all people and
develops independent, critical thinkers. Aesthetics in
education comprises the best of education both for the
arts and for a society that values individuals capable
of making their own judgments even while aware of
the diversity of others’ voices.

Mary Bushnell Greiner
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AFFIRMATIVE ACTION

In the United States, affirmative action refers to poli-
cies designed to increase social, political, economic,
and educational opportunities for groups that have

historically been excluded based on various ascriptive
and descriptive characteristics including “race,” ethnic-
ity, national origin, gender, religion, skin color, disabil-
ity, age, and sexual orientation. Typically, organizations
that benefit from federal funding are admonished to
review their recruitment programs for compliance with
equal opportunity laws and constitutional rights.
Affirmative action regulations do not endorse quota
systems and instead encourage use of pragmatic diver-
sity initiatives that minimize intergroup conflict and
maximize diverse talent contribution.

Affirmative action policies are recognized as
proactive attempts to remedy historical and contem-
porary discrimination against subordinate groups who
have been denied access to public and private benefits
normally available to dominant groups. Though the
emphasis of these policies is on creating subordinate
group access to opportunity, the hope is that sub-
ordinate group representation will increase to better
reflect their proportionate demographic profile. The
methods used to achieve parity and the language used
to convey the message to institutional gatekeepers are
subject to selective perception and interpretation, thus
opening the door to heated debate and controversy.
This entry looks at the historical roots of discrimina-
tion, describes the initiation of affirmative action, and
summarizes the response and current debate.

Record of Discrimination

Immediately following the Civil War in 1865, the
American government took drastic measures to recon-
struct a nation that had been torn apart, largely over
the issue of slavery. The Constitution was amended to
emancipate enslaved people of African descent, grant
them American citizenship, and enfranchise them.
The federal government established the Freedmen’s
Bureau to oversee the monumental task of assisting
freed former slaves to find housing, paid labor, and
medical care and to help provide for their basic needs
of food and clothing. The Bureau set up military
courts to adjudicate complaints between former slaves
and their masters, but perhaps its most critical duty
was building schools to teach newly freed men and
women how to read and write. Of all the needs the
Bureau addressed in the aftermath of the war, education
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efforts produced the most successful results. Literacy
rates among newly freed slaves catapulted from lows
around 5 percent in 1865 to upward of 70 percent
by 1900.

The Reconstruction era lasted from 1865 to 1877,
during which time Congress passed the Civil Rights
Act of 1866, foreshadowing the modern idea of affir-
mative action. Terrorist groups like the Ku Klux Klan,
however, effectively dashed the hope of many people of
African descent to fully realize their freedom to enjoy
first-class American citizenship as granted by govern-
ment decree. The Supreme Court decision Plessy v.
Ferguson (1896), which established the separate but
equal doctrine, ushered in the Jim Crow era and institu-
tionalized legal segregation in American life.

Not until 1941 when President Roosevelt signed
Executive Order 8802, which outlawed segregationist
hiring policies by defense-related industries holding
federal contracts, did things begin to change. Black
trade union leader A. Philip Randolph is credited with
helping to achieve this goal. President Truman estab-
lished the President’s Committee on Civil Rights,
through which he desegregated the U.S. military with
Executive Order 9981 in 1948. A year prior, in 1947,
major league baseball signed Jackie Robinson, open-
ing the door for other Black athletes to play for major
league sports teams. In 1954, another Supreme Court
decision under President Eisenhower, in Brown v.
Board of Education, overturned Plessy and legally ended
America’s efforts to maintain the racially charged
“separate but equal” contract.

President John F. Kennedy made the first reference
to “affirmative action” in Executive Order 10925,
which established the Committee on Equal Employ-
ment Opportunity and mandated that federally funded
projects take affirmative action to eliminate hiring and
employment practices that may be racially biased.
The next president, Lyndon Johnson, signed the most
comprehensive civil rights legislation since Recon-
struction. The Civil Rights Act of 1964 prohibited any
discrimination based on “race,” color, religion, or
national origin.

In a commencement speech given at Howard
University the following year, Johnson used metaphor
to frame the concept of affirmative action by asserting
that civil rights laws alone were not enough to fight

discrimination and produce equality. “You do not
wipe away the scars of centuries by saying: ‘Now you
are free. . . . You do not take a man who for years has
been hobbled by chains, liberate him, bring him to the
starting line of the race, saying ‘You are now free to
compete with all the others.” .. ” A few months later,
on September 24, 1965, President Johnson issued
Executive Order 11246, enforcing affirmative action
for the first time. It was amended a few weeks later to
include discrimination based on gender. Public and
private institutions and industries that used federal
funding were now required to document their efforts
to ensure equal employment opportunities along with
the results or risk losing federal financial support and
face other punitive consequences.

The Debate Begins

From its informal and formal beginnings, affirmative
action has been highly controversial. Critics charge
that such policies give preferential treatment to people
based on their membership in a group and violate the
principle that all citizens should be equal under the
law. They argue the notion that contemporary Whites
and men are made to suffer reverse discrimination at
the hands of an overzealous government trying to
remedy the effects of past discriminatory practices
by their predecessors. Affirmative action advocates
counter this rationale by noting that discrimination is,
by definition, unfair treatment of people based on
their membership in a certain group. Without effective
strategies to systematically assist groups who suffer
institutional discrimination, achieving an integrated
society that affords equal opportunity regardless of
group membership would be nearly impossible, they
say. The language and the means used to implement
affirmative action policies appear to inflame the crit-
ics, resulting in a plethora of lawsuits and legislative
initiatives meant to define the scope and limitations.
Foremost among the challenges to affirmative
action is the landmark Supreme Court ruling in Regents
of the University of California v. Bakke (1978), which
concluded that the work of remedying discrimination
could continue—but not in a manner that results in
what can be perceived as reverse discrimination. Strict
quotas systems were effectively outlawed. Throughout
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the 1980s, 1990s, and 2000s the Supreme Court has
been busy trying to balance the rights of the dominant
fully represented groups with the rights of the subor-
dinate underrepresented groups in business, educa-
tion, and government arenas. Fullilove v. Klutznick
(1980), Wygant v. Jackson Board of Education (1986),
United States v. Paradise (1987), City of Richmond v.
J. A. Croson (1989), Adarand v. Pena (1995), Hopwood
v. University of Texas Law School (1996), and Grutter
v. Bollinger (2002) were all argued at the federal level.
In 2003 the Supreme Court (5—4) upheld affirmative
action in university admissions on behalf of the
University of Michigan Law School by ruling that
“race” could be one of the many factors considered by
colleges because it furthers “a compelling interest in
obtaining the educational benefits that flow from a
diverse student body.”

The debate over affirmative action is in many ways
a philosophic one centering on a number of key ques-
tions that challenge a people’s collective sense of val-
ues, morals, ethics, and memory as a nation. Crucial
questions must be answered: To what extent does sys-
temic and episodic discrimination and bias still per-
sist, and how does it affect the ability of historically
oppressed groups to fully realize the benefits of first-
class American citizenship? To what degree do
Whites, particularly White men, lose privilege as a
result of implementing affirmative action policies
designed to create access for people of color, women,
and other previously excluded groups?

Some civil rights advocates call America the
“United States of Amnesia” because of what they see
as the quick willingness to forget a painful past
stained with blatant racism, classism, sexism, human
exploitation, rape, lynching, theft, and other crimes
against humanity. They believe that privileged critics
of affirmative action, who are quick to disassociate
themselves from the past, must reflect on the legacy
of privilege they have inherited. Broadly speaking,
Whites have enjoyed a normative system of “affir-
mative action” for nearly 400 years, whereas people
of African descent, Native Americans, and women
can count only about 40 tenuous years of affirmative
action due to the ongoing court challenges that
threaten its existence. The future of affirmative
action looks a lot like its past, a continual struggle

to defend its necessity and society’s ability to level
the playing field and provide equal opportunity
access to all Americans regardless of skin color, eth-
nicity, gender, sexual orientation, national origin,
creed, or disability.

Jonathan Lightfoot
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AFRICAN AMERICAN EDUCATION

The long struggle of the African American community
to secure the right to an education reflects the struggle
of many other oppressed groups. The African American
community, perhaps more than any other group, has
worked diligently to obtain that highly regarded com-
modity only to encounter great opposition at almost
every turn. Despite the vigilance with which their
attempts were thwarted, the Black community has
been able to make extraordinary strides and forever
change the landscape of education in the United States.
Characterized by oppression, resistance, and proactive
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effort, the complex history of African American edu-
cation is not only the study of a marginalized group
but is central to a holistic understanding of the social
and cultural foundations of education.

This entry unfolds primarily chronologically,
beginning with African American education in slavery
and moving through Reconstruction, segregated
schools, and the move for desegregation before
reflecting upon contemporary issues related to African
American education.

Education in Slavery

Although art and culture had been an integral part of
their lives in Africa, the Africans forcibly brought to
the United States from 1619 on found opportunities to
expand their minds were actively limited. While their
technical classification at this time was as indentured
servants, their journey was not voluntary, and, unlike
White indentured servants, their term of service had
no time limit. The fear that an educated Black popula-
tion would be a rebellious one led to the proliferation
of laws against educating Blacks across the South
beginning in 1680 in Virginia.

By the mid-1800s most Southern states had
enacted laws prohibiting Black literacy, which often
applied to free Blacks as well. While much focus is on
the South’s role at this time, Black children attempt-
ing to enter White schools in the North often met with
hostility and even violence. The Roberts v. Boston
(1949) decision upholding school segregation in
Boston would later serve as precedent for the Supreme
Court’s sanction of segregated public schools nation-
wide in 1896.

The concern over Black literacy in the South may
have had some merit since many successful escapees
and leaders of slave rebellions were literate. The
penalty for learning to read and write varied, but
included having a thumb or forefinger removed, being
whipped, and in some cases, even death. The vigi-
lance with which these laws were enforced merely
served to strengthen the resolve among many Black
people to learn to read and write. Across the nation
many Black people learned to read and write in any
way they could—often teaching themselves, learning
secretly at night or in clandestine schools, and even

taking informal lessons from the school-age children
of White slave owners. Booker T. Washington taught
himself to read while enslaved, remarking that the
prohibited nature of learning to read only further
fueled his curiosity and tenacity to do so.

The Postwar Years
and Reconstruction

After their emancipation and the end of slavery in
1865, the thirst for an education among the newly
freed people was acute; however, the Black commu-
nity quickly found that obtaining an education would
still be a difficult task. The value of an education was
well known to the Black community, especially when
it came time to negotiate labor contracts and settle
prices for their crops after harvest. The ease with
which illiterate Blacks could be taken advantage of
was another motivation to push for an education.

Although their position in the new market was
often precarious, many Blacks made the provision
of a schoolhouse and teacher a condition of their
employment contracts. One of the biggest problems
was that very few school facilities existed in the
South, even for White children, as the former planter
class strongly opposed the concept of public educa-
tion. The Black community used their newfound polit-
ical power as well as their collective resources in the
early years of Reconstruction to campaign for state-
sponsored education. These efforts were largely suc-
cessful, and in a few short years every Southern state
had a provision for separate public schools for Blacks
and Whites, albeit with limited funding for additional
resources such as buildings, teachers, and supplies for
poor White and Black children.

By 1870 nearly one quarter of Black school-age
children were enrolled in school. The majority of the
support came from within their own African American
communities, but they also relied upon support from
the Freedmen’s Bureau, the Rosenwald Fund, benev-
olent Northern missionaries, and Southern Whites.
Many Northern missionaries came south looking to
assist with this enormous project and taught in freed-
man’s schools, but also found an extensive existing
network of stable and self-sufficient African American
education collectives.
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The tremendous progress made by the Black
community toward the provision of education was
abruptly ended in 1877. Reconstruction was effec-
tively over when the botched presidential election of
1876 led to the famed Compromise of 1877, which
elected Rutherford B. Hayes to the presidency in
exchange for the removal of federal troops from the
South. The former planter class had been campaigning
to end Reconstruction efforts, particularly those
directed toward education, because they threatened
the hierarchical agrarian society integral to their
continued rule. As they regained control of Southern
governments, their efforts to thwart Black education
became more entrenched.

By the latter half of the nineteenth century, the
Black community’s drive to provide education to its
members could not be reversed. Blacks saw education
as inextricably tied to their true exercise of freedom.
This unyielding passion eventually forced the former
planter class to become more moderate in their views
of education, especially as it became clear that with-
out intervention it was possible for a literate Black
population to emerge in the face of a largely illiterate
White population. However, as the system of public
education became more widespread, the money col-
lected from all taxpayers was systematically diverted
toward the provision of education for White students.

The Black community continued to rely on itself
to provide educational resources for its schools, often
imposing a system of “double taxation” on itself
whereby after their tax money was diverted to White
schools they would tax themselves again to provide
financial and tangible resources to their own schools.
The support did not end there, as the Black commu-
nity also contributed many tangible resources as well,
including buses (transportation), desks, land, fuel and
other essential resources. They continued to provide
these resources even as these materials were freely
provided to White schools.

The Black community was largely committed to a
liberal education that would prepare Blacks for eco-
nomic and political independence. Many Whites,
however, including those providing critical (although
meager) financial support, saw more merit in the pro-
vision of vocational education that would prepare
Black people for lower agricultural and technical

positions and facilitate the continued control of the
planter aristocracy. They saw the schoolhouse as an
opportunity to educate Black children to accept their
place in the Southern racial hierarchy. Educational
materials furnished to Black schools, including mate-
rials received from Northern missionaries, were often
designed to foster feelings of racial subordination.

This debate over the purpose and direction of
Black education was captured by two central Black
leaders of the time. Booker T. Washington, a former
slave, advocated for the uplifting of the Black com-
munity through vocational education at institutions—
such as Hampton, where he was educated, and Tuskegee,
which he founded—to foster widespread economic and
political independence. Harvard-educated W. E. B.
Du Bois felt strongly about a classical liberal arts
education, particularly for an elite “Talented Tenth” of
the Black community.

Jim Crow Segregation

While segregation by race was the norm in the post-
war years, it was formally codified into law in the
1896 Plessy v. Ferguson case where Homer Plessy, a
man who was seven-eighths White, sued after being
removed from the Whites-only car of a segregated
train in Louisiana. He had intentionally sat in the car
to challenge the constitutionality of the segregation
law. To his surprise, the Supreme Court ruled that pro-
viding separate accommodations, as long as they were
equal, was not a violation of the equal protection
clause of the Fourteenth Amendment.

From here the Jim Crow era of segregation began
and separate accommodations for Blacks and Whites
were seen in every aspect of society, including educa-
tion. However, while segregated facilities were com-
mon, they were seldom equal. For example, at the turn
of the century, Mississippi’s Black students comprised
almost 60 percent of the school-age population yet
received only 19 percent of the education expendi-
tures. Alabama spent almost $23 for each of its White
students, but less than $1 for each Black student. This
trend continued throughout the era. In 1930 Alabama
spent $37 per White student versus only $7 per Black
student, Georgia spent $32 versus $7, Mississippi $31
versus $6, and South Carolina $53 per White student
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versus $5 per Black student. Despite the glaring dis-
parities in Black-White school expenditures, histori-
ans such as Vanessa Siddle Walker have documented
the success some of these Black schools had in edu-
cating their students.

Brown v. Board of Education
and School Desegregation

In the late 1920s the fight against segregated schools
began at Howard Law School under Charles Hamilton
Houston. His vision was to train a cadre of Black
lawyers who would go on, through what became the
NAACP Legal Defense Fund, to fight Jim Crow seg-
regation in schools. After a successful attack on racial
segregation in higher education, the team, now led by
Thurgood Marshall, turned its attention to segregation
in elementary and secondary schools.

The case argued before the Supreme Court was actu-
ally comprised of five separate cases from across the
nation. These were Briggs v. Elliot in South Carolina,
Davis v. Prince Edward County in Virginia, Bolling v.
Sharpe in Washington, D.C., Beulah v. Gebhart and
Belton v. Gebhart in Delaware, and the infamous
Brown v. Board of Education of Topeka, which origi-
nated in Kansas and became the banner under which all
five cases would be brought to court. The Supreme
Court issued its ruling, after some delay, on May 17,
1954, marking a historic moment in U.S. education.

Chief Justice Earl Warren read the unanimous opin-
ion of the Court, which held that separating students
for instruction solely on the basis of race, even if facil-
ities were equal, was a denial of equal protection rights
guaranteed under the Fourteenth Amendment. The
doctrine of equal educational opportunity was created
with this ruling. The Court offered a second ruling the
following year as to the implementation of its decision.
In this decision, referred to as Brown II, the Court held
that these changes should occur “with all deliberate
speed,” a ruling for which the Court has been criticized
for inciting massive delays and resistance to its prior
ruling.

Reaction to the decision from Whites across the
South was swift and overwhelmingly negative. There
was little support from President Eisenhower or
Congress either. Delays using the courts were a

popular tactic in avoiding desegregation and at this
time nearly 500 laws and resolutions to thwart deseg-
regation efforts were undertaken across the South.
Some schools opted to shut their public schools down
entirely rather than submit to desegregation. In Little
Rock, Arkansas, nine Black high school students,
known as the “Little Rock Nine” faced opposition
from the governor when trying to integrate Central
High School and could only attend when President
Eisenhower reluctantly sent in the National Guard.

Desegregation occurred very slowly, if at all, into
the 1960s until the civil rights movement and a more
favorable president and Congress enacted legislation
containing the enforcement power to mandate desegre-
gation without further delay. The 1964 Civil Rights
Act, 1965 Voting Rights Act, 1965 Elementary and
Secondary Education Act (ESEA), 1971 Swann v.
Charlotte-Mecklenberg Board of Education Supreme
Court decision, and the 1972 Emergency School Aid
Act (ESAA) all served to forward the cause of school
desegregation. Further legislative and judiciary action
in the next several years continued the forward progress
and rates of desegregation began to rise significantly.

The Brown decision could address desegregation
only in the places where it was codified by law, known
as de jure (by law) segregation. In other places racial
segregation was known as de facto, or due to circum-
stances not mandated by law, such as residential segre-
gation. Therefore, some schools, particularly in the
North, were not held to the Brown decision even though
Northern schools were often just as segregated. The
1974 Milliken v. Bradley case addressed desegregation
in the North, where it was common for predominantly
minority urban centers to be surrounded by White sub-
urban districts. In this case, a plan to integrate Detroit
through an interdistrict, city-suburban desegregation
plan was implemented. It was blocked by the Supreme
Court, which ruled that unless it could be proven that
the suburban districts were liable for causing the segre-
gation in the city, they could not be held to the remedy.
The inability to include suburban districts in desegre-
gation plans proved to be a significant roadblock to
achieving meaningful desegregation in the North.

The Milliken case marked the beginning of the fed-
eral retreat from school desegregation efforts. School
desegregation rates continued to climb, but the federal
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government increasingly backed away from these
efforts. The tide of forward progress shifted drastically
in the 1990s with three important Supreme Court cases,
Board of Education of Oklahoma City v. Dowell
(1991), Freeman v. Pitts (1992), and Missouri v. Jenkins
(1995). Collectively, these cases served to remove
federal mandates for further desegregation, effectively
allowing schools to return to segregated schooling
options, and preventing many school districts from con-
tinuing desegregation plans on even a voluntary basis.

Contemporary Issues

With the reversal of support from the Supreme Court,
a rapid rise in resegregation can be seen in schools
today. Researchers from the Civil Rights Project at
Harvard University have documented this change.
Some school districts are actually more segregated
than they were before desegregation was imple-
mented, even as schools today are more diverse than
ever. Black and Latino students are the most segre-
gated students, and many of these students find them-
selves in “apartheid” schools where over 99 percent of
the student body is Black or Latino.

In addition to these segregation issues, known as
between-school segregation (or first-generation segrega-
tion), there is also a phenomenon of within-school seg-
regation (or second-generation segregation), which
includes tactics that perpetuate segregation at the class-
room level. For example, tracking, abuse of suspensions
and expulsions, and inappropriate gifted and special
education placements are all methods that can segregate
students by race. African American students are dispro-
portionately represented in low-track and special educa-
tion classes, as well as among disciplinary cases.

Today’s schools continue to struggle to best meet
the needs of African American students. The legacy of
the historical and contemporary disenfranchisement
of these students can be seen in the achievement gap
that exists between African American and, in particu-
lar, White and Asian students. It remains to be seen
how schools will honor the legacy of passion for and
dedication to education historically shown by the
Black community and successfully support the learn-
ing needs of all students.

Terah Talei Venzant

See also Achievement Gap; Brown v. Board of Education;
Desegregation; Educational Equity: Race/Ethnicity

See Visual History Chapter 7, The Education of African
Americans; Chapter 13, Exhibit of American Negroes:
Exposition Universelle de 1900; Chapter 24, The Farm
Security Administration’s Photographs of Schools;
Chapter 25, Civil Rights

Further Readings

Anderson, J. D. (1988). The education of Blacks in the South,
1860—1935. Chapel Hill: University of North Carolina Press.

Kluger, R. (1975). Simple justice: The history of Brown v.
Board of Education and Black America’s struggle for
equality. New York: Knopf.

Ladson-Billings, G. (1994). The dreamkeepers: Successful
teachers of African American children. San Francisco:
Jossey-Bass.

Walker, V. S. (1996). Their highest potential: An African
American school community in the segregated South.
Chapel Hill: University of North Carolina Press.

Williams, H. A. (2005). Self-taught: African American
education in slavery and freedom. Chapel Hill: University
of North Carolina Press.

AFRICAN AMERICAN EDUCATION:
FROM SLAVE TO FREE

The resiliency and determination of African
Americans to become literate, as part of a long histor-
ical struggle against slavery and racism in favor of
freedom and equality, gives testimony to the value
they placed on education. During the period of slav-
ery, the desire for literacy was in itself an act of resis-
tance. The quest for book learning served as a direct
challenge to the repressive law and social customs
that strove to keep both enslaved and free African
Americans illiterate, as literacy meant empowerment
and freedom from enslavement.

Such appreciation for the written word was passed
down for generations in the slave community until
slavery’s abolition. After slavery, this cultural appreci-
ation for book learning among freed Southern Blacks
flourished and took on new forms. As an ideal, literacy
still equated with freedom, only this time it related to the
extension of personal freedoms as citizens in a democ-
racy and it served as the foundation for citizenship and
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individual and collective improvement for Blacks.
This entry recalls that history.

During the Slavery Era

On the eve of the Civil War (April 1861), less than 5
percent of the 4.5 million African Americans living
in the United States had ever attended school.
Consequently, the vast majority of African Americans,
90-plus percent, were deemed illiterate. The primary
reason for the lack of literacy and schooling opportu-
nities among African Americans was slavery
(4 million African Americans were still enslaved on
the eve of the Civil War) and the various antiliteracy
laws established to deny or restrict them from learning.

The Role of Literacy

Nearly every American colony, and later state, pro-
hibited or restricted teaching free and enslaved African
Americans to read or write. South Carolina was the first.
As early as 1740, the colony enacted a law that forbade
the teaching of enslaved African Americans. Thirty
years later, colonial Georgia enacted a similar statute.

In the American South restrictions against African
American literacy grew worse during the antebellum
or pre-Civil War era. The laws against teaching
enslaved African Americans to read and write during
the first half of the nineteenth century grew out of a
variety of fears and concerns, the most straightfor-
ward concern being the use of literacy as a means to
freedom (such as the forging of passes for escape).

By 1840, the slave-sanctioning states of Alabama,
Georgia, Louisiana, North Carolina, South Carolina,
and Virginia imposed punishment such as fines, public
whippings, and/or imprisonment on anyone caught
teaching enslaved or free African Americans. Arkansas,
Kentucky, and Tennessee never legally forbade the
teaching of enslaved African Americans, but public
opinion against African American literacy had so hard-
ened that the actual opportunities for enslaved Blacks
and free persons of color to learn decreased as much as
in states where illiteracy was legally mandated.
Mississippi, Missouri, and Maryland never statutorily
penalized anyone associated with teaching African
Americans. Rather, they barred public assemblages of
African Americans for educational purposes and

strongly discouraged Whites from assisting Blacks in
“book learning.”

Harsh Repression

Local sentiment served as an additional impedi-
ment to Southern-born African Americans becoming
literate during the antebellum era. Proslavery ideo-
logues assumed only madmen would teach their
slaves to read or mingle with literate free Blacks.
Most believed that slaves should only receive instruc-
tion that would qualify them for their “particular sta-
tion” in life. These sentiments were ingrained points
of view by the 1840s, and they complemented the
growing number of aforementioned laws banning or
hindering literacy among African Americans.
Similarly, they served not only as a rationale for the
continued maintenance of hereditary slavery and de
jure (by law) segregation of African Americans in a
democratic society, but also to validate the pseudo-
science of the day that determined African Americans
to be by nature genetically inferior and accordingly
incapable of learning.

Enslaved African Americans who aspired to become
literate had to learn in secrecy or among individuals
they trusted or assumed were uninformed of the law.
Many learned firsthand the horrors that awaited a slave
able to obtain some book learning. As a child during
slavery, William Heard personally witnessed the
punishment inflicted on a slave who secretly learned
the rudiments of literacy. Heard starkly remembered
that any slave caught writing would have his forefinger
cut from his right hand. Disfigurement was to ensure
that a literate slave never wrote again, because a slave
able to write could literally write his or her own pass to
freedom. Former slave Lucindy Jurdon had similar
recollections. Correspondingly, Arnold Gragston of
Macon County, Kentucky, recalled that when his mas-
ter suspected his slaves of learning to read and write, he
would call them to the big house and severely beat
them. Still, despite the dangers and difficulties, count-
less slaves learned to read and write.

In fact, historians speculate that by 1860, 5 to 10
percent of enslaved African Americans had acquired
some degree of literacy without ever attending school.
Some would learn from the slaveowners themselves,
or from a fellow enslaved person who learned to read
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or write earlier in life, but most would learn to read
and write from the slaveowner’s children, who were
not cognizant of the antiliteracy laws or local senti-
ment that discouraged teaching their young Black
friends what they had learned in school.

The Civil War and Reconstruction

The fact that a small percentage of African
Americans acquired a rudimentary education during
enslavement was significantly important during and
after the Civil War. These literate African Americans
would serve as some of the first teachers to the
masses of former slaves who aspired to become liter-
ate during enslavement but were not allowed because
of slavery and the law. When various Southern states
seceded from the Union to form the Confederacy, the
nation no longer recognized the laws or sovereignty
of these states; accordingly, the antiliteracy laws that
hitherto denied African Americans opportunities to
become literate or attend school became null and
void.

Educating Themselves

Formerly enslaved African Americans throughout
the South apparently were well aware of the changes.
This was particularly true after 1863 when the nation
ratified the Emancipation Proclamation. Liberated
Blacks throughout the South immediately demon-
strated their lifelong desire for acquiring an educa-
tion by building and attending schools. Their
goal was to use schooling as a means to obtain lib-
erty and literacy for citizenship. But even before the
Emancipation Proclamation, as early as 1861, free,
freed, fugitive, and enslaved African Americans
throughout the South established churches and
schoolhouses for individual and collective improve-
ment, and former slaves and freeborn Southern
Blacks, literate and barely literate, served as these
schools’ first teachers.

All the same, the most impressive history of African
Americans attempting to educate themselves came after
emancipation. Between 1863 and 1870, countless for-
mer slaves rushed to the schoolhouse with the hopes of
learning how to read and write. In his 1901 autobiogra-
phy Up From Slavery, Booker T. Washington, a part of

this movement himself, described most vividly his
people’s struggle for education: “Few people who were
not right in the midst of the scenes can form any exact
idea of the intense desire which the people of my race
showed for education. . . . It was a whole race trying to
go to school. Few were too young, and none too old, to
make the attempt to learn” (pp. 30-31).

Most attended what was called a freedmen school,
or a school started by Northern teachers who migrated
south to assist freedpeople in their transition from
slavery to citizenship. By 1870, more than 9,500
teachers, with the assistance of the Bureau of
Refugees, Freedmen, and Abandoned Lands—a gov-
ernmental agency commonly referred to as the
Freedmen’s Bureau—taught nearly 250,000 pupils in
more than 4,300 schools.

Freedom Schools

Another type of grassroots school that arose in the
immediate emancipation years was what the late his-
torian Herbert Gutman called “schools of freedom.”
“Freedom schools” were established, financed, and
maintained by former slaves, with only the minimal
assistance of others. These virtually self-sufficient
schools arose in every locale following the Civil War
and historians are finally giving them the attention
they deserve.

The collective effort on the part of formerly
enslaved African Americans in these freedom schools
served as the catalyst for the aforementioned educa-
tional activities of Northern freedmen aid and
missionary organizations. These agencies and organi-
zations went south to “uplift” and educate former
slaves only to find them already engaged in the
processes of learning in every state they entered. This
surprised some Northerners who maintained precon-
ceived and generalized notions that all enslaved
African Americans were downtrodden and in desper-
ate need of guidance and assistance.

Nonetheless, the combined energies and educa-
tional activities of Northerners, freedpeople, and the
Freedmen’s Bureau, systematically educated a people
who had been historically denied an education, so
much so that by the end of the nineteenth century
nearly 60 percent of all African Americans in the
South over the age of ten were deemed literate. This
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meant that in less than forty years literacy rates among
African Americans had increased sixfold.

Christopher M. Span
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AFRICAN AMERICAN
PRIVATE ACADEMIES

Dissatisfied with a second-rate education, Africans in
America and African Americans historically have
opened independent schools or private academies in
attempts to either integrate segregated schools or gain
influence over the policy, curriculum, and instruction
of schools operated for them by European Americans.

In the 1800s, Black parents complained that private
schools operated by White religious and benevolent
societies did not expect enough of Black students.
Frustrated, African Americans established charitable
societies (African Woolman Benevolent Society, The
Phoenix Society, and the Society for the Promotion of
Education Among Colored Children, Savannah
Education Association, the American Missionary
Association), which in turn established over 150 thriv-
ing private academies.

These academies provided high quality education
for Black youth in an inhospitable South where a poor
establishment view of Black intelligence denied
educational opportunity to African Americans. The
instruction in academies was highly structured and
inclined toward college preparation. In fact, this
schooling led easily to college admission. The typical
academy did not emphasize industrial education, but
did focus on respect for the dignity of labor.

Today half a dozen private academies for African
Americans are still in operation, forming the Association
of African American Boarding Schools. The schools are
Laurinburg Institute, Laurinburg, North Carolina; Piney
Woods Country Life School, Piney Woods, Mississippi;
Southern Normal School, Brewton, Alabama; Pine Forge
Academy, Pine Forge, Pennsylvania; and Redemption
Christian Academy, Troy, New York.

Paul Green

See also African American Education
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AFROCENTRIC EDUCATION

Afrocentrism is a multifaceted “racial project” that
seeks to reorient how all children (though, most impor-
tantly, African American children) learn about the
roots of Western civilization. Pointing to the miseduca-
tion that African Americans have received throughout
the history of the United States, Afrocentrism aims
to decenter Eurocentric biases in the standard social
studies and history curriculum by establishing Black
Egypt as the cradle of Western culture. Scientific dis-
coveries, medicine, philosophy, mathematics, and art
are said to have emerged in northern Africa and to have
been stolen by the ancient Greeks, who then repre-
sented these accomplishments as their own. By teach-
ing children a corrected history of their ancestors,
Afrocentrism’s advocates intend to improve the educa-
tional achievement of African American children.

Based on the scholarship of several key figures,
including Molefi Asante, Asa Hilliard, and Maulana
Karenga, Afrocentrism is known as an “essentialist”
philosophy of race, which argues not only that ancient
Africa’s great accomplishments have been overlooked
in the standard curriculum, but also that all descen-
dants of Africa—no matter where they now live, fol-
lowing the Black diaspora—are essentially similar in
terms of cognitive, cultural, and aesthetic characteris-
tics. In keeping with this philosophy, Afrocentrists
argue that African-descended school children must be
taught new content about their history in the curricu-
lum, using new pedagogical methods. Among the
different teaching methods proposed are more cooper-
ation than competition, an emphasis on rhythm, and
repetition.

Afrocentrism differs from the more widely recog-
nized multiculturalist curriculum supported by most
educators. While multiculturalism has many varia-
tions, its proponents generally seek to infuse standard
history and social studies curricula with a pluralist

appreciation of the contributions of all cultures, while
also encouraging students to view history from multi-
ple perspectives. Afrocentrists consider the reforms
advocated by multiculturalists to be both inadequate
for solving the problem of African American inequal-
ity and ideologically suspect. Rather than placing a
few sporadic and disconnected items about African
Americans into a fundamentally biased curriculum—
the charge Afrocentrists make against multiculturalism—
Afrocentrism’s supporters argue that public school
curricula must be fundamentally transformed to
emphasize the uniqueness of African peoples and the
impact of African people on world civilization.
Afrocentric scholars believe that their mission is rev-
olutionary, rather than reformist, and as such, irrecon-
cilable with the conventionally pluralist claims of
multiculturalism.

A spate of Afrocentric curriculum challenges
occurred in the 1980s and 1990s, mainly in school
districts with majority African American students and
teaching staff. Some of the most visible sites for chal-
lenge were in Washington, D.C.; Detroit, Michigan;
Atlanta, Georgia; and Camden, New Jersey. The first
district to seriously incorporate Afrocentric materials
into its curriculum was Portland, Oregon, where the
baseline essays attracted national attention, both from
supporters and detractors. A related challenge also
occurred in Oakland, California, where school district
officials received widespread criticism for proposing
to teach Ebonics (Black English vernacular) as a rec-
ognized language.

Amy J. Binder
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AFTER-SCHOOL EDUCATION

After-school education consists of structured time
outside of formal schooling at youth-serving agencies
that offer academic activities (homework help and
tutoring, field trips, community service) as well as
nonacademic activities such as cooking, sports, crafts,
and unstructured playtime. Frequently aimed at low-
income, minority urban youth, after-school programs
incorporate both enrichment and protectionist aspects
and function either independently of (or supplemental
to) school activities. This entry recalls the history
of after-school education and current issues related
to practice.

Nineteenth-Century Programs

After-school programs began in the United States dur-
ing the nineteenth century in response to the follow-
ing social trends: (a) the increasing population of
children, (b) the gradual decline in the need for child
labor, (c) the growth of schooling resulting from the
passage of compulsory education laws, and (d) immi-
gration. There was, in particular, a growing fear of
children who lived in tenements and slums who had
nothing to do and nowhere to go except the streets.
During this period, “the street” became known as a
gathering place for working-class and immigrant boys
and, eventually, girls.

Most early programs were informal, unstructured,
and not particularly educational, although some pro-
vided religious and moral instruction along with a
good dose of middle-class values such as cleanliness,
punctuality, and honesty. During the Progressive Era,
children’s out-of-school time made the transition from
unstructured time spent on the street to semistructured
opportunities created by social reformers intent on
rescuing children from the physical and moral hazards
of the streets.

Most after-school programs shared the following
aims: to protect children and control their activities, to
provide order and a safe space, to socialize children
and enrich their lives, to Americanize immigrant
children and support their pride in “home” cultures, to
reinforce the work of schools, and to nurture

children’s individuality and help them adjust to
societal demands. On the one hand, social reformers
wanted to protect children and families from the ram-
pant poverty, dangerous working conditions, and poor
health that accompanied urbanization and industrial-
ization. On the other, they were influenced by the
child study movement, which, during the late nine-
teenth century, considered childhood to be a distinct
stage of life. John Dewey and other Progressive edu-
cators argued that, as a result, children needed real-
life problems and interaction with the social
environment. In addition to focusing on the individ-
ual, Progressives expressed a concern for society.
After-school programs were supposed to keep society
safe from boys and girls who would otherwise engage
in crime, sex, school truancy, and other socially unac-
ceptable behaviors.

Boys' and Girls’ Clubs

By the late 1890s, nascent after-school programs
generally expanded to include playrooms and gymna-
siums. Around 1900, continued worry about unsuper-
vised and undersocialized working-class boys
prompted the addition of “boys’ work” or manual
training and shop classes. Between 1900 and 1920,
boys’ and girls” work continued to expand, sponsored
by settlement houses, private sources, and churches.
In 1905, approximately fifty local after-school pro-
grams in Boston formed a national organization that
came to be known as the Boys’ Clubs of America,
with reformer Jacob Riis as its first president.

By the late 1920s, 120 boys’ clubs in 87 cities were
members of the Boys’ Club Federation. Most of the
programs operated five or six days a week, from after
school until the evening. A nominal membership
fee was charged, and Saturday activities (particularly
field trips) were common. Activities were arranged in
terms of “classes” or focused group activity, or clubs
(photography club, history club, science club, dance
club, etc.). In order to keep children busy by involving
them in constant activity, some classes lasted only
twenty minutes. There was some attempt to separate
older and younger children because of their different
interests. Most boys’ clubs originally had playgrounds
as well as a game room and other activity rooms. Then
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as now, the gym was the center of activity and basket-
ball was a popular sport.

By the early 1920s, girls made up as many as one
third of the participants in some programs, although
the activities were gender specific. First involved in
drama, music, and domestic crafts such as sewing and
cooking, girls began to engage in gymnastics and
sports. Although girls were allowed to attend, the
clubs were not coeducational. Girls’ Club was a sepa-
rate entity. When membership began dropping at both
boys and girls independent organizations, however,
girls were finally invited to join boys’ clubs as full-
fledged members. The Boys’ Club would not offi-
cially acknowledge girls as members until 1990, when
the organization’s title was changed to the Boys and
Girls Clubs of America, Incorporated.

Postwar Growth

During the post—World War 11 period, after-school pro-
grams positioned themselves as a “safe haven” during a
time when Cold War fears predominated. Responding
to the national agenda, such programs focused on sci-
ence clubs just as the federal government appropriated
money to schools to promote science, math, and foreign
language in the national interest.

It was also during this time that low-income
children began to use the streets as a form of resis-
tance rather than survival. The rise of urban housing
projects—which were often high-rise apartments with
no green (or play) space whatsoever—concentrated
poor children into a different kind of tenement. The
term juvenile delinquency began to be used to identify
children who were poor, marginalized, and disaffected
from school. Rather than situate clubs in areas away
from racial minorities, clubs now moved toward them,
often locating in storefront facilities in the middle of
the inner city.

During the 1960s, the War on Poverty domestic pol-
icy declared by U.S. President Lyndon B. Johnson
stimulated modest growth in after-school program-
ming. An emphasis was placed not only on preventing
juvenile delinquency but also on equalizing educational
opportunities. The 1966 Coleman Report suggested
that the child’s home and community environments and
extracurricular experiences were as important as school

experiences in determining educational success. After-
school programs began to focus on literacy and acade-
mic achievement. This caused a shift in funding from
private sources (including individual donors, corporate
donors, community chests, and United Way agencies)
to federal sources and grants from philanthropic foun-
dations. Spurred by the civil rights movement, pro-
gramming addressed ethnic pride and identification and
expanded opportunities for girls.

The role and purpose of after-school programs
changed once again in the 1970s and 1980s. The pro-
grams became more involved in school-age child care
because of an increase in single-parent households
due to divorce and numbers of women entering the
workplace. Children taking care of younger siblings
or family members and lack of supervision left young
children vulnerable to victimization and neglect.

Contemporary Challenges

The Back to Basics movement of the schools during
the 1980s and 1990s tightened up accountability and
administrative control and reemphasized basic skills
and direct instruction. Once again, after-school pro-
grams were asked to address the problem of educa-
tional failure by concentrating on basic skills tutoring
and homework help. After-school programs have gen-
erally resisted these attempts, citing their commitment
to the development of “the whole child” while at the
same time providing accountability to donors and
sponsors. After-school programs once provided a safe
haven from the drugs and gangs of the inner cities.
More recently, clubs are considered to be a stable
place for children living in poverty whose lives are
marked by mobility and instability.

During the late 1990s, after-school programs were
considered to be a partner in the effort to meet the
needs of low-income children. Due to changes in
the welfare laws, more children were left alone while
the primary caregivers worked two or more low-
paying jobs. Although the distinction is still made
between being a day care center and an after-school
program, more clubs are providing care for students
below the age of five. Yet with economic downturns,
some agencies have been forced to consolidate their
activities because of shrinking donations.
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Governmental entities that contribute to the opera-
tional funds of after-school programs are searching for
ways to combine the services of programs and commu-
nity centers in order to be cost efficient. The problem
then becomes one of maintaining institutional identity.
At the same time, higher education classes that require
students to engage in service learning often approach
after-school programs as a kind of laboratory or field
experience. The end result is that after-school pro-
grams have become more burdened and bureaucratic
and less free and unstructured.

Although the clubs could be a bridge between
family and school, schools (both public and private)
have been reluctant to mesh their activities with those
of after-school programming and to capitalize on their
knowledge of the child’s environment. Club staff
members are generally not credentialed teachers, are
often part-time employees, and have short tenures
with long hours and low pay. Schools criticize them
for not knowing how to discipline children or for
being too empathetic to them. Clubs and schools con-
tinue to disagree over the meaning and role of “play,”
and clubs continue to consider themselves to be more
child-centered than schools.

Jayne R. Beilke
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ALTERNATIVE ACCREDITATION
FOR TEACHERS

Alternative certification allows individuals who have
undergraduate degrees in fields other than education
to obtain a teaching certificate through participation in

training and/or on-the-job learning experiences. These
programs are usually shorter in length and more
intense than traditional programs. They provide many
different routes to certification, and are characterized
by the fact that they offer individuals opportunities to
teach without graduating from a traditional teacher-
preparation program, fulfilling student teaching oblig-
ations, or passing certification exams. Many districts
and states around the country are using alternative cer-
tification as a means of coping with growing teacher
shortages, concerns about quality and quantity of
teachers, increased student enrollment, mandates for
smaller class size, and the lack of diverse teachers.

Alternative certification programs and the number
of people choosing to pursue these avenues are grow-
ing. In 2002, forty-five states had alternate routes to
teacher certification. Today, more than one in ten
teachers enter the profession through alternative certi-
fication programs. According to the National Center
for Education Information, there are more than
125,000 teachers today who were certified through an
alternative certification program, which is three times
what it was more than ten years ago.

In recent years, several organizations have provided
leadership in the field of alternative certification.
Perhaps the most well known of these organizations is
Teach for America. Created by Wendy Kopp in 1989
as an extension of her senior thesis at Princeton
University, Teach for America recruits recent college
graduates, provides them with a five-week summer
training session, and then places them in low-income
U.S. communities where they agree to teach for at least
two years. In the last ten years 5,000 individuals have
participated in Kopp’s program, teaching largely in
urban and rural public schools. Based loosely on the
model of the Peace Corps, Teach for America has been
funded in part through President Clinton’s National
Service Initiative, Americorps, and most recently it has
received funding through the Bush administration.

There have been many spin-offs of Teach for
America, some created by Kopp or by former recruits
or managers in the Teach for America organization.
These include the Knowledge Is Power Program
(KIPP), Knowledge Empowers You (KEY), The New
Teacher Project, and TEACH! In addition to national
programs, state programs are creating ways for teachers
to obtain teaching certification in nontraditional ways.
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In some cases, the requirements are very similar to
those in traditional programs.

Some educators support whereas others oppose
alternative accreditation programs. Some educators in
favor of these programs suggest that colleges of edu-
cation are producing mediocre teacher candidates;
alternative approaches that allow people to become
certified without graduating from these programs
offer the opportunity to recruit highly skilled people
from the private sector who have developed real-
world experience, they say.

Critics of alternative certification argue that these
programs deskill and deprofessionalize teachers by
providing them with inadequate training and by taking
the education of teachers out of the hands of colleges
and universities. Critics view alternative accreditation as
employment programs for liberal arts graduates on their
way to a real job, and they fear that this rationale affords
no protection to the pupils, who are often the most dis-
advantaged students. It is common for alternative-
certificate holders to be assigned to disadvantaged
neighborhoods where students are frequently sub-
jected to substitute teachers and inexperienced,
unsupported recruits, many of whom don’t last a year
in the classroom.

It is likely that opinions of accreditation programs
for teachers differ because the programs themselves
vary greatly—ranging from full-fledged education
programs with stringent entry criteria to programs
with nonexistent entry requirements that make unsu-
pervised emergency placements.

Jodi C. Marshall
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ALTERNATIVE SCHOOLS

Throughout its history, American education has
included alternative forms of schooling that provide
choices to parents, students, and teachers. Over the
years, alternative schools have provided opportunities
beyond those offered by traditional public, religious,
and independent schools. In many different formats
and motivations, they have met evolving needs.

Public schools did not exist during the Colonial
Period (1607-1783). Lawrence Cremin has described
the period as the golden age of alternatives. These
alternatives ranged from formal Latin grammar
schools to academies, dame schools, moving schools
in the South, the use of tutors, and the apprenticeship
system, reflecting the strong religious beliefs of the
colonists.

Following the formation of the United States, the
focus was on nationalism and patriotism. During the
National Period (1783-1876) of immigration, industri-
alization, and urbanization, the common school move-
ment was publicly supported and controlled. Private
academies attracted the wealthy. Experimental educa-
tional ideas were part of the newly created utopian
communities. Examples are Robert Dale Owen’s voca-
tional education in New Lanark, Scotland; Joseph
Neef and William McClure’s Pestalozzian School in
New Harmony, Indiana; and Brook Farm in West
Roxbury, Massachusetts, which offered an idealistic
form of schooling within a utopian community.
Catholic parochial schools also developed during the
nineteenth century as religious alternatives.

During the Progressive Period (1876-1957), the
individual student became the focus of alternatives to
public schools. Parents, teachers, and communities
utilizing Dewey’s progressive teaching ideas led these
efforts. Examples include the Walden School and
Caroline Pratt’s play school in New York and the Park
Schools in Baltimore, Buffalo, and Cleveland.

During the social and political ferment of the
1960s and 1970s, parents demanded choices in the
schooling of their children. These alternative schools
were not state accredited or funded. An alternative
schools directory listed about 350 schools with about
15,000 students and 3,000 staff. These schools sym-
bolized the radical reform movements of the time.
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They focused on changing the structure and process
of education, influencing public schools. The spec-
trum ranged from schools as part of communes in
rural settings to urban-centered, storefront schools.
The middle-class White community was seeking
unstructured opportunities for their children to
acquire traditional academic skills.

People of color emphasized their culture and
parental involvement. Examples were the Harlem
Prep School, Born Free, the Unschool, Someday
School, and the Sante Fe Community School. They
ranged from suburban to rural, Black inner-city to
multicultural schools. They could be found in
churches, storefronts, homes, and old barns. Such
notables as George Dennison, Nat Hentoff, and
Jonathan Kozol were leaders in the movement.
Kozol ran a free school in the Roxbury ghetto.
Learning also began to take place within the commu-
nity, like at the Cleveland Urban Learning
Community, a school without walls. “Schools within
public schools” were started, like that at the New
School in New York. More recent efforts have
focused on such alternatives as homeschooling and
voucher and charter schools.

Alternative schools since the 1970s have taken on
many guises, including school choice programs and
independent and home-based education. They not
only provide a test bed for innovation, but an alterna-
tive choice for those parents and children not inter-
ested in more traditional models of schooling.

Sally H. Wertheim
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AMERICAN EDUCATION,
THEMES IN THE HISTORY OF

Since the institution of schooling directly reflects a
culture’s essential characteristics, there are meaningful
and recurrent patterns—persistent themes—in the his-
tory of American education. An understanding of
these key themes, which are described in this entry,
helps to explain the social and political issues that
shape public schooling.

One defining theme is nationalism. Teaching children
how to be “Americans”—and, indeed, defining what this
means—has been a consistent fundamental purpose of
public schooling. Since the early years of nationhood,
influential Americans have viewed the school as a pri-
mary agency for training in citizenship, loyalty to the
state, and personal identification with the national her-
itage, mythology, and interests. Early American intellec-
tuals (such as Noah Webster and Benjamin Rush)
realized that the United States lacked a traditional, dis-
tinctive culture, language, and historical identity, and had
grown out of a national ideal or ideology that needed to
be deliberately instilled in each new generation.

The common school initiatives of the mid-nine-
teenth century gained support in large part because the
rise of immigration seemed to threaten this national
identity. The launching of the Sputnik satellite by the
Soviet Union in 1957 galvanized school reform in the
interest of national defense, and the landmark 1983
report A Nation at Risk zealously restated this theme,
charging public education with the task of safeguard-
ing the very survival of the American nation.

Schooling has also been shaped significantly by the
distinctive features of the economic system of capital-
ism. In essence, capitalism is a social order based on
meritocracy—a presumably open competition in
which winners achieve high status, wealth, and influ-
ence and losers are expected to accept the conditions
of their roles as employees and consumers. Capitalism
measures success primarily in economic terms (profit,
income, gross national product, etc.) and tends to push
aesthetic and spiritual concerns to the margins of the
culture. Education is consequently defined in terms of
effective management and productivity.
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Since the 1840s, when Horace Mann persuaded the
emerging industrialist elite to support public educa-
tion because it would provide a supply of dependable,
sober, disciplined factory workers, schools have been
used to cultivate a compliant and productive workforce.
Increasingly since the start of the twentieth century,
business leaders and policy makers have steered
education toward values of “social efficiency,” stan-
dardization, and management of what is often called
“human capital.” The testing, grading, labeling, and
ranking of students reflect a competitive, materialis-
tic, production-oriented economic system. Many
young people and their families value education above
all else for the vocational opportunities it can open for
them, if they are successful in school.

Historically, the rise of capitalism was linked to the
modernist philosophy of scientific reductionism,
which views the world from a materialist and utilitar-
ian perspective. Nature is best understood, according
to this perspective, through objective observation,
measurement, and abstract reasoning. Complex, holis-
tic processes are reduced to their most basic compo-
nents and discrete functions. Through such analysis,
modern society can develop powerful tools and tech-
nologies to manage natural resources, and human
energies are viewed as such resources. In the early
years of the twentieth century, social scientists and
educators began to apply this technocratic approach to
social institutions, especially schooling. Intelligence
tests, behaviorist psychology, “scientific manage-
ment,” and other presumably objective techniques
were developed and increasingly used to provide more
consistent control of teaching and learning.

At the same time, American culture has been
shaped by a religious ideology that has resisted the
secular worldview. What might loosely be called a
Puritan theology draws a firm distinction between the
natural, material world and the realm of the divine
or sacred, and sees humanity as “fallen” or sinful
because we are immersed in the physical world.
Only through personal religious faith can one be
“redeemed” or spiritually rescued. American religious
life is complex and diverse, and this theology has been
expressed through numerous forms, sects, and beliefs.
Together, they constitute a powerful element of

American culture that has influenced educational phi-
losophy and policy.

Ongoing political arguments over evolution and cre-
ationism, the role of prayer or Scripture in schools, and
the teaching of morally controversial subjects or texts
demonstrate this influence. On a more subtle cultural
level, the view of the child as an intellectually and
morally empty vessel, needing instruction and disci-
pline in order to properly mature, is at least partly
rooted in this theological heritage. In addition, histori-
ans have shown how Puritan morality was closely
aligned with capitalist values of individual initiative
and the virtue of the “work ethic”’; in this view, success
and wealth naturally flow to deserving individuals.
Schooling is then construed as a public arena for test-
ing and grading to determine who deserves success.

Interwoven with these cultural themes in American
history is an ongoing struggle for democracy. The ideal
of democracy, expressed in soaring notions such as “free-
dom,” “liberty,” “equality under the law,” and “govern-
ment of the people,” is widely venerated, but the
implementation of this ideal has been irregular, due to
social, political, and economic conflicts that have led to
an inequitable distribution of opportunity and privilege.
Race, class, gender, ethnic, or religious identity and other
human differences have been exploited to permit some
individuals access to higher status and to deny such
access to others. Paradoxically, the success of capitalism,
although rooted in an ideal of fair competition, has led to
substantial disparities of wealth, status, and influence that
provide significant advantages to a minority of society.

Schools have been greatly affected both by the
democratic ideal and by the failure of American society
to fully attain it. From Thomas Jefferson to Horace
Mann and down to recent times, public education has in
part been conceived as a mechanism for attaining a
more fully participatory, democratic society—a way to
equalize opportunities for personal advancement. Yet
throughout the history of American education, democ-
ratically oriented policies and reforms have faltered
against the biases and interests that perpetuate social
divisions and inequality. Segregation of the “‘common”
schools by race and class, even when legally banned,
has continued due to patterns of neighborhood settle-
ment and distribution of property taxes. Some of the
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most intractable, and sometimes violent, conflicts over
education have arisen over different interpretations of,
or commitment to, the democratic ideal.

Ron Miller

See also Democracy and Education; Philosophy of
Education; Politics of Education
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Schooling
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AMERICAN FEDERATION
OF TEACHERS

The American Federation of Teachers (AFT) was
founded in 1916 by classroom teachers who believed
that the National Education Association (NEA),
founded in 1857, did not represent teachers who
were interested in negotiating for better salaries, pro-
fessional working conditions, and the protection of
basic civil rights such as free speech and political
participation. Early organizational efforts were led
by activists in Chicago, such as Margaret Haley, and
by Henry Linville in New York City. Linville became
the first president of the AFT, and John Dewey
became an honorary member. The AFT became a
union under the broad umbrella of the American
Federation of Labor led by Samuel Gompers. Today,
it is an affiliated international union of the AFL-CIO
with more than 3,000 local affiliates nationwide and
43 state affiliates.

The ineffectiveness of efforts within the NEA to
democratize its organization and give a stronger
voice to classroom teachers provided an impetus for
the newly formed AFT. The NEA scorned the prac-
tice of collective bargaining and considered affilia-
tion with working-class unions to be unprofessional.

It maintained an organizational structure that was
controlled by school administrators who were
unsympathetic to teacher-defined initiatives.

Nevertheless, early growth of the American
Federation of Teachers was slow, although some orga-
nizational success was achieved in larger urban areas
and in cities and towns that had histories of labor
organization. The AFT adopted a platform of social
progressivism that some teachers found too liberal.
During the 1930s, the AFT was scandalized by the
presence of Communists in their association. Though
these individuals were eventually rooted out under the
union presidency of George S. Counts, organizational
growth had been damaged by the public perception
that the AFT was a radical organization.

Societal events of the later 1950s and 1960s had an
impact on teacher organization. The crush of the baby
boom generation on the schools led to severe prob-
lems with overcrowding, inadequate school facilities,
and difficulty in attracting teachers into careers with
poor pay and benefits. The AFT’s successes in collec-
tive bargaining successes enhanced its growth. The
1961 New York City strike of teachers, organized by
the United Federation of Teachers and its president,
Albert Shanker, closed down the city’s schools and
established the ability of a teachers union to carry out
a work stoppage. State court rulings that removed
classroom teachers from the “critical health and pub-
lic safety employees” category, which included police
officers and firefighters, meant that injunctions
against teacher union strikes were no longer easy to
obtain. One by one, the states introduced laws allow-
ing teacher strikes. Shanker led the AFT until his
death in 1997.

The NEA’s adoption of collective bargaining, its
inclusion of classroom teachers in the administrative
structure of the organization, and its political influ-
ence through the political action committees of its
state affiliates stole some of the thunder that histori-
cally had belonged to the AFT. Today, NEA member-
ship stands at 3.2 million, while AFT membership
is 1.4 million.

William Edward Eaton

See also National Education Association
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AMERICANIZATION MOVEMENT

Americanization has been defined as the instruction of
immigrants in the English language and U.S. history,
government, and culture. The push to Americanize
immigrants has continually been a part of American
society and education. However, at no time in the his-
tory of the United States was this effort as widespread
as in the early decades of the twentieth century, partic-
ularly between the years 1914 and 1924, an interval
referred to as the Americanization period. This entry
looks at the roots of assimilationist ideas, the propo-
nents and opponents of the movement, and the imple-
mentation and goals of Americanization.

Historical Roots

Americanization has been a key educational issue
since Horace Mann’s early nineteenth-century intro-
duction of the concept of the common school. Mann
believed the central and fundamental purpose of the
public school was to teach good citizenship and
democratic participation in order to produce a com-
mon culture for the good of society.

The first manifestation of Americanization occurred
in the 1850s when large numbers of Catholic, Celtic,
and Teutonic immigrants arrived in Protestant, Anglo-
Saxon America. Nativists, Americans advocating
stricter immigration laws, called attention to the
increasing numbers of “undesirables,” predominantly
Irish and German immigrants. The “Know Nothings,”
named for their refusal to answer questions about their

group activities, worked to prohibit undesirable immi-
grants from acquiring citizenship. Political Nativism
reached its peak when supporters of the movement
gained control of several state legislatures in the mid-
1850s. However, interest in Nativist groups waned as
national attention turned to the pre—Civil War debate
over slavery and secession.

Immigration numbers did not increase dramatically
until the first decade of the twentieth century.
Immigration reached a historical high between 1901
and 1910, with 8,795,386 immigrants recorded. The
next decade saw the second highest number of immi-
grants (5,735,811) despite the advent of war, with
93 percent of those immigrants coming from Eastern,
Southern, and Central Europe. This influx of European
immigrants, whose customs, languages, and traditions
were different from those practiced in America, raised
concern among the citizenry. Anglo-American citi-
zens responded to their suspicion, fear, and wartime
hysteria with a new nativistic movement. Americanization
was seen as the way to strengthen the country by com-
pelling immigrants to assimilate and become natural-
ized citizens.

The height of the Americanization period began
with World War I and ended with the enactment of the
Johnson Immigration Act of 1924. The beginning of
war in Europe precipitated a return of U.S. resident
aliens and naturalized citizens to Europe for the pur-
pose of supporting those countries they considered
their homelands. This exit caused many Americans
to question the loyalties of all immigrants. The pur-
pose of the Johnson Immigration Act of 1924 was to
strictly curtail the number of immigrants from any one
country.

Movement Proponents

Americanization was advocated by citizens in all lev-
els of government and social strata. As early as 1904,
Theodore Roosevelt used assimilation as a theme in
his campaign for president, stating, “We have room for
but one language here, and that is the English lan-
guage . . . and we have room for but one soul loyalty
and that is a loyalty to the American people.”
Woodrow Wilson, in a speech to new citizens in 1915
contended, “You cannot become thorough Americans
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if you think of yourselves in groups. America does not
consist of groups. A man who thinks of himself as
belonging to a particular national group in America
has not yet become an American.” Calvin Coolidge in
his state of the union address in 1923 said, “America
must be kept American.” Elwood P. Cubberly, Dean of
the Stanford University School of Education, defined
the purpose of the movement as that of breaking up
ethnic groups and helping individuals assimilate to
American culture, thereby instilling in them an under-
standing of the concepts of law and order propagated
in Anglo-Saxon countries, as well as a respect for the
democratic form of government.

Beginning in 1915, citizens were urged to turn
annual Fourth of July celebrations into a celebration
of American citizenship. The National Americanization
Day Committee sponsored by The Immigrants in
America Review, a quarterly publication, along with
the U.S. Department of Labor, Immigration Service,
urged communities across the country to organize
local Americanization Day celebrations for the pur-
pose of dissolving the boundaries between native-
born Americans and newly naturalized citizens. The
event, advertised through foreign language newspa-
pers, was promoted as an opportunity for native-born
citizens to honor naturalized citizens.

The Americanization theme took different forms.
Royal Dixon, Vice President of the League of Foreign
Born Citizens and author of Americanization (1916),
urged the Americanization of both recent and not-so-
recent immigrants. Emory Bogardus, author of
Essentials of Americanization (1919) and a professor
at the University of Southern California, advocated
the Americanization of minority groups, including
American Indians, Negroes, and Appalachian
Mountaineers. Gino Speranza, author of Race or
Nation: A Conflict of Divided Loyalties (1923), urged
a return to the nation’s original Anglo-Saxon
Protestant principles. In Reforging America: The
Story of Our Nationhood, Lothrop Stoddard, a profes-
sor at Harvard University, urged all citizens to unite
with one national loyalty.

Perhaps the most prolific writer and strongest
advocate of Americanization was Frances Kellor,
lawyer, settlement worker, editor of The Immigrants
in America Review, secretary of the National Ameri-
canization Committee, and unofficial spokeswoman

for myriad committees, divisions, and bureaus. Kellor
promoted Americanization for both citizens and
immigrants, clarifying America’s immigration policy
as one of racial assimilation. She also interpreted the
immigration influx as an economic asset, but pro-
posed strict immigration policies and subsequent
naturalization of immigrants in order to lessen
exploitation.

Autobiographies from the period were replete with
the Americanization themes of freedom and opportu-
nity based in hard work and perseverance. The
Autobiography of Edward Bok tells how an immigrant
from the Netherlands rose from a modest beginning to
become the long-time publisher of The Ladies’ Home
Journal. Bok made reference to his desire to take
advantage of all America had to offer, no matter how
much work was involved, while relying on honesty,
perseverance, speaking English, giving back to the
country, and patriotism to bring him success.

In a similar vein, autobiographies by Mary Antin, a
Jewish immigrant from Russia, and Michael Pupin, a
Serbian immigrant and eventual professor at
Columbia University, told of the “American Miracle.”
For Antin, the United States provided the miracle of
free education, the beneficence of the police, and the
equality of all. Pupin recounted his amazement at
being treated with respect and kindness by a farmer,
which taught him more about the spirit of democracy
than any classroom. He learned more about the demo-
cratic election process when he saw the peaceful res-
olution of a disputed presidential election.

Culturally Pluralistic Ideas

Many, however, objected to the all-out assimilation of
immigrants, and called for the unification of diversity,
not its obliteration. Jane Addams and Ellen Gates
Starr of Hull House saw Americanization as an oppor-
tunity to help disadvantaged immigrants attain a
higher standard of living. Immigrants could learn
English at Hull House, but were encouraged to main-
tain their native languages and unique cultural prac-
tices. Addams contended that a person’s character
should be valued above his or her ability to assimilate
cultural norms. Addams and Starr hoped to see
American society become more cosmopolitan through
the convergence of old and new cultures.
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Similarly, Horace Kallen and John Dewey saw
Americanization not as assimilation, but as an opportu-
nity to combine cultures. Dewey rejected the concept of
the American race, noting that no single culture could
provide a standard of conformity for other cultures.
Kallen coined the term cultural pluralism to describe
the United States as a commonwealth of combined cul-
tures seeking common goals. He believed that ethnic
diversity could enrich American civilization, and
argued that one’s cultural heritage could not be aban-
doned in the manner that one might change one’s
clothes, politics, or religion. Dewey and Kallen saw the
American as a person who had successfully integrated
two cultures to form a distinctly new culture.

Opposition to the Americanization movement
hardly impacted popular opinion. The Americanizers
were able to strike a chord in the hearts of the
American public, convincing them that the assimila-
tion of the immigrant was necessary for the well-
being of the country. However, disorganization at the
national level prevented the movement from attaining
its goal of reaching all immigrants.

Implementation

The general consensus of government agencies was in
favor of the Americanization movement; however, no
single agency was given full control over the estab-
lishment of a nationwide Americanization program. A
bill enacted in 1915 provided federal monies to any
organization, public or private, that desired to provide
Americanization classes and established the National
Americanization Committee, which organized the
first Americanization Day. However, this committee
was not given authority to coordinate the organization
of classes at the national level.

There were at least ten governmental agencies and
thirty private agencies that provided some form of
Americanization training for immigrants, but without
federal guidance, these agencies became rivals in the
establishment of programs, often overlapping in ser-
vices provided. Eventually, in 1924, at the same time
the Johnson Immigration Act was passed, Congress
made the Americanization movement official, with
the U.S. Bureau of Education leading the program.
The National Americanism Committee and the
Division of Americanism were established by the

Bureau of Education for the purpose of providing
Americanization education for all immigrants.

Despite its leadership role in the waning days of
the movement, the federal government did not attempt
to manage the details of all Americanization pro-
grams, choosing to leave most plans and decisions
to the local agencies that already had established
Americanization programs. State and city govern-
ments as well as private organizations sponsored
Americanization classes and were allowed to dictate
their own standards for teaching English, democracy,
and citizenship.

Church groups, civic organizations, local boards of
education, and industries offered classes for the adult
immigrant, while immigrant school-age children were
immersed in mainstream American school classrooms,
without the opportunity for special language programs.
Publishers and authors, both private and public, offered
many new textbooks designed to teach adult immigrants
to read and write English in order to become naturalized
American citizens. English language instruction was
considered to be the quickest and most effective route to
assimilation, “a door into your souls through which
American life may enter” as noted by Judge Charles
F. Amidon, while passing sentence on sedition.

Goals

The aim of the Americanization movement was to
impose assimilation of all things American on immi-
grants, requiring them to abandon the cultures and
languages of their homelands in favor of American
culture and language. Three elements were considered
necessary for immigrants to assimilate. Immigrants
were expected to change the precepts within them-
selves that determined their attitudes and actions in
order to adopt a spirit of democracy. In addition to
inward change, immigrants had to change outwardly,
putting on the habits and lifestyle of typical Americans.
Lastly, and perhaps most importantly they had to learn
the English language and use it regularly in all deal-
ings, both public and private.

Full and complete assimilation was accepted as
outward proof of an inner allegiance to the country.
The goal of Americanization was to create a nation
solidified in purpose and aspiration, which would
allow the country to be impregnable to its enemies.
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The purpose of Americanization classes was to mold
immigrants into politically, culturally, and linguisti-
cally ideal Americans in order to become part of the
American race.

Annis N. Shaver
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AMERICAN LABOR COLLEGES

The independent labor colleges represented the most
radical form of workers’ education in the early twenti-
eth century. Work People’s College (1903-1941)
located in Duluth, Minnesota; Commonwealth College
(1925-1939) in Mena, Arkansas; and Brookwood
Labor College (1921-1941) in Westchester County,
New York, earned the most notoriety. They grew out of
the American noncommunist left, namely the Socialist
Party and the Industrial Workers of the World, which
flourished during the late nineteenth and early twenti-
eth centuries. Educational progressives also provided
intellectual support by serving as trustees and guest lec-
turers. Although uniquely American, labor college
students and teachers knew about the workers’ educa-
tion efforts of their British counterparts.

The labor colleges maintained two educational goals:
creating a new social order and preparing worker-
students for active service in the labor movement as
organizers, lawyers, and writers, not as labor bureau-
crats. Full-time studies at these residential labor colleges
involved classroom work as well as experiential learn-
ing. Instructors generally came from the ranks of agri-
cultural and industrial workers themselves. The formal
curriculum fell into two categories: theoretical (or back-
ground) subjects and tool (or utilitarian) courses. The
former critiqued capitalism in classes like labor history
and economics. Guided by the notion of direct action,
the latter gave students practical, organizing skills
through journalism to publish newspaper reports on
working conditions and strikes, public speaking to com-
municate with large crowds, proletarian drama (borrow-
ing the agitprop tradition) to raise the consciousness of
workers, and organizing experience through field work
among sharecroppers and unskilled factory workers. The
labor colleges made no explicit claims about cultivating
a communal environment, but nevertheless they did.
Teachers and students worked together to construct and
repair buildings, cook meals, launder clothes, maintain
gardens, and wash dishes, among numerous other tasks.

The labor colleges provided many of the leaders
who organized the Congress of Industrial Organi-
zations during the 1930s. Longstanding internal
stresses combined with this newfound visibility con-
tributed to their demise. Usually restrained, dogmatic
differences between socialist and communist students
and instructors became strident during the fluid
1930s, spawning school strikes and irreparable politi-
cal and personal divisions. Because of their anticapi-
talist views and labor organizing activities, local and
federal law enforcement agencies monitored the
schools, ultimately pressuring them to close.

Richard J. Altenbaugh
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AMERICAN SIGN LANGUAGE

In the early twentieth century, most schools for the deaf
across the nation used the “natural” sign language, now
called American Sign Language (ASL). Most of the
administrators and teachers who ran these schools were
deaf. Not until 1880, after an international conference
in Milan, Italy, did educators decide that the oral
approach was the best way to teach deaf children. The
rationale was that to assimilate the deaf children into
the society of hearing people, the children must learn to
speak and understand the language of their hearing
community and to read and write it well.

From the perspective of many deaf communities,
this reflects a dark period of deaf education. One by
one, schools for the deaf all over the nation abolished
ASL, forced deaf educators out of their jobs, and
radically changed the classroom atmosphere forever.
Deaf students in the classrooms were forced to speak
and write in English only. Oralism continued well into
the twentieth century; ultimately, however, the effort
to teach deaf students to speak, read lips, and be liter-
ate was a dismal failure. Today strictly oral schools
are rare; however, oral methods are still used to teach
students to become bilingual and bicultural.

In the 1960s William Stokoe, a scholar of ASL, was
instrumental in shifting perceptions of ASL from a sub-
standard form of English to a thriving, complex natural
language of the deaf with a rich syntax and grammar.
For the first time, ASL was deemed an important and
viable mode of communication for deaf students. While
it was recognized that manual communication was
essential in educating deaf students, hearing profes-
sionals created sign systems that mirrored oral English
rather than using ASL. Many believe this occurred
because manually coded (oral) English is easier for the
hearing individual to use than to learn a new language for
educating deaf students. The next thirty years promoted
educating the deaf through total communication—the
use of sign systems and oral methods. As a result, ASL
became influenced by these other sign systems and
many deaf individuals experienced language confusion

as they graduated from school and became socialized
into the deaf community.

In 1988, the deaf community organized a rally,
Deaf President Now (DPN), to protest the newly
appointed hearing president of Gallaudet University,
the world’s only deaf university. The protest quickly
became a national platform for the deaf community to
raise public awareness about the rights and abilities of
deaf and hard-of-hearing individuals. In the years fol-
lowing the protest, many bills and laws were passed
that advanced the rights of deaf and hard-of-hearing
individuals to include the recognition of ASL as the
natural language of the deaf.

Today, many colleges and universities accept ASL
as part of the foreign language requirement, and inter-
preting programs have been established. According to
recent reports, ASL is the fourth most-used language
in the United States and thirty-five states officially
recognize ASL as a language. As well, the push to
accept ASL as a viable mode for teaching deaf students
has been advanced through the bilingual-bicultural
(bi-bi) movement, whereby deaf students are taught
first in their native language and learn oral English as
a second language. The goal of this approach is to cre-
ate fully literate deaf students who are proficient in
ASL and written English.

Barbara J. Dray and Lee Dray
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ANNA T. JEANES FOUNDATION

The Anna T. Jeanes Foundation, also known as the
Negro Rural School Fund, was established by Quaker
heiress Anna T. Jeanes in 1907. She directed that her
estate of $1 million was to support the “rudimentary
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education” of African Americans in the rural South.
The foundation or fund, administered by the
Rockefeller Foundation’s General Education Board,
supported special supervisory teachers who offered
guidance to Black rural school teachers, who might be
poorly trained and lacking other support. More than
one half of the salary was paid by the fund, and the
remainder was paid by the county board of education.
The initial plan was to employ a Jeanes teacher at a
demonstration center in the county, one who would
also serve as a supervisor of the rural Black schools
within the county school system.

But it was the work of one Black teacher, Virginia
Randolph, in Henrico County, Virginia, that would
ultimately define the role of the Jeanes teacher. The
daughter of slaves, Randolph began teaching at six-
teen after she graduated from high school. She then
established her own Mountain Road School where she
paired the teaching of industrial arts of cooking and
sewing with the moral values of cleanliness and order-
liness. Jackson Davis, Henrico school superintendent,
applied for a grant from the Negro Rural School Fund
and adopted Randolph’s model for the rural Black
schools. The leaders of the fund were so impressed
with Randolph’s work in Virginia that they hired her
as the first supervising industrial teacher in 1908.

Randolph’s instructional model became known as
the Henrico plan and formed the basis for the work of
the fund in each of the Southern states that allowed
Jeanes teachers into their Black rural schools. For
Jeanes teachers, education was about the whole com-
munity and its welfare, with the school as the agency
that would teach people how to live better. Under the
guidance of the Jeanes teachers, Black schools came
to resemble settlement houses where students and
their parents learned more than just “the 3Rs”—they
learned about health, sanitation, and nutrition, and
homemaking skills as well. The teachers also worked
outside of the schools by consulting with ministers
and speaking at churches on school-related issues, and
they lobbied White politicians on school boards for
financial support of Black teachers and their students.

By 1911, the fund employed 129 teachers across the
South, most of whom were Black women; the first group
of Jeanes teachers had no college training. By the
mid-1930s, 45 percent had obtained their bachelor’s

degrees, paid for by the fund, through summer courses
at Hampton Institute. While the number of Jeanes
teachers had grown to about 500 by 1950, their role
was being impacted by the societal and cultural
changes occurring across the nation. The Brown v.
Board of Education Supreme Court decision declared
segregated schools unconstitutional; the passage of
the Smith-Hughes Act provided funding for voca-
tional education at rural high schools; the civil rights
movement had begun; and industrial training for
African Americans was viewed as outdated. The fund
and its teachers stopped their work in 1968.

Louise Anderson Allen
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ANTIRACIST EDUCATION

Antiracist education, also referred to as antiracism edu-
cation, has emerged within the broader field of multi-
cultural education. Its explicit focus on power relations,
institutional structures, and identity distinguish it from
more traditional forms of multicultural education.
Antiracist education emphasizes the need to address
systemic barriers that cultivate and sustain racism, par-
ticularly within educational settings. Similarly, at the
theoretical level antiracist education seeks to support
social justice and equity by understanding and dealing
with the complexity of identity and the intersection of
diverse forms of difference and marginalization, includ-
ing social class, gender, ethnicity, ability, linguistic
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origin, sexual orientation and religion, among others.
This entry addresses the theoretical, conceptual, and
applied aspects of antiracist education.

The Context

Antiracist education was born in the UK over two
decades ago in response to an anti-immigration backlash
from right-wing conservatives. Key figures that shaped
the field were Barry Troyna and Bruce Carrington, and
there was some important work in schools by David
Gillborn. In the United States, antiracist education has
direct links with the civil rights movement and has
been advanced by a number of contemporary educa-
tional scholars who adopt a critical stance toward mul-
ticultural education; influential researcher activists
leading the field include James Banks, Cherry McGee
Banks, Christine Sleeter, Carl Grant, and Sonia Nieto.
Their focus is on honoring difference and correcting
differential learning experiences and outcomes, espe-
cially among minority and marginalized students. This
has also been referred to as “antibias” or “antioppres-
sion” education, following Kevin Kumashiro, and
there is an explicit connection to various forms of dif-
ference in social justice education in the United States.
The term antiracist education is more contested than
multicultural education because it specifically men-
tions the word race, now understood to have no biolog-
ical significance. While race no longer holds salience as
a genetic concept, society has long been organized
around categorizations of people based on perceived
racial identity. The fact that Aboriginal peoples have
lived on the land known as North America for some
20,000 years underscores the antiracist vantage point
that power relations and identity need to be problema-
tized within the context of colonization. Similarly, the
infamous legacies of slavery, segregation, Jim Crow and
myriad discriminatory laws, policies, and social prac-
tices have divided the United States along racialized
lines. The reality that more African American males are
in prison than in university, combined with the illustra-
tive socioeconomic and educational context, are further
evidence of the effects of discrimination based on racial
identities in contemporary American society.
Antiracist education seeks to correct inequities
within this social context. On the one hand is the

concrete reality of underachievement, marginalization,
and discrimination, and on the other is a pervasive ide-
ology of individualism, merit-based achievement, and
an education system that has historically ignored
social justice issues. For the past two decades, the
National Association for Multicultural Education
(NAME) has been one of the leading organizations
articulating a vision for antiracist education, and it
includes social justice and the struggle to eradicate
inequity and discrimination in its official definition of
multicultural education.

The Foundation

In their conceptualization of antiracist education,
Canadian scholars George Sefa Dei and Agnes
Calliste have questioned the notion of a color-blind
society and argue in favor of a more transparent and
equitable sharing of power. The history of race rela-
tions is never neutral, and antiracist education requires
surveying and critiquing textbooks, curricula, poli-
cies, outcomes, and general conditions related to edu-
cation to better understand and take action on inequity
and racism. As Paul Carr and Darren Lund’s recent
work concludes, this must include recognition of
Whiteness, the understanding that White people have
acquired and exercised power and privilege based on
their racial identity. The role and implication of White
teachers in classrooms with diverse student bodies has
been a growing area of interest for antiracist educa-
tors, including Gary Howard in the United States.

The premise of antiracist education is that excel-
lence and equity are intertwined. To achieve equity,
explicit and implicit efforts, strategies, and resources
must be concentrated and activated in a coherent man-
ner. Frances Henry and Carol Tator have written about
the “colour of democracy,” documenting how sup-
posed democratic structures and systems work to sup-
port racism. For antiracist education to be realized, it
is imperative that systems, structures, and institutions
are critically assessed and reformed.

Neo-Marxist antiracist theorists have linked racism
and marginalization in society with capitalism and the
economic exploitation of the working class and mar-
ginalized groups. Following the work of Paulo Freire,
Henry Giroux and others have promoted the need for



50 Antiracist Education

political literacy and critical pedagogy, widely consid-
ered important elements of the antiracist education
movement. Antiracist education, therefore, seeks to
cultivate critical thinking and an appreciation among
students for the lived experiences of all people. Giving
voice to those who have traditionally been marginal-
ized is a key step in making schools more inclusive
and representative.

Antiracist education seeks to develop an inclusive
curriculum that encourages critical reflection and
action, infused throughout subject areas and school
culture. As Julie Kailin has argued, all teachers must
be able to present concepts, examples, lessons, and
activities that foster social justice and equity, and that
support high academic achievement. Antiracist educa-
tors understand that all education is political, and their
approach to inequity includes the need to address
power imbalances for the benefit of all students.

Complementing the field of antiracist education are
a number of group-specific disciplines, including
Latino/a Studies, Asian American Studies, African
American Studies, and Aboriginal/First Nations
Studies, all of which deal with the legacy and implica-
tion of race playing a role in histories, cultures, and
social conditions.

Moving From Multicultural
Education to Antiracist Education

While critical pedagogues and scholars in the United
States usually refer to multicultural education, this dif-
fers from conceptualizations of the term in other
English-speaking countries, namely Canada, Australia,
and the UK. In Canada in the mid-1990s, Earl Mansfield
and Jack Kehoe characterized the multicultural-
antiracist schism by noting that multicultural education
is usually focused on intergroup harmony, celebration
of diversity, and cultural heritage and pride, while
antiracist education attends to educational disadvan-
tage, systemic racism, power relations, politics, and
critical analysis. Likewise, Stephen May has been crit-
ical of the unfulfilled promises of multicultural educa-
tion, particularly the limited perspective on inequitable
power relations. He has taken aim at the Eurocentric
curriculum that pervades teaching and learning, and
calls for broader understanding of the social context
shaping the education experience.

Antiracist education raises issues that often elicit
discomfort and tension, and its supporters understand
this conflict as a necessary part of the learning
process. They believe that education should not avoid
dealing with systemic issues but, rather, should
require that students become engaged in understand-
ing and acting on controversial issues. Antiracist edu-
cation presupposes a commitment to the praxis of
education—the intersection of theory and practice—
extending earlier practices of multicultural education
that were limited to fostering tolerance and respect.

Antiracist education critically analyzes both the
development and implementation of educational
policy. While the process for developing policy is
important, antiracist education considers closely the
outcome of such policies. For example, the dropout—
or as George Sefa Dei calls it, the “push-out”—rate of
Black/African American students in education must
be problematized at several levels. Rather than pathol-
ogizing the role of the Black/African American family,
antiracist educators are critically focused on how
teachers, principals, education officials, and decision
makers are complicit in this situation.

Antiracist Education Policies

A number of jurisdictions, particularly in Canada, the
UK, and Australia, have developed school-based
antiracism policies. However, the overall commitment
and emphasis on antiracism appears to take place in a
patchwork manner, with some school boards and
provinces or states embracing the approach more than
others, as results from large nationwide studies by
Patrick Solomon and Cynthia Levine-Rasky in Canada
have shown. Antiracism policies are often fraught with
the very issues that they are intended to dismantle,
namely systemic discrimination, passive resistance,
and marginalized status in competition with a curricu-
lum focused on achieving high academic standards. In
addition to the formal policy articulating guidelines for
action, jurisdictions with such policies customarily
provide resource documents, training, and dispute-
resolution mechanisms to monitor and support progress.

In the United States, there are numerous initiatives
addressing academic underachievement. The No
Child Left Behind legislation requires data collection
based on race, but this has been critiqued because
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school boards have flexibility in reporting differential
outcomes. There are a number of research centers,
resources, initiatives, programs, grants, and projects
targeting racism in the United States, many of which
form part of the antiracist education movement. With
the debate over the utility and legality of affirmative
action, in light of Brown v. Board of Education, race
remains a controversial issue in education circles.
Despite the achievement gap in education between
racialized groups, there is still much resistance to
adopting antiracist education as a means to advancing
educational outcomes for all students.

Criticism of Antiracist Education

Some criticize antiracist education as being too
overtly political and, moreover, as focusing too nar-
rowly on race. Others refute the notion that White
people universally oppress Black people, arguing that
antiracist education often distorts the complex lived
reality of people within diverse demographics. The
emphasis on race is also criticized for subverting other
forms of difference, especially gender, social class,
and culture. Similarly, critics contend that the overi-
dentification of race may reinforce negative stereo-
types related to racial identity.

Antiracist Education Programs

Some common features to groups, schools, institu-
tions, and researchers developing antiracist education
approaches and pedagogies include the following:

e The notion that good teaching must take into account
the varied perspectives and experiences of diverse
student-bodies and society

e The need for a full analysis of school climate, diag-
nosing and remedying systemic barriers

e The importance of robust involvement and engage-
ment from all sectors forming the school culture,
including teachers, principals, guidance counselors,
psychologists, lunchroom and custodial staff, par-
ents, and others

e The need to problematize how questions of race, cul-
ture, and identity in relation to differential educa-
tional outcomes and experiences

Antiracist education seeks to infuse learning
with an explicit social justice agenda that reinforces

academic achievement. It is concerned with accessi-
bility, power imbalances, identity, and reversing the
perception that students from marginalized groups
constitute a “deficit culture.” Antiracist education
more directly focuses on race and the intersections of
identity than has traditional multicultural education.
There are many commonalities and convergences
between antiracist and multicultural education that
depend on conceptual, jurisdictional, and ideological
factors, in addition to the specific groups involved.
Through the meshing of various tenets, strategies,
resources, and leadership, antiracist education, in col-
laboration with more critical forms of multicultural
education, aims to render schools and educators better
equipped to deal with equity issues in rapidly chang-
ing demographic and social conditions.

Paul R. Carr and Darren E. Lund
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ARCHIVES AND LIBRARY
CoLLECTIONS ON EDUCATION

Archives and library collections for the field of educa-
tion vary widely in purpose and scope. While different
archives and collections may be housed in the same
building at an institution, students and researchers use
them to achieve a variety of goals. This entry looks at
some of these institutions.

Archives and Special Collections

Archives hold records from persons or organizations.
Archival documents are unique, for they are typically
unpublished collections of papers, records, or manu-
scripts. For instance, the College of Charleston acts as
the archive for the Charleston High School, one of the
oldest public secondary schools in the United States,
and holds the school’s papers dating from 1843 to
1976. The Boston College Libraries are home to the
archives of the Citywide Coordinating Council of
Boston, an organization involved in the desegregation
of Boston public schools.

Special collections, which may be administered by
the same department as the archives at an institution,
focus on specific subject areas, formats, time periods, or
other factors to create comprehensive collections.
Examples include materials on John Dewey and other
Progressive educators in the Special Collections
Division of the Morris Library at Southern Illinois
University; manuscript, textbook collections, and other
materials about the education of women in the United

States in the early nineteenth century at Mt. Holyoke
College Library; and the Marguerite Archer Collection
of historical children’s books at San Francisco State
University.

Extensive historical textbook collections can be
found at the Library of Congress, the Monroe C.
Gutman Library at the Graduate School of Education
at Harvard University, the Plimpton Collection of text-
books at Columbia University, the Nila Banton Smith
Historical Collection in Reading in the Joan and
Donald E. Axinn Library at Hofstra University, and
the Nietz Old Textbook Collection at the University of
Pittsburgh Library.

Holdings in archives and special collections can be
especially enlightening for scholars doing original
research. While many materials in archival and special
collections may not appear in library catalogs, great
efforts at digitization have brought publicity to many
of these previously hidden collections. Due to the
nature of these collections, they are often not available
through interlibrary loan, meaning that one must visit
their depositories in person to utilize these materials.

Research Libraries

Research libraries hold collections of books, journals,
databases, datasets, and other materials to support a
broad range of intellectual discourses and discovery
of new knowledge, while good small college libraries
focus on supporting the course work at their institu-
tions. The first efforts at building collections specifi-
cally to support teacher education began at colleges
and universities in the United States in the late 1830s.
Today, many colleges and universities collect materials
in dedicated education libraries.

Columbia University led the way in this regard
with the establishment of the Milbank Memorial
Library at Teachers College in 1887. This remains the
largest education library in the world. Other examples
of this type of library include the Cubberley Library at
Stanford University, the Peabody Library at Vanderbilt
University, and the University of Illinois Education
and Social Science Library.

Other libraries house education resources within their
main libraries. University of North Carolina, Chapel
Hill, and Syracuse University provide examples of
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very strong education collections contained within the
main library. Education librarians, usually profession-
als with degrees in both library and information sci-
ence as well as education or a related field, work to
build collections in this subject area and provide guid-
ance for students and researchers.

Assessment of collections and other forms or
library support is a complicated process, making it
difficult to directly compare these resources at dif-
ferent libraries in a general way. However, as schools
of education are accredited by regional or national
bodies, the quality of library support for their pro-
grams is invariably considered as part of that process
and can meaningfully impact the perception of a pro-
gram’s quality.

Most libraries at institutions with teacher prepara-
tion programs house juvenile and young adult litera-
ture to support courses in these areas. Persistent
questions with these collections include the shelving
and retrieval problems that arise when these books are
housed according to the classification systems at use
in college and university libraries. This is especially
problematic in the Library of Congress classification
system which is used at most university libraries,
because most children’s books will be given call num-
bers beginning with PZ, representing the class juve-
nile literature. That can make it difficult to locate a
particular title within the collection.

Textbook adoption collections are also often found
at universities with schools of education. Textbook
adoption collections hold textbooks in use or under
consideration for use at either the local or state level
in K—12 school districts. The intent of these collec-
tions is to give students in education an opportunity to
examine and create curriculum around textbooks they
will likely encounter in schools.

Education curriculum collections are distinct in
that they house materials not specifically designed for
scholarship or research for students of education, but
rather for use in K—12 classrooms. These collections
may include multiple copies of readers, workbooks,
models, and toys for teaching and learning, as well as
DVDs and videos. Depending on the administrative
structure and library system, curriculum libraries can
be administered by their respective schools of education
or through the library system. Innovative programs in

this area include attempts to create online curriculum
collections.

John P. Renaud
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ARTS EDUCATION PoOLICY

Arts education policy refers to the decisions that leg-
islators, funders, and administrators make with
respect to teaching and learning in the arts. Policies
on arts education address not only in-school course
work in art, music, drama, and dance, current atten-
tion is also aimed at out-of-school arts programming
offered by community organizations and arts
providers. In the last two decades, proactive policy
related to arts education has become increasingly
important as accountability and high-stakes testing
prompt mandates for school learning that exclude
time for the arts.

This entry looks at the primary policy issues facing
arts education in four topic areas: (1) equity in access
and opportunity for the arts in diverse communities;
(2) preparation and training for in-school arts teach-
ers, visiting teaching artists, and performing artists
who work in schools; (3) the roles and responsibilities
of external providers and community organizations;
and (4) students learning in arts-specific instruction
and integration of the arts.

Equitable Access

Policy in arts education is informed by the engagement
of ethnic communities in urban school districts that
advocate for the inclusion of arts history and culture
in the curriculum. Local museums and performing
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arts organizations in urban and suburban school sys-
tems often have incentives through private and public
funding options to partner with public schools and
offer services to school children and their parents.
Groups that traditionally have had reduced access to
arts curriculum, including those in rural and isolated
areas, now have more opportunities through Web-
based and distance learning. The content of arts cur-
riculum that addresses the histories and cultures of
diverse populations of students and their families is
increasingly essential in a multicultural society.
Equity in access represents a consistent issue for pol-
icy makers at the local, state, and national levels.

Preparation and Training

A consistent debate that affects policy decisions in the
field focuses on who should teach the arts.
Recruitment and retention of arts teachers for arts-
specific instruction remains an issue, particularly for
school districts in which funding has been directed
away from arts teaching and toward reading, math,
and science content. In this climate of diminishing
resources, arts councils and school districts are also
considering the merits of integrating the arts into the
existing math, science, social studies, or literacy cur-
riculum. Classroom teachers and visiting teaching
artists then teach the arts, often without the support of
a certified arts teacher in the building. This practice
has raised questions about how to advocate for more
arts funding while supplying arts education through
classroom teachers.

Endorsement, certification, and other means of
licensure required by states and school districts for
artists and arts teachers working in schools remain a
topic for policy makers. Just as in nonarts subject
fields, there are persistent questions about teachers’
content expertise, experience in making and per-
forming art, and preparation for teaching in and
across art forms. How and whether noncertified
teaching artists can contribute to arts curricula in
schools is a focus for research and evaluation. There
is a need for research that addresses the interrelation-
ships and continuity of arts teaching and learning
from preschool through higher education. Policy
research can only be addressed if funders are willing
to support such initiatives.

Outside Providers

A third arena for policy discussion focuses on the role
of external providers, particularly in the major metro-
politan areas of the United States. It is not clear
whether the engagement of theater companies, sym-
phony orchestras, dance companies, and museums has
contributed to learning in the arts disciplines or to stu-
dents’ nonarts academic achievement. As community
arts organizations form partnerships to deliver arts
curricula in schools, they are increasingly involved in
providing evidence that what they offer contributes to
student learning.

Arts and the Curriculum

Has arts integration, implemented by noncertified vis-
iting artists or nonarts classroom teachers, enhanced
specific learning in nonarts disciplines as defined by
state standards? Has arts integration maintained the
integrity of the art form engaged? Some arts education
proponents claim that increasing arts integration in
financially strained districts is a means of avoiding
hiring of faculty specialists in the arts. Others claim
that arts integration programs raise the visibility of the
arts in communities, thereby encouraging more arts-
specific programming in schools.

Arts education proponents are being asked to doc-
ument how the arts contribute to nonart learning
through questions such as, “What is the effect of the
arts on literacy?” Arts researchers are also raising the
inverse question, “What is the effect of literacy on
the arts?” Indicators of student learning in the arts
are examined by researchers and program evaluators
in response to the demand for accountability.
Government-funded programs and private funding
agencies continue to support research that examines
the impact of arts education on student learning. As
compelling research emerges that underscores the
important role of teacher expertise on student learn-
ing, arts educators are also considering how teacher
learning through arts-based professional development
contributes to student achievement. Both research
programs suggest the challenge and opportunity for
balanced curricula in an era of teacher shortages,
resource scarcity for the arts, and standards-based
learning in schools.
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Researchers and program evaluators are inform-
ing policy makers, district administrators, arts
administrators, and teachers about arts learning,
using mixed methods that include intensive multime-
dia documentation, teacher action research on arts
practices, and assessments of student achievement
through performance. The development of research
programs that investigate the possible transfer of stu-
dent learning in the arts to nonarts academic achieve-
ment and social development continues. The
question of what is convincing, yet also authentic,
research regarding arts curricula and effective teach-
ing in school and after-school programs remains a
challenge.

Guail Burnaford
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ASIAN AMERICAN EDUCATION

Asian American education has changed from a time
when Asian American children were often not wel-
come in U.S. public schools to a time when they have
become the mythic “model minority.” As in other
areas, education has been an arena where Asian
Americans have often had to fight for their rights. In
addition, their diversity of origins reflects a broad
range of educational achievement. This entry looks at
the demographic and historical background and

current educational attainment of Asian Americans
and some research studies focusing on this population.

Historical Background

Asian American education can be divided into three
historical periods. In the first (1850-1941), Chinese
and Japanese settled mainly along the West Coast and
Hawai‘i. Between 1882 and 1941, state and federal
laws restricted immigration, voting rights, land owner-
ship, and educational rights for Asians in America.
Persons of Asian descent born in the United States suc-
cessfully challenged discriminatory citizenship regula-
tions in U.S. v. Wong Kim Ark (1898) and Weedin v.
Chin Bow (1927), though courts upheld restrictions on
foreign-born Asians in America in Takao Ozawa v.
U.S. (1922) and Bhagat Singh Thind v. U.S. (1923).

Racial segregation of Asian Americans in public
schools followed national trends in the late 1800s
and early 1900s. Chinese students were barred from
public schools in San Francisco in 1859. Their par-
ents responded by opening a private “Chinese
school,” which later admitted Korean and Japanese
students. The California Supreme Court ruled in
Tape v. Hurley (1885) that San Francisco public
schools must admit Asian Americans, though the
state legislature created a parallel “Oriental School”
system the same year. In Hawai ‘i, Japanese, Chinese,
and other Asian Americans were discouraged from
attending schools by plantation owners, and were
generally segregated from Whites until Hawai‘i
became a state in 1959. Asian American school
enrollment matched that of Whites by 1920, and
exceeded that of Whites by 1930.

The second period, between 1941 and 1965, began
with wartime hostilities, which led to the incarcera-
tion of over 100,000 West Coast Japanese Americans
in ten detention camps in 1942. Through 1945, tens of
thousands of Japanese Americans attended ill-
equipped camp schools, though some were allowed to
attend a university away from the West Coast. After
World War II, Asian Americans benefited from the
slow integration of public schools and the expansion
of postsecondary institutions. Economic growth also
helped propel second- and third-generation Asian
Americans into professional occupations at rates
higher than the national average.
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The Immigration and Nationality Act of 1965 initi-
ated the current period of Asian American education.
After 1965, immigration increased rapidly from the
Philippines, China, Korea, Vietnam, Laos, Cambodia,
and India. Many “second-wave” immigrants were
well educated and prosperous in their home countries.
However, immigrants from Laos, Cambodia, and
Vietnam were often war refugees with few educa-
tional credentials or financial resources. Unlike the
Japanese and Chinese immigrants of the late nine-
teenth century, many second-wave immigrants
brought children, who enrolled in public schools
unprepared for linguistic and cultural diversity.
Chinese Americans in San Francisco challenged local
segregationist practices and limited language and
course offerings in the late 1960s. As a result, the U.S.
Supreme Court ruled in Lau v. Nichols (1974) that the
city’s lack of bilingual programs prevented 1,800
Chinese American students from “meaningful partici-
pation” in public schools.

Over time, bilingual and culturally appropriate
courses expanded across California and the United
States. Also, in the wake of the civil rights movement
Asian American Studies programs were established,
primarily in the Pacific states, and later in the
Midwest and Northeast.

Asian American students have generally not ben-
efited from race-based admission criteria. In the
1980s, several elite universities were criticized for
tightening admissions criteria for Asian American
students. By 1990, Asian Americans were being por-
trayed along with Whites as victims of affirmative
action for Black and Latino students, reinforcing the
“model minority” myth. In Ho, Wong & Chen v.
SFUSD (1999), Chinese American plaintiffs suc-
cessfully sued for the end of a 1983 desegregation
consent decree that used race as a criterion for mea-
suring integration. Critics have argued that this
action will lead to a racial resegregation of San
Francisco schools and hurt poorer students.

Educational Attainment in 2000

Asian Americans trace their ancestry to East,
Southeast, and South Asia. According to the 2005

American Community Survey (ACS) conducted by
the Census Bureau, 5 percent of the U.S population, or
14.4 million people identified as Asian American. The
same year, 13.1 million people, or 4.4 percent, identi-
fied as “Asian alone.” The Asian American population
increased 21 percent from 2000 to 2005. A majority of
Asian Americans live in California, New York, and
Hawai‘i, and 95 percent of Asian and Pacific Island
Americans live in metropolitan areas.

Because the U.S. Census does not disaggregate
for nationality, figures on the Asian American and
“Asian alone” categories obscure the educational
attainment within and among Asian American com-
munities. According to the 2005 ACS, 49 percent
who identified as “Asian alone” aged 25 or older had
completed a bachelor’s, graduate, or professional
degree, compared with 27 percent of the same U.S.
population. However, 10.68 percent of those who
identified as “Asian alone” had reported less than a
ninth-grade education in the 2000 Census, compared
with only 7.55 percent of the U.S. population.
Female Asian Americans both registered higher post-
secondary education completion rates and were more
likely to have completed less than nine years of for-
mal schooling. Studies that have disaggregated data
by ethnicity have consistently found that school
completion and educational attainment rates for
Southeast Asian Americans are lower than for other
Asian Americans.

These data are far more complex than myths about
a model minority, which developed after World War 11
as a result of educational and economic attainment

Table 1 Ten Largest Asian American Populations, 2000

Chinese (except Taiwanese) 2,734,841
Filipino 2,364,815
Asian Indian 1,899,599
Korean 1,228,427
Vietnamese 1,223,736
Japanese 1,148,932
Cambodian 206,052
Pakistani 204,309
Laotian 198,203
Hmong 186,310

SOURCE: U.S. Census, 2000.
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among some—but not all—Asian Americans. Despite
its generally positive nature, this myth obscures
the educational underachievement of many Asian
Americans, and reinforces beliefs about African
American and Latino failure.

Recent Research

Studies in the 1980s attributed Asian American suc-
cess to the convergence of Asian and middle-class
U.S. cultural characteristics like ambition, persis-
tence, delayed gratification, and social mobility. Other
studies suggested limited and selected immigration
in the early twentieth century and the “middleman
minority” thesis as explanations. Cultural, familial,
and even genetic explanations of Asian Americans’
achievement remain popular explanations for Asian
American success.

Contrary to the “model minority” myth, research
has shown that many Asian American students strug-
gle in school. One study found that overworked par-
ents and limited social capital contributed to
working-class Korean American students’ leaving
school. Another study found that Chinese American
parents’ participation in the mainstream economy
helped them to secure the social, cultural, and human
capital necessary for their children to attend and
achieve in high-performing schools. In contrast,
the same study found that low-income Chinese
American parents had less opportunity to exploit net-
work connections and lacked the means to relocate
for educational opportunities. High educational
expectations from parents can be a source of motiva-
tion and of conflict for Asian American students. A
study of two Chinese American families found that
children in both lower and upper income households
became estranged from their immigrant parents
because of the dissonant cultural expectations about
money and appropriate adolescent behavior. High
expectations among Korean and Chinese Americans
may also be a tactic to avoid racism.

Research on Southeast Asian American students
finds much higher levels of poverty than other Asian
groups, and some of the lowest per capita incomes in the
United States. Though many Southeast Asian American

students are successful in school, studies show that sig-
nificant numbers are isolated from American culture and
are more likely to join gangs. Cambodian and Lao
students, in particular, are more likely than Vietnamese
students to struggle with English, score lower on stan-
dardized tests, and leave school.

Another area of research has focused on Asian
American career choices. A 2000 study found reti-
cence among Asian Americans, especially recent
immigrants, to enter the teaching profession.
Another study argued that Asian American overrep-
resentation in the hard sciences stems from family
expectations and attempts to limit awkward social
interactions.

Research has suggested that isolation and stereo-
types create social pressures for Asian American
students, who are sometimes reluctant to seek special
services because of the stigma of the “minority”
label. Administrators have been shown to neglect
focused services, courses, and programs for Asian
American students because of the stereotype of
overachievement.

Christopher J. Frey
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AsSISTIVE TECHNOLOGY

The Individuals with Disabilities Education Act of
2004 (IDEA) defines assistive technology as devices
and services, such as visual aids, communication
tools, and specialized equipment for accessing a com-
puter, that are used to increase, maintain, or improve
the functional capabilities of children with disabili-
ties, allowing them to benefit from special education
and promoting their independence. Other examples of
typical assistive technology include Braille readers,
wheelchairs, augmentative communication devices,
electronic dictionaries/spellers, alternative keyboards,
and computer software programs. IDEA mandates
that assistive technology be considered in the develop-
ment of individualized education programs (IEPs) for
all students with disabilities, with special emphasis on
facilitating students’ access to the general education
curriculum.

In addition to IDEA, two additional pieces of legis-
lation relate specifically to technology for individuals
with disabilities. The Technology-Related Assistance
for Individuals with Disabilities Act of 1988 (known as
the “Tech Act”) provides states with funding to
develop comprehensive programs to meet the assistive
technology needs of individuals with disabilities. In
this law, Congress noted that there have been signifi-
cant advances in technology, that technology benefits
all individuals, that technology is a necessity for some
individuals with disabilities because it enables them to
engage in life’s tasks, that using assistive technology
devices and services with exceptional individuals ulti-
mately can reduce the overall costs of disabilities, and
that many individuals with disabilities lack access to
the assistive technology devices and services requisite
for their functioning in the school and community at a
level commensurate with their abilities. Because of
these concerns, Congress identified a number of objec-
tives in this legislation, including increasing awareness
of the needs of individuals with disabilities for assis-
tive technology devices and services; improving the
availability of, and funding for, assistive technology;
expanding the knowledge of well-organized applica-
tions of assistive technology devices and services; and
promoting collaboration among state agencies and

public and private entities that provide assistive tech-
nology devices and services.

The Assistive Technology Act of 1998 (ATA)
expands its predecessor and affirms that technology is
a valuable tool that can be used to enhance the lives of
individuals with disabilities. It also confirms the role
of the federal government in promoting access to
assistive technology devices and services for individ-
uals with disabilities. The ATA is intended to support
states in strengthening their ability to address the
assistive technology needs of individuals with disabil-
ities. It requires states to engage in public awareness
programs that provide information on the accessibility
and benefits of assistive technology devices and ser-
vices, facilitate interagency coordination that
improves access to assistive technology for individu-
als of all ages who have disabilities, and provide tech-
nical assistance and outreach support to statewide
community-based organizations that provide assistive
technology devices and services.

Technology supporting students’ progress may be
high or low tech. Computers or other complex devices
using multifunction technology may not always be
needed, depending on the students’ presenting charac-
teristics and needs. Often, relatively low-tech supports
(such as pencil grips, calculators, and graphic organiz-
ers) can greatly facilitate the learning of children with
disabilities. Regardless of the level of technology
offered, these supports enable students to communi-
cate, receive instruction, and participate in the acade-
mic, recreational, and social activities of school and
the community, ultimately promoting independence.

Instructional and assessment accommodations,
which may involve some form of assistive technology,
are required by IDEA for all students with disabilities,
and these accommodations must be described on each
student’s IEP. Any number of instructional and assess-
ment accommodations may be employed for students,
depending on their unique needs. These accommoda-
tions may relate to the types of instructional methods
and materials used (e.g., highlighters, diagrams,
graphic organizers, books on tape), testing arrange-
ments (e.g., using a computer to have items read
aloud, allowing students to respond orally, using a cal-
culator), and use of specialized communication sys-
tems (e.g., augmentative communication boards).



Athletics, Policy Issues 59

These are just a few of the accommodations whereby
assistive technology can enable students to access the
same material as their nondisabled peers.

Innovations in technology continue to shape how
educators can better meet the needs of their students
with disabilities. Assistive technology can be skill-
fully incorporated as a part of instruction and deliv-
ered to enhance the education and life functioning of
individuals with disabilities. This technological
enhancement, called the “great equalizer” for students
with disabilities, requires that educators keep in step
with new developments in the technology for the bet-
terment of the exceptional students they teach.

Juliet E. Hart
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ATHLETICS, PoLICY ISSUES

The influence of the sport industry on the social,
moral, and economic makeup of American society
and its schools has rapidly expanded in the last quar-
ter century. From the incorporation of sport-related
terminology into everyday speech to the acceptance of
athletic apparel as daily wear, to the role of sports in

creating school identity and conformity, the impact of
the sport industry is undeniable.

Athletic programs mirror the values and beliefs of
the society. In doing so, sport reflects things that are
good about U.S. society, as well as its problems. In
this context, it is important that those interested in
social and cultural issues in education identify key
issues that shape athletic policy in school settings.
Three themes that are of critical interest to educational
policy makers are the value of participation and com-
petition; the state of inclusiveness in sport; and the
concern for the well-being of participants in sport.

Value of Participation

From its inception, sport participation and competi-
tion has been touted as an accelerant for the develop-
ment of desirable character traits. Throughout history,
governmental leaders have pointed to the inclusion of
sporting activities and accompanying competition as a
means of developing desirable character traits in
future leaders. Previous research has been divided
regarding the actual ability of sport and/or competi-
tion to foster the development of these desirable char-
acter traits.

B. L. Bredemeirer and D. L. Shields found that in
some cases duration of participation in sports actually
impeded the development of moral reasoning skills.
Further, these authors also established that continued
participation at more intense levels of competi-
tion actually caused regression of these abilities.
Additional studies have identified the ability of sport
participation to serve as a vehicle for the acquisition
of desired traits, but only to the extent that those traits
are emphasized throughout the athletic program and
organization. This particular finding magnifies the
issue of establishing expectations regarding the value
of sport participation.

In a recent series of studies, John Gillentine and his
colleagues found that over 92 percent of the general
public indicated that they believed sports helped foster
the development of desirable character traits in partic-
ipants. The establishment of this baseline expectation
raises the issue of whether coaches and administrators
have the ability to teach these skills. It is incorrect to
assume that all coaches have the aptitude to teach
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and/or model the desirable traits expected by the gen-
eral public, or that the schools and other educators
desire.

Further, the identification of what specific traits
participants are expected to develop has also been
subject to debate. A 1999 study identified eight spe-
cific characteristics that the general public believed
were developed through sport participation: team-
work, sportsmanship, self-discipline, self-esteem,
self-sacrifice, work ethic/habits, diligence, and
respect for authority. The only practical way to ensure
that these traits are learned through sport participation
is to ensure that the coaches and administrators of
these activities are educated in the appropriate meth-
ods to teach these traits.

The United States is the only major industrialized
nation that does not require the certification of athletic
coaches. If coaches are expected to instruct partici-
pants in the acquisition of these traits, they must be
properly prepared to teach them. The only way to ade-
quately prepare these individuals is to establish poli-
cies detailing the educational requirements and
expectations of coaches and administrators. Preliminary
research studies have indicated that the general public
supports the required educational certification of
coaches and sport administrators.

It is therefore the duty of the federal and state reg-
ulatory bodies to establish these certification require-
ments and determine the implementation strategy. The
resistance to this concept appears to stem from two
major concerns: (1) that sport is not considered by
some as an integral part of the educational process,
and (2) that current coaches would not qualify for cer-
tification under new expectations and guidelines.
First, sport must be recognized as having a significant
influence on society, including educational systems.
Failure to recognize the influence of sport will only
further allow for it to grow unbridled, and then soci-
ety must bear any consequences from it. The other
concern regarding existing coaches can be addressed
through a system that allows for the “grandfathering”
of current coaches who have exhibited acceptable
abilities, without additional certification. While this
may slow the certification process to some extent, it is
a manageable strategy through which the transition
can be handled. If we are to substantiate the value of

sport participation and competition, the issue of
preparing those charged with its instruction must be
addressed.

Inclusiveness

The appropriate preparation of coaches and sport
administrators will also better prepare these groups to
ensure the inclusiveness of sport participation. Sport
has evolved through the years to include a wide variety
of participants. Through the years of desegregation the
racial barriers once prominent in our schools and our
sporting activities have receded. The participation of
African Americans has steadily risen through the last
quarter century, as has that of other racial groups.
Likewise, the number of females participating in sports
has also risen significantly due to the implementation
in 1972 of Title IX, the federal law prohibiting sex dis-
crimination by educational institutions.

While in each of these cases it has taken federal
legislation to promote change within our sport pro-
grams, the appropriate preparation of coaches and
administrators may equip them to be more proactive
in creating participation opportunities for groups that
historically have had limited access to sport. As previ-
ously addressed, the recognition and establishment of
the values of participation and competition foster
additional concerns regarding the inclusiveness of
sport programs.

If the positive benefits identified through previous
research can be empirically verified, then the acquisi-
tion of desirable traits must be seen as a positive out-
come of sport participation for any individual of any
skill and ability level. From this vantage point,
coaches and administrators are more likely to estab-
lish programs that focus on these positive outcomes
than to overemphasize winning or losing. This focus
could promote the inclusive nature of sport to include
those individuals who previously may have felt
uncomfortable or even inadequate while participating
in sport activities. This may encourage males and
females of all races to participate in sports that had
previously been viewed as racially or gender biased.

Making sport more accessible to all groups would
also help eliminate the misconception that particular
sport opportunities are available only to certain races,
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well-bodied individuals, or persons with a particular
sexual orientation. Either from fear of exposure or
peer group pressure, some individuals have often
opted out of competition rather than fight the miscon-
ceptions regarding their participation. Only through
the appropriate preparation of the coaches and admin-
istrations of these programs can sport become truly
accessible to all persons.

Well-Being of Participants

Finally, the development of governing policies estab-
lishing the preparation expectations of coaches and
administrators will also promote and protect the gen-
eral state of well-being of participants. Through the
implementation of programs that promote the acquisi-
tion of identified character traits, the concept of social
justice and fairness can be promoted through sport
participation. In order to help participants develop
into socially conscious individuals, it is important to
incorporate them into a system that promotes fairness.

Coaches and administrators may accomplish this
through the development of programs in which partic-
ipants have a voice in what is happening to them and
a clear understanding of their role in the sport pro-
gram. While this does not mean that participants will
be directing the management of the programs, it does
indicate that a system in which they feel empowered
and invested must be established. The implication of
participation in such a program could be that partici-
pants will take this understanding of social justice and
fairness and apply it in other areas of their lives. This
could only lead to a positive impact on all aspects of
our current way of life.

This “trickle down” effect may further establish the
positive benefit possible through sport participation
and competition. If this is truly the desire of the gen-
eral public, then it is mandatory that appropriate poli-
cies be implemented to ensure the appropriate training
of coaches and sport administrators. Without such
policies, sport is destined to aimlessly grow and influ-
ence society and participants in positive and negative
ways.

John Andrew Gillentine and Jeremy Jordan
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AuDIOVISUAL EDUCATION,
HisToRY OF

Audiovisual education became a prominent move-
ment during the period immediately following World
War L. In the decade after the war, filmstrips, motion
pictures, audio recordings, and radio programming
began to be widely integrated in educational settings.
Classroom uses of film and 16-mm projectors lent
an aura of modernity and innovation to classrooms,
becoming symbols of progressive teaching practices.
In higher education, the first official credit course
in visual instruction was offered at the University of
Minnesota in 1918. Other courses were established at
the University of Kansas and North Carolina State
University Teachers College in 1921. When introduced
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into normal schools, the curricula provided courses of
study that gave teachers the opportunity to learn the
advantages and disadvantages of visual instruction
through formal and informal training. Over time, many
courses were offered for teachers at the college and
university level, related journals and professional orga-
nizations appeared, and the first systematic research
studies were reported within the emerging audiovisual
field. This entry summarizes those developments.

The Audiovisual Era

With the introduction of recorded sound and radio
broadcasting, sound recording was integrated with
film during the 1920s, beginning the transition from
the visual instruction movement to what was soon to
be known as the audiovisual era.

In 1920, the Radio Division of the U.S. Department
of Commerce was established, and it began to license
commercial and educational radio stations. Later, dur-
ing the 1920s and the early 1930s, radio became the
focus of a number of educational endeavors through-
out the nation as colleges and universities experimented
with educational radio and began to integrate audio
technology with film and visual instruction method-
ologies. Among these was the Ohio School of the Air
in 1929, launched in a joint effort by the State of Ohio,
Ohio State University, and a Cincinnati radio station.

Classroom broadcasting to enhance instruction
spread rapidly during the decades preceding World
War II. Typical broadcasts included lectures and per-
formances by college bands and orchestras. Likewise,
university extension divisions offered on-site and cor-
respondence courses and in-service training, spon-
sored conferences, and published texts and materials
in audiovisual education.

The advent of film with sound in the late 1920s
introduced a critical period in instructional film history
from another perspective: Just as educators were
becoming convinced of the educational merits of the
silent film, the advocates of film with sound realized
that they would have to fight the old battle all over
again to gain acceptance for this new technology, espe-
cially since they believed many educators feared that
film with sound would make their silent film equip-
ment obsolete. Aside from this battle, the commercial

education film enterprise was failing at an alarming
rate during the late 1920s and early 1930s due to the
Great Depression.

Audiovisual Education During War

World War II gave a big boost to the emerging field of
instructional design and to the audiovisual era, and the
need to rapidly train tens of thousands of new military
personnel created a heightened interest in applying
educational research in a systematic way.

Many educational researchers participated in the
war training effort, and this helped to propel forward
systematic efforts to design instruction. During the war,
the benefits of this effort to audiovisual media were
seen primarily in increased use of educational media to
train military personnel and to satisfy the demand for
training millions of industrial workers as rapidly and
effectively as possible. This spurred an unprecedented
production of educational films for training purposes.

The army and navy introduced training films and
began to establish procedures for the instructional
uses of such media as slides, filmstrips, and models.
Instructional media and materials used by the military
included projected motion pictures, graphics (illustra-
tions and cartoons), posters, sound, and charts—
supplemented by manuals, self-instructional devices
and materials, handbooks, bulletins, and other train-
ing-related literature. Educational films, in particular,
became an integral part of the military training effort
during the war and a part of the official training pol-
icy of the War Department.

One training device that was especially popular
was the filmstrip projector—the filmstrip was a
medium that answered the demand for a fast, efficient,
mass training of mechanics to serve in industry and
the military. Another useful device was the microfilm
reader, used by the U.S. military and industries for
storing and duplicating data for research and testing
purposes during and after the war.

Peacetime Applications

The numerous training aids that were developed dur-
ing the war were used in the civilian sector following
the war. These include the Link trainer, which



Authentic Assessment 63

provided a cadet pilot with a moving view of the earth,
accompanied by realistic sounds of aircraft on record-
ings; mockups, exhibit rooms, and “breadboards” of
simulated maps, equipment, battle-front layouts, and
equipment operation. Audio-recording and playback
devices developed during the war were especially
prominent in foreign language training after the war.
Microfilm and microfilm readers were used to pre-
serve important records and duplicate library materi-
als in such a way as to save valuable storage space.

World War II provided impetus for audiovisual
instruction and was instrumental in the evolution and
development of visual aids as instructional media. The
widespread use of these media to accelerate military
and industry training during the war was an influential
endorsement of the instructional value of visual aids.
The audiovisual era reinforced a principle that devel-
oped during the preceding visual instruction move-
ment: Visual aids can teach more people more things
in less time.

J. José Cortez
See also Visual Instruction Movement
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AUTHENTIC ASSESSMENT

Authentic assessment enables educators to determine
students’ skills, knowledge, and competencies and to
provide evidence of their learning. Utilizing a variety of
performance-based measures, complex rubrics, and

real-world tasks, authentic assessment encourages
greater understanding of concepts in a meaningful con-
text. Developed in response to the rote memorization
and less complex assessments of objective measure-
ments such as multiple-choice tests, which have been
traditionally employed in education, authentic assess-
ment provides a more engaging and effective way to
measure students’ learning while promoting under-
standing and valuing the process of learning. This entry
looks at how the process developed and how it works.

How It Developed

In the 1990s, renewed interest in holding public edu-
cation accountable led state legislatures and the U.S.
government to require ongoing and in-depth testing
at various points in students’ educational careers.
Performance-based funding initiatives in states across
the nation ensured that testing would become stan-
dardized in an attempt to homogenize the curricula
and the depth and breadth of student learning in vari-
ous disciplines. Proponents of mandatory standard-
ized testing also endeavored to create normalized
benchmarks of student competencies across school
districts and state lines in the nation.

Teachers soon discovered that standardized testing
did not engender the in-depth understanding that their
students would need for lifelong learning. Grant
Wiggins, a former secondary school English and phi-
losophy teacher, has been at the forefront of the authentic
assessment movement for the past twenty years. In his
1993 book, Assessing Student Performance: Exploring
the Purpose and Limits of Testing, Wiggins challenged
the morality of standardized testing and multiple-
choice tests, which involve discrete and simple facts
and assess student learning on a superficial level of
understanding. Wiggins posed authentic assessment
as an antidote to these less effective types of tests.
Authenticity produces greater student achievement and
learning while providing relevant, contextual, real-
world applications of curricular concepts that incorpo-
rate problem-solving and critical thinking skills.

Wiggins also has suggested that to design appropri-
ate assessments, teachers need clearly defined curricular
goals; then, they can figure out what to assess and what
data they need to do so. In 1998, Wiggins and coauthor
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Jay McTighe further developed this idea in
Understanding by Design, which employs “backwards
design” in curriculum and assessment planning. This
design encourages teachers to determine the results they
seek, then identify appropriate evidence of those results.
After completing the steps, teachers plan learning activ-
ities and determine instructional methods. Ultimately,
teachers establish “curricular priorities” based on their
instructional objectives regarding three levels of knowl-
edge, including material “worth being familiar with,”
followed by knowledge “important to know and do.”

The ultimate goal, Wiggins and McTighe have sug-
gested, is that teaching will lead to “enduring under-
standing,” whereby students are able to absorb more
in-depth knowledge, producing performances or
exhibiting critical thinking skills that exceed in quality
the products of traditional instructional experiences. A
focus on enduring understanding stresses ideas, princi-
ples, and processes rather than simple facts, ensuring
that students are able to apply their knowledge in new
ways and in different contexts.

How It Works

Teachers design successful authentic experiences when
students employ a complex array of critical thinking
and problem-solving skills that involve independent
research, analysis, and application of knowledge.
Students engaged in applying knowledge in new and
meaningful ways are expected to achieve enduring
understanding, a characteristic of authentic assessment.

Authentic assessment focuses on contextual learn-
ing in an environment that fosters inquiry and enduring
understanding using evidence collected by the teacher
in ongoing evaluations of student learning. The evi-
dence of authentic learning involves documenting per-
formances and products developed during a unit or
over a period of time, which may include observations,
dialogues, and students’ self-evaluations. To employ
authentic assessment methods, teachers design open-
ended, complex assignments.

As Wiggins and McTighe have noted, these tasks
and projects replicate issues and challenges faced by
adults in real life and include short-term tasks as well as
longer and more complex projects requiring perfor-
mances and production. Characteristics of performance

tasks and projects include a real or simulated setting,
a targeted audience, a specific purpose that has mean-
ing or is of importance to the audience, the personal-
ization of the students’ experiences, and the “task,
criteria, and standards” for students before and during
the learning activities.

Further, Wiggins and McTighe have explored the
various qualities of authentic assessment in six levels
of understanding. They have suggested that students
who truly understand concepts are able to explain,
interpret, apply, see in perspective, demonstrate empa-
thy, and reveal self-knowledge, with clearly defined
criteria for performance and production. As Wiggins
explained in Assessing Student Performance, authen-
ticity is thus characterized by intellectually challeng-
ing learning experiences that require students to be
creative and that involve and engage them with
worthwhile problems and questions. Other examples
of authentic assessment include contextual learning,
which replicates real-life situations or employs actual
problems that require students to apply a repertoire of
skills and knowledge that lead to a sound judgment or
an effective solution.

Students who engage in tasks that require the
development and creation of an actual artifact or
product according to preestablished criteria and stan-
dards are providing evidence of authentic assessment.
In addition, such assessment involves interactions
between teachers and students about the evaluation
process itself and provides students with opportuni-
ties to justify responses and to explain further
through follow-up questions and challenges that
allow for feedback, correction, and improvement.
These projects and performances also increase stu-
dents’ engagement with both the process and the
product, ensuring that students have greater motiva-
tion and responsibility for their learning and teachers
get feedback in order to design ever more effective
tools for evaluating them.

Ultimately, authentic assessment provides students
with enduring understanding in a meaningful context
that replicates the experiences of living in a complex,
ever-changing society. In this way, as Wiggins and his
colleague have suggested, authentic assessment pre-
pares students to negotiate the challenges of everyday
life, the complex world of careers and work, and the
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diverse needs of individuals and societies both now
and in the future.

Roxanne Newton
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Bilingual education, or instruction in more than one
language, has occurred throughout history and around
the world. A review of that history reveals that prac-
tices and beliefs related to languages in education are
intricately connected to attitudes toward linguistic and
cultural diversity, and especially toward indigenous, eth-
nic, and foreign groups. Perhaps it is for these reasons
that bilingual education inspires controversy and raises
questions not only of pedagogy, but also of politics and
ideology.

The history of bilingual education is not a steady
movement in a single direction; rather, there is a
constant flux of policies, practices, and ideology.
Proponents of bilingual education stress the acade-
mic, cognitive, and cultural advantages that accrue
to individuals and to society when children main-
tain and develop their home language and attain
academic competence in another language as well.
Opponents of bilingual education stress the need
for cultural and linguistic assimilation, and posit
that time spent learning in a minority language
detracts from academic and linguistic development
in the majority language. Struggles between these
two views, as well as conflicting beliefs about the
nature of diversity and the goals of education, are
sure to continue. This entry looks at the develop-
ment of bilingual education over the course of U.S.
history and reviews contrasting international
approaches.

67

Program Descriptions

The term bilingual education is popularly used for a
wide variety of educational models, including some in
which the only “bilingual” component is that some or
most of the students are bilingual. This entry will con-
sider educational settings in which more than one lan-
guage is used in instruction, but this definition too
covers a wide range of practices and goals.

Bilingual programs around the world serve immi-
grant and indigenous speakers of minority languages,
as well as children of middle-class and affluent par-
ents who seek bilingualism for enrichment. Among
different types of programs, an important distinction
is between transitional and maintenance bilingual
education. In transitional programs, the use of native
languages is encouraged only in the short term, for the
purpose of helping students learn the majority lan-
guage (i.e., English in the United States). By contrast,
in maintenance programs the goal is not only second
language acquisition, but also language and literacy
skills in the native language. One type of maintenance
program is the dual-language or two-way model, in
which both languages are used, often (and ideally)
with approximately half the students proficient in one
language, and the other half proficient in the other,
with both groups learning language and content in
both languages.

Yet another type of bilingual education is heritage
language instruction, in which lessons are delivered in
a minority language, often one that is in danger of
extinction. It is significant that the terms majority
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language and minority language refer not to the
relative number of speakers, but rather, to the relative
power and dominance of the speakers of that language.

U.S. History

Although bilingual education was common in the early
history of the United States, it was virtually eliminated
in the first half of the twentieth century, until a renais-
sance of bilingual education occurred in the 1960s
both in the United States and around the world.

Early Bilingualism

As early as 1694, German-speaking Americans were
operating German-language schools in Philadelphia,
some bilingual, some monolingual German. By the
mid-1800s, schools in Baltimore, Cincinnati, Cleveland,
Indianapolis, Milwaukee, and St. Louis used both
German and English in instruction. The first law in
America pertaining to language use was enacted in
Ohio in 1839, authorizing instruction in English,
German, or both languages, according to parents’
requests. Similar laws were passed soon after in other
places. In 1847, Louisiana adopted the same law, sub-
stituting French for German. The Territory of New
Mexico, two years after its annexation in 1848, autho-
rized Spanish-English bilingual education.

Bilingual education grew in the 1800s in the
United States. In the second half of the 1800s,
schools in German, Swedish, Norwegian, Danish,
Dutch, Polish, and Italian were set up by commu-
nities in several additional states. A surprising sta-
tistic is that in the year 1900, 600,000 American
children—about 4 percent of the elementary school
population at the time—received instruction either
partly or exclusively in German. While this openness
to other languages was at least partially motivated by
competition for students between public and private
schools, it also reflects tolerance of linguistic and
ethnic diversity. Acceptance of children’s home cul-
ture and language was generally believed to be emo-
tionally and culturally advantageous to children, and
the most effective route to their cultural and linguis-
tic assimilation.

An English-Only Movement

This is not to say that such beliefs were held uni-
versally, as English-only laws were promoted as well.
Both Illinois and Wisconsin adopted English-only
laws in 1889, and this English-monolingual approach
gained momentum at the turn of the twentieth century.
One reason for the shift in attitude at that time is that
the number of new immigrants increased dramatically.
These new arrivals (largely Jews and Italians) were
unlike previous groups, whose appearance and cus-
toms had been similar to those of other European
Americans. In addition, the new immigrants headed
not to the frontier, but to cities, overwhelming public
schools and engendering fears of foreigners as well as
increasing calls for integration and assimilation.
English proficiency came to be seen as a sign of polit-
ical loyalty to the United States, and the loss of home
language and culture was seen as part of the
Americanization process.

In 1919, the Americanization Department of the
U.S. Bureau of Education adopted a resolution rec-
ommending that states prescribe that all schools,
public and private, conduct instruction in English.
With the entry of the United States into World
War I, anti-German feeling increased, and the pres-
sure for English monolingualism grew. Schools
were viewed as instruments of assimilation, with no
role for other cultures or for languages other than
English. Interest in learning foreign languages
declined as well.

By 1923, thirty-four states had enacted laws
requiring that English be the only language of
instruction in elementary schools, both public and
private. A Supreme Court ruling in the same year
(Meyer v. Nebraska) overruled a state law prohibiting
the teaching of foreign languages to elementary
students. The Court’s ruling is significant for refer-
ring to languages other than English as “foreign”
rather than “ethnic”; this terminology reflects a shift
in ideology, where speakers of languages other than
English came to be seen not as ethnolinguistic
minorities, but instead as foreigners or aliens, out-
siders in the United States. By the late 1930s, bilin-
gual instruction in the United States had been
virtually eliminated.
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Ethnic Awareness

The 1960s brought new awareness of ethnic iden-
tity and civil rights, contributing to renewed attention
to the education of language minority students. The
success of a dual-language program at the Coral Way
Elementary School in Miami, Florida, also fueled
interest in bilingual education. Coral Way enrolled
middle-class Spanish-speaking children recently
arrived from Cuba, along with native English speak-
ers, and achieved bilingualism, biliteracy, and strong
academic attainment among both groups. The school
received national notice, and served as a model for the
establishment of other bilingual programs elsewhere
in Dade County and in the Southwest.

In spite of the success of Coral Way and other dual-
language programs, a view emerged of bilingual
education as a compensatory, remedial program for
disadvantaged children. The U.S. Bilingual Education
Act (BEA) of 1968 saw the role of native languages
primarily as a means to teach children English. It is
this “deficit” view of bilingual education, rather than
a “language as resource” view, that has generally
informed policies and discussions of bilingual educa-
tion in the United States.

Services for language minority students grew in the
1970s. In the landmark case Lau v. Nichols, the U.S.
Supreme Court ruled in 1974 on behalf of Chinese
students in San Francisco that schools must make
accommodations for students who do not speak English.
While the decision did not specify what actions school
districts had to take, subsequent guidelines developed
by the Office of Civil Rights (the Lau Remedies) did
describe specific evaluation and instructional methods.
In New York City in the same year, Aspira, a Puerto
Rican advocacy group, reached an agreement with the
city’s Board of Education to provide bilingual education
in classes with a specified number of students who
spoke the same minority language. Nevertheless, the
1980s saw a preference for English-only classes, and a
shift away from bilingual education.

Opposition Groups

Groups opposed to bilingual education, such as
U.S. English, English Only, and English First, have

contributed to the ideological climate. In 1998,
Proposition 227 passed in California, virtually outlaw-
ing bilingual education in that state. Proponents of this
law argued that teaching children in their native lan-
guage served only to hold them back in their acquisi-
tion of English and therefore in their future educational
success. Although a comparable initiative in Colorado
failed in 2002, similar measures were approved by vot-
ers in Arizona in 2000 and Massachusetts in 2001.

In 2001, the Bilingual Education Act was replaced
by the federal No Child Left Behind Act (NCLB),
which requires states to measure outcomes for groups
of students including English language learners.
School districts may apply for funding for bilingual
education, but the focus is on the use of the native lan-
guage strictly as a means to proficiency in English.
The high stakes assessments mandated by NCLB
mean that English language learners will be assessed
for English fluency and content knowledge every year,
and that students and teachers will focus immediately
and intensely on the skills measured on the tests.

In both a further setback for and a reflection of public
disapproval of bilingual education, the federal govern-
ment’s National Clearinghouse for Bilingual Education
changed its name in 2002 to expunge the term bilingual
education, and is now known as the National Clearing-
house for English Language Acquisition and Language
Instruction Educational Programs.

Continued Growth

Nevertheless, bilingual education programs have
grown recently in the United States. The Center for
Applied Linguistics (CAL) reports a doubling of the
number of dual-language programs between 1996 and
2006. This growth is credited to research that has consis-
tently documented the academic value of first-language
literacy as well as the effectiveness of bilingual edu-
cation for both native-language and second-language
speakers, a recognition of the need for multilingual
citizens, and a dramatic increase in the number of
English language learners in American schools.

Interest in indigenous-language bilingual programs
is also growing. Title VII of NCLB authorizes and pro-
vides funds for native-language education programs for
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American Indian, native Hawaiian, and native Alaskan
education.

International Experiences

Bilingual education is not a recent innovation. The
earliest evidence of children’s schoolwork in two
languages comes from cuneiform tablets from
Mesopotamia between 3000 and 2000 BCE, where
Akkadian was spoken alongside Sumerian. In Ancient
Rome, education was routinely bilingual in both Latin
and Greek, setting the precedent still found most
widely in the world: education takes place primarily
in the language of the elite. Then, as now, it is most
often the language of government and economic
power that is the medium of instruction.

In many countries, the expected outcome of formal
education is bilingualism or multilingualism; for
example, instruction in Brunei, Nigeria, Singapore,
and Taiwan is delivered in one or more national lan-
guages as well as in English, with the aim of full bilin-
gualism and biliteracy. In Europe, bilingual education
is called Content and Language Integrated Learning
(CLIL), in which the medium of instruction is stu-
dents’ native language as well as an additional interna-
tional language. Most European countries also provide
home language support for immigrant students. While
proficiency in the language of the host country is the
highest priority, there is particular concern that
students from other European Union member coun-
tries maintain their home language as well.

In 1951, UNESCO (the United Nations Educational,
Scientific, and Cultural Organization) considered the
question of language in education, and concluded that
children’s early education should take place in their
mother tongue. Governments were encouraged to
print textbooks and other materials in native lan-
guages, and to prepare native speakers to teach in
those languages. UNESCO also recommended transi-
tioning to a second language, to be taught gradually
through the use of the first language.

The Canadian bilingual education movement is
often traced to 1965, and the creation of an experi-
mental kindergarten class in St. Lambert, Montreal,
spurred by the activism of a relatively small number
of English-speaking parents who wanted their

children to become bilingual, biliterate, and bicul-
tural, while maintaining cognitive and academic
achievement. A distinctive feature of this program,
known as immersion bilingual education, is that it
involved speakers of the majority language, English,
who received instruction in the minority language,
French. English language arts were introduced gradu-
ally, beginning in the second grade. The success of the
immersion program at St. Lambert led to the spread of
this educational model in Canada, and to several
European countries as well.

In the 1960s and 1970s, other countries that had
previously offered education only in the majority
language adopted the use of minority languages in
instruction. For example, English-Welsh bilingual
education became prevalent in Wales as a result of the
Welsh Language Act of 1967. The new Spanish
Constitution of 1978 recognized Catalan, Basque (or
Euskera), and Galician as official languages in their
communities, and mandated the use of those lan-
guages in schools in those regions.

In Peru, the indigenous language Quechua was rec-
ognized as an official language in 1975, leading to
a Spanish-Quechua bilingual education project
throughout the 1980s that was emulated elsewhere in
Latin America in the 1990s. In Bolivia, where indige-
nous-language speakers comprise 63 percent of the
population, the Bolivian Education Reform, launched
in 1994, aims to transform the educational system by
instituting bilingual education programs in all thirty of
Bolivia’s indigenous languages.

New Zealand, which had previously banned the
Maori language from schools, has endeavored to pre-
serve the language of the indigenous Maoris since the
1970s by creating bilingual English-Maori schools, as
well as schools in which Maori instruction is supple-
mented by limited time in English.

South Africa’s 1993 constitution explicitly recog-
nizes language as a basic human right. Breaking with
the previous view of multilingualism as a societal
problem, the government now approaches linguistic
diversity as a national resource. The constitution rec-
ognizes African languages as official national lan-
guages (in addition to English and Afrikaans), and
schools have been charged with including the use of
“own-language” instruction. Efforts are underway not
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only to develop and publish literature in the indige-
nous languages, but also to produce television broad-
casting and dictionaries in these local languages.

Nancy Stern
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BILITERACY

Biliteracy is a term used to describe competencies in
reading and writing, to any degree, developed either
simultaneously or successively, in two linguistic sys-
tems. It is widely accepted that the development of
literacy in childhood is a transformative and emanci-
pating accomplishment. Literacy is consistently asso-
ciated with educational achievement and continues to
be a part of the cultural capital valued by our society.
Becoming literate has significant intellectual advan-
tages, including the development of metalinguistic
awareness (i.e., the ability to talk and think about lan-
guage), access to valued cultural resources, and the
strategic use of linguistic and literacy resources as
tools for thinking. In the case of bilingual children,
learning to read and write in only one language does
not suffice since bilinguals need to function in two

linguistic communities. If becoming literate represents
such a remarkable achievement, then the development
of biliteracy seems to be an extraordinary feat. This
entry looks at the characteristics of biliteracy and the
process in which it is developed.

Characteristics

Biliteracy is a complex phenomenon of bilingualism,
a ubiquitous but often misunderstood construct.
Although there is no simple definition of bilingual-
ism, Francois Grosjean has discussed several features
of bilinguals that are relevant to understanding
children who are developing biliteracy. First, bilin-
guals usually acquire and use their languages for dif-
ferent purposes, in different domains of life, with
different people. Second, bilinguals are rarely equally
fluent in all language skills in all their languages, as
the level of fluency largely depends on the need and
use of a language. Third, few bilinguals possess the
same competence as monolingual speakers in either of
their languages. Fourth, some bilinguals may still be
in the process of acquiring a language whereas others
have attained a certain level of stability. Fifth, the
linguistic repertoire and language proficiencies of
bilinguals may change over time. Finally, bilinguals
interact both with monolinguals and with other bilin-
guals and adapt their language behavior accordingly.
These characteristics highlight the complexities
involved in defining and understanding individual
bilingualism, while at the same time belie the exis-
tence of great within-group diversity.

Biliteracy is a special form of literacy that must be
understood as distinct from that of monolinguals. This
is because bilinguals can experience a range and vari-
ety of literacy practices and transact with two literate
worlds to create knowledge and transform it for mean-
ingful purposes through their participation in multilin-
gual and multicultural social networks that are not
accessible to the monolingual. Regardless of the per-
vasiveness of bilingualism in the world, including in
highly literate settings, biliteracy remains a relatively
unexamined phenomenon.

Biliteracy is important because it may amplify
bilingual children’s linguistic and intellectual possi-
bilities by providing them with access to a broader
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range of academic, social, and cultural resources.
Evidence from the growing research base in emergent,
or early, biliteracy acquisition suggests that bilingual
children have the potential to develop literacy in two
languages, and that these literacies can develop more
or less simultaneously in supportive classroom set-
tings. The evidence also suggests that there are multi-
ple paths to children’s biliteracy development and that
these multiple paths are normal aspects of bilingual
development. Further, when biliteracy is encouraged
and promoted, literacy skills and strategies learned in
either language appear to influence, or transfer to, the
other language. This means that biliteracy involves
a bidirectional process rather than one that only
involves transfer from the first language to the second.
Finally, the context in which biliteracy acquisition and
development occurs is an important factor that has
tremendous implications for the maintenance and con-
tinued support for dual-language literacy.

Process Issues

Some bilingual children learn to read and write in
both languages simultaneously. Many two-way
immersion or dual-language programs in the United
States follow this type of model for dual-language and
literacy acquisition. Other young bilinguals learn to
read and write in their second language before they
learn to read and write in their first, as in the case of
French immersion programs in Canada where native
English-speaking children are introduced to literacy
through their second language, French. Both of these
approaches tend to result in high levels of biliteracy as
children continue to develop both languages and lit-
eracies to high degrees on a longitudinal basis.

A third approach is where children develop literacy
first in their native language, and later in a second lan-
guage. In the United States, this is a common route to
English-language literacy for language-minority
children. This can be a successful route to biliteracy
only if the native/minority language continues to be
promoted and developed to high degrees once English
(second language) literacy is achieved and not aban-
doned before it is fully developed.

As researchers have observed, multiple paths are
possible for becoming bilingual and biliterate, and no

single sequence is best or more appropriate for all
children. For example, many emergent bilinguals
write in their second language before demonstrating
oral ability in that language. This pathway questions
the common assumption that literacy is always depen-
dent on progress in the spoken language. Second, a
number of emergent bilinguals can write better than
they can read in their second language. This pattern is
also found among young monolinguals. Third, some
emergent bilinguals are more proficient speakers in
their first language but better readers in their second
language. Formal instruction in native-language liter-
acy, or lack thereof, may play an important role in
these instances. These examples highlight the tremen-
dous diversity in the ways in which children progress
and develop in their biliterate abilities.

A growing body of research suggests that the rela-
tionships between bilingual children’s languages and
uses of English and Spanish within and outside of
school are fluid and reciprocal. Similarly, biliteracy
development is a dynamic, flexible process in which
children’s transactions with two written languages
mediate their language and literacy learning in both
languages. Emergent bilinguals employ literacy behav-
iors and skills cross-linguistically and bidirectionally.
In other words, bilingual readers and writers apply
what is learned in one language to the other language.
Bidirectionality plays an especially important role in
young bilinguals, as language and literacy in the two
languages develop simultaneously, and development in
each language supports advances in the other language.

With continued encouragement, support, and
instruction in two languages, bilingual children learn
to control the writing systems of both languages. That
is, if children are placed in classrooms and instructional
programs where their bilingualism and biliteracy are
encouraged in additive contexts, dual-language liter-
acy can thrive. For example, in Canadian immersion
programs and dual-language (or two-way immersion)
programs in the United States, children develop lin-
guistic and literacy skills, often to high degrees, in two
languages at no cost to either of the languages. In con-
trast, in subtractive environments that threaten the sta-
tus and maintenance of one of the languages, usually
a minority language such as Spanish or Chinese in
U.S. contexts, the development of bilingualism and
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biliteracy is limited and often only serves as a tempo-
rary bridge to monoliteracy in English.

Biliteracy is a complex phenomenon that requires
further study. This topic is only just beginning to
receive more attention from educational researchers in
bilingual education, literacy research, and linguistics.
Children become literate in two languages not only
though acquiring and developing a set of skills or abil-
ities but also through becoming competent in a range
of practices and uses of literacy that constitute the
experience of living, going to school, and being
successful in a bilingual community. The growing
research base in the field suggests that if children have
access to and opportunities to function in both lan-
guages and writing systems, they will be more likely
to maintain and continue to develop their bilingualism
and biliteracy at school and beyond. As such, biliter-
acy offers multiple lenses through which to interpret,
navigate, and negotiate the world in ways that are
unique to bilinguals.

Mileidis Gort
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BIOGRAPHY

Biography is a useful way to focus on the major edu-
cational theories that have shaped Western education
and schooling across the last 2,500 years. Tying edu-
cational theorists’ and philosophers’ work to their
lives connects the abstract to the practical, for life
includes the internal realities of the mind as well as
the daily practice of living. As Barbara Tuchman has
pointed out, biography is similar to a prism because it
keeps people’s attention on the larger subject through
their interest in other people. The biographies and the-
ories included in this entry are representative of those
who have left a substantial written legacy of important
ideas and theories that have helped to shape the edu-
cational landscape.

Greco-Roman Traditions

The ancient Greek and Roman philosophers had and
continue to have a major impact on educational tradi-
tions in Europe and the Americas.

Plato

Plato (428-347 BCE) came from an aristocratic
Athenian family and had one sister, Petone, and two
brothers, Glaucon and Adeimantus, whose names
appear in The Republic. His nickname, Plato (mean-
ing “broad shoulders™), soon replaced his given name
of Aristocles. He received an aristocratic boy’s educa-
tion of grammar, music, gymnastics, and poetry,
which should have led him into the life of a leader
and/or politician. Instead, history remembers him for
his skill as a writer of numerous dialogues with
Socrates as the protagonist.

Plato’s thinking was strongly influenced by
Socrates and Pythagoras, whose work he encountered
while traveling in Egypt. His travels took him to most
parts of the Mediterranean world. He returned to
Athens after ten years away, and settled on land that
housed a gymnasium known as the Academy where
members engaged in philosophical, religious, and
political discussions and conversations during din-
ners, or banquets, that were known as symposia. He
died at the age of about eighty-one and left his land
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and four of his five slaves to his brother, Adeimantus.
He set free a female slave in his will.

Plato’s social, political, and educational ideas
were developed in his dialogues, especially The
Republic. He maintained his intellectual connections
with Pythagorean tenets, believing in “ideas” as uni-
versal organizing principles that undergird all sensory
perceptions in the physical world. This is the theme
of his allegory of the cave where the physical world
is no more “real” than the shadows on the wall of the
cave. To understand these organizing principles or
ideas was the key to education, but everyone was not
going to be able intellectually to understand them,
Plato thought. Hence, in his view, education must be
able to separate those who will be the leaders or
philosopher-kings from those who will be the arti-
sans, military officers, merchants, and other members
of society.

This is the essence of his “myth of the metals,” in
which Socrates describes how God has made individ-
uals different from one another. Education must sift
out the various metals that correspond to different
social occupations, leaving only the gold destined to
be philosopher-kings. In the early twentieth century
when testing was becoming important, some psychol-
ogists and educators thought that the IQ test was the
realization of the Platonic ideal.

Aristotle

One of Plato’s students, Aristotle (384-322 BCE)
was the son of a Macedonian king and the tutor of
Alexander the Great. He came to the Academy when
he was seventeen and stayed for twenty years. Plato
was said to have called him nous (mind) or the intel-
lect of the school, while Aristotle regarded Plato as
living by his own words in leading a life of contem-
plative happiness or “good”’ness. (Aristotle was said
to be the only Academy fellow who could compre-
hend Plato’s concept of the “good.”)

Aristotle became interested in his physical sur-
roundings and studied them through scientific obser-
vation. For him education was the road to moral and
rational virtues and moderation—the keys to happi-
ness. These were inherent in human beings and not
tied to a Platonic, transcendental ideal.

The Romans

Roman leaders were interested in the rational and
philosophical to the degree that it made them good
orators. Hence, the Greek study of grammar, rhetoric,
and logic (trivium) became the most important course
of study. The other four subjects or gquadrivium—
music, arithmetic, astronomy, and geometry—that
rounded out the seven liberal arts were not as impor-
tant to the Romans.

Cicero (10643 BCE) was lucky to have had a
Greek tutor (pedagogue), and he also studied philoso-
phy and rhetoric and oratory in Greece and Rhodes.
Upon his return he entered politics and remained until
he was falsely accused of being part of the plot to kill
Julius Caesar—an accusation that resulted in his
beheading in 43 BCE. Twelve years earlier, however,
he wrote his famous treatise on education, De Oratore,
which called for a well-rounded broad course of study
with history at the center instead of the narrow trivium.

While it had little influence on Roman schooling, it
became the Renaissance ideal of education. A century
after Cicero’s death, a Spanish-born Roman named
Quintilian (35-95 CE) patterned his Institutes of
Oratory on Cicero’s work. Quintilian came to Rome
as the first imperially financed teacher, and then
became the tutor to the son of one of the Roman
emperors. In his treatise, good literature replaced his-
tory as the vehicle for learning, with the goal of pro-
ducing good people. He was one of the first on record
to speak out against corporal punishment or “flog-
ging” as it was called. Instead, he thought children
should learn to love study, and that would only happen
if they were treated well and rewarded for their
accomplishments.

Renaissance Transformations

Many aspects of Greco-Roman education were
Christianized in the remaining centuries of the first
millennium of the Common Era through the works of
St. Augustine; Charlemagne and his teacher, Alcuin;
and St. Thomas Aquinas. By the early part of the sec-
ond millennium, those traditions that had been lost in
the Christian world were rediscovered during the
period known as the Renaissance.
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In Florence under the direction of the Medici
family, Greek and Roman literature and art were val-
ued for their own sake instead of religious purposes.
Humanism or the “new learning” was born, and the
classics were read as inspiration for the cultivation of
personal virtues including civic duty. Vittorino de
Feltre (1378-1446) was a humanist teacher who
believed in the Renaissance ideal of preparing individ-
uals to lead a virtuous life through the study of the
Greek and Roman classics.

Desiderius Erasmus

For the most part, women were not part of this
Italian rebirth of learning, but as it spread to northern
Europe, they found an advocate in Desiderius Erasmus
(1466-1536). Known as “the Prince of Humanists.”
Erasmus was born in Deventer in Holland, the illegiti-
mate son of a priest and a physician’s daughter. He was
educated for the priesthood by the Brothers of
Common Life and the Augustinians, and continued his
study at the Sorbonne in Paris. He regarded himself as
a “citizen of the world” and became the friend and
confidante of Sir Thomas More and other humanists in
England.

His major work, In Praise of Folly (1911), is a
satire on the ills of society, and in some of his other
works he called for reform of the Christian/Catholic
church. In fact, many have pointed to these latter
works as the signal that began the Reformation. He
made no distinction between being a Christian and
being a humanist scholar and called for a well-ordered
society through the study of a classical liberal arts
education. In his educational scheme, he included the
education of girls through a carefully developed
curriculum.

John Amos Comenius

Like Erasmus, John Amos Comenius (1592-1670)
was seen as a “citizen of the world” and a man of
peace during a period of the religious wars of the
Reformation. He was born Jan Kominsky in Moravia,
Czechoslovakia, the youngest child and only son of
five children born to Protestant parents of modest
means. Orphaned by the age of sixteen, he attended a

grammar school operated by the Unity of Brethren, a
Protestant group following the beliefs of John Hus.
The rector of the school supported Comenius’s educa-
tion and sent him to the Calvinist gymnasium (sec-
ondary school) of Herborn in central Germany.

Comenius was a supporter of education for the
masses, not just the more academic secondary form of
education found in grammar schools and gymnasiums.
By the middle of the nineteenth century his works had
been translated into German, English, and French. He
became known as the “pioneer of modern educational
science” because he thought that children should study
things, or objects, before learning to read, and that the
curriculum should be carefully organized around expe-
riences that reflected the “natural” sensory order of
things. Hence, play and enjoyment would replace the
dreary grind of schooling in his time.

Comenius was one of the first to use pictures in
reading texts. He also agreed with most of the reform-
ers of the day that children needed to be able to read
the vernacular in addition to Latin. In other words, he
was advocating universal literacy in the vernacular
along with the teaching of arithmetic skills. He
included girls in this education, although he thought
their roles in the household called for less of a classi-
cal or secondary preparation.

Enlightenment Thinkers

Protestant reformers such as Comenius, Martin
Luther, and John Calvin provided strong voices for
educating the masses. However, the class structure
was still forcefully maintained in Europe. This
resulted in a two-track form of schooling: basic ver-
nacular literacy for the masses in elementary, folk,
common, or petty schools and the elite liberal arts
education for the upper-class leaders of society to be
found in secondary schools such as gymnasia, lycées,
grammar schools, and academies. Euro-American
struggles in the seventeenth century provided compe-
tition for this elitist socioeducational structure and
influenced the thought of Enlightenment philosophers
such as Immanuel Kant (1724-1804), John Locke
(1632-1704), and Jean-Jacques Rousseau (1712-1778),
but it did little to transform the thinking on the educa-
tion of girls and women.
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Kant’s sapere aude (“dare to know”) gave the sig-
nal to individuals to use their intelligence to take
charge of their lives, without the guidance of a con-
trolling socioeconomic class. And John Locke devel-
oped a theory of constitutional law and democratic
form of government along with a theory of education.

John Locke

Born to a country physician, Locke was educated
at Oxford, where he also tutored and lectured in med-
icine and experimental science. He became the per-
sonal physician to the Earl of Shaftsbury and lived a
comfortable life in England, and in Holland when his
opposition to the king made it difficult to stay in
London. It was during his period in Holland, when a
friend asked his advice on educating his son, that he
wrote Some Thoughts Concerning Education (1692).

Here Locke criticized the current schools for rely-
ing on corporal punishment and advocated tutorial
arrangements with a curriculum that did not stress the
rote memory of Latin and Greek, but focused on more
practical subjects such as, geography, history, geome-
try, and astronomy, along with civil law and language.
The focus of his educational theory was the theory
of the mind as a blank tablet, or tabula rasa, at birth,
which is filled through the child’s sensory experiences.

Locke’s stress on the practical along with the rejec-
tion of inborn intellectual talent found support in
American colonial society, as well as in the twentieth
century with American Progressives—as did the ideas
of Rousseau, who was born in France shortly after
Locke’s death.

Jean-Jacques Rousseau

Jean-Jacques Rousseau’s mother died giving birth
to him, and he spent his young years in the care of his
father’s unmarried sister and a nursemaid. His father
had wanderlust and was rarely home with his two
sons. When he was home, he would read romance-
type novels to his younger son that left the boy, from
age seven on, with a confused sense of adult passion.
As a boy Rousseau loved the countryside, and one
night when he was sixteen, he chose not to return to
the city of Geneva before the gates closed.

In his Confessions, Rousseau cites this incident as
the beginning of his vagabond life, wandering
between various Swiss towns and Paris. He ultimately
made his living copying music in Paris. He met and
befriended a rather pathetic and ignorant seamstress
named Theresa, who became the mother of his five
children—all of whom were given away to be raised
in foundling homes. Rousseau is unclear about his
motivation for doing this, other than to say that he was
not cut out to be a father, and ignorant Therese seemed
ill equipped to raise children.

In Paris he became friends with the French philoso-
pher Denis Diderot and entered an essay contest at his
suggestion. Rousseau argued that human nature is
basically good and that it is society that corrupts. To
his amazement he won the contest and began attend-
ing fashionable dinner parties where he continued to
dress in his peasant fur hat and robe to remain true to
his beliefs. Under the patronage of elitist society
members, he wrote The Social Contract (1762), and
Emile (1762), a novel about the proper education of a
boy. Emile ultimately came under censorship from the
French government and Rousseau fled to England,
where he became friendly with David Hume. In 1767,
he decided to return to Paris under a pseudonym. He
finished his Confessions and began some other writ-
ing, working until 1778, when he suffered a brain
hemorrhage and died.

In Emile, Rousseau calls for the boy to be raised in
nature with a tutor and not parents who might be too
controlling. In nature, Emile could explore his sur-
roundings safely and move freely without any of the
swaddling clothes that were still being used at that
time. Once the child developed muscle control, moral
education began, and it was taught by example. There
was no punishment involved, and a boy’s intellectual
education came after his moral training. Knowledge
was to come from studying natural science and read-
ing books such as Robinson Crusoe. Subjects dealing
with society were avoided until his later teen years
when his character was strong enough to handle social
corruption. Many of Rousseau’s ideas were the basis
for future Progressive reformers’ theories, but the ten-
sion in his work between individual freedom and
social responsibility was problematic for many of his
followers.
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The education of women was the last chapter in
Emile and was the only part that did not cause a stir at
the time. It described an education that taught sub-
servience to men and epitomized the attitudes that
women such as Mary Wollstonecraft (1759-1797)
found so abhorrent. Her best known work, A Vindication
of the Rights of Woman (1792), called for an end to this
subservient education and proposed a more egalitarian
curriculum that included females and males.

Progressive Educational Ideas

Rousseau’s ideas set the ball in motion for followers
such as Johann Pestalozzi (1746-1827), with his ped-
agogical study of objects, and Friedrich Froebel
(1782-1852), founder of the kindergarten movement.
Johann Herbart (1776-1841) developed many of these
ideas into formal steps with his theory of appercep-
tion, which posits that any new idea is understood in
terms of material and sensory experiences already
known to the individual.

Nineteenth-century America was ripe for these
ideas as the new United States began to think about the
type of schooling that would be available to all citizens.
Common school advocates—such as Massachusetts
Secretary of Education Horace Mann (1796-1859);
educational reformer Henry Barnard (1811-1900),
who held political positions in Connecticut and Rhode
Island; and Quincy, Massachusetts’ superintendent,
Colonel Francis W. Parker (1837-1902)—studied
these continental theorists as they planned for state and
local school systems. Colonel Francis W. Parker’s
“theory of concentration,” outlined in his Talks on
Pedagogics, was an outgrowth of his study of Herbart,
Pestalozzi, and Froebel; and Clark University
President G. Stanley Hall implemented Rousseauian
natural growth concepts in his child study movement.

John Dewey: Early Years

The person to bring these ideas into a unified,
coherent system of thought was John Dewey
(1859-1952). Born in Burlington, Vermont, to fourth-
generation New Englanders, Dewey grew up during
the Civil War and learned at an early age the negative
outcomes of prejudice and suffering. The family

followed his father as he fought in the cavalry, and his
mother’s strong abolitionist and liberal religious
views made an impression on the young boy. After the
war the family returned to Burlington, where they
owned a grocery store. Dewey finished his early
schooling and matriculated at the University of
Vermont.

Upon graduation he moved to Oil City, Pennsylvania,
to teach at the high school where his cousin was prin-
cipal. He taught algebra, Latin, and the natural sci-
ences and published his first article, “The Metaphysical
Assumptions of Materialism,” in William Torrey
Harris’s Journal of Speculative Philosophy. Encouraged
by this foray into philosophy, Dewey returned to
Burlington and began a tutorial study of philosophy
while he taught at the local academy. He applied to
the Johns Hopkins University Ph.D. program, and
because he was not awarded a fellowship, an aunt sup-
ported him financially. Influenced by the logic of
Charles Sanders Pierce, the psychology of G. Stanley
Hall, and the idealism of George Sylvester Morris, he
graduated in 1884, having written his dissertation on
Kantian epistemology and psychology.

Dewey was hired to teach philosophy at the
University of Michigan, where he met and married
Alice Chipman. He moved to the University of
Minnesota in 1888, and taught there for one year
before being hired back to the University of Michigan
as the Chair of the Philosophy Department. He became
friends with George Herbert Mead, who helped him
secure the Chair of Philosophy, Psychology and
Pedagogy at the University of Chicago.

Dewey on Education

In 1904, under Dewey’s direction, the University of
Chicago published a decennial series titled Contribu-
tions to Education. The publication caused Harvard
psychologist William James to claim that under
Dewey’s leadership the University of Chicago had
developed a new school of thought. James (1842—-1910)
had redefined the old Platonic idea in terms of its
“workability” or utility. He had argued against
absolutes and described a world that was in a state of
change. This theory fit with Pierce’s logic that defined
concepts in terms of their human consequences, and
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defined knowledge as that which is validated by
human experiences.

To these concepts Dewey added his theory of
instrumentalism, which views ideas as instruments
to be used to solve problems—psychological, social,
educational, or physical/environmental. This new
school of thought came to be known as pragmatism,
and with the help of Ella Flagg Young, a doctoral stu-
dent and future superintendent of the Chicago public
schools, he implemented these progressive practices
in his Laboratory School at the University of Chicago.

Dewey left the University of Chicago in 1904 and
joined the philosophy and education faculty at
Columbia University and its Teachers College. In 1915
his Democracy and Education was published, fol-
lowed by many other articles and books, including
the revised edition of How We Think (1933) and
Experience and Education (1938). Together with his
wife, Alice, he advocated equality for women and
African Americans. In 1927 Alice died, and in 1930 he
retired from teaching. He continued to travel, and lec-
tured in the Soviet Union and throughout the world,
becoming the first internationally renowned American
philosopher. In 1946, Dewey married a much younger
woman, Roberta Lowitz Grant, a widow whose family
he had been friendly with during his Oil City years. He
died on June 1, 1952 after a brief illness.

One of Dewey’s students at the University of
Chicago was John B. Watson (1878-1958), who
developed a new experimental branch of psychology
published as a book entitled Behaviorism in 1924. At
Columbia, Dewey’s colleague Edward L. Thorndyke
(1874-1949) was working on a more experimental
form of behavioristic psychology known as connec-
tionism, which focused on observable and measurable
animal responses to various stimuli.

Existential Themes in
Postmodern Times

As various forms of behaviorism controlled mid-
twentieth-century American schools, some educators
instead embraced existentialist ideas of human free-
dom and turned to the 1962 book Summerhill by A. S.
Neill (1883—-1973). Published in 1960 it called for
freedom from these controls and described a school in

England that Neill had been running since the 1920s
under the premise that children should be free “to be
themselves.” Nel Noddings, while concerned with
issues similar to Neill’s, specifically calls for schools
to become caring environments, in which teachers and
students are mutually dependent.

A. S. Neill

Born to strict Calvinist parents, in rural Scotland,
Neill attended the local school and worked as a teach-
ing apprentice and then an assistant teacher, although
he never felt that he was a good student. At the age of
twenty-five, he managed to pass exams that allowed
him to enter the University of Edinburgh, where he
graduated with a major in English literature.

He took a temporary position as a schoolmaster
while waiting to enter the military and began keeping a
log of his teaching activities. He broke with the tradi-
tions of flogging and rote memory learning in favor of
allowing students to use their imaginations in the learn-
ing process. After the army, Neill came in contact with
an American named Homer Lane who was running a
penal colony for young delinquents. Lane ran the insti-
tution using Freudian psychoanalytic principles, along
with the belief that one must always find a way of
understanding and supporting the child. To practice
these principles Lane had weekly meetings where every
teen and adult member of the community had a vote.

After a brief period teaching at a progressive
school in Germany, Neill opened his own school there
based on the above principles along with the practice
of weekly meetings. He ultimately relocated the
school—Summerhill—near London and ran it with
his wife until she died in 1940. Then he ran it with his
second wife until he died. His students tended to be
those who had had trouble in schools, and many of
them were Americans. Students had the freedom to
play and do what they pleased within safe boundaries,
but once they tired of that form of freedom and opted
to attend classes, they had to make the commitment to
continue those classes. In Neill’s estimation, it was the
best education for reaching the universal aim in life of
happiness. Even though the school continues today,
the international attention that it received during
Neill’s later years has waned.
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Another educational philosopher who has drawn
on existentialist ideas is Maxine Greene (1917-). In
her many books and articles she has articulated a free-
dom of choice in creating oneself, and the importance
of choosing freedom that brings relations with others
in order to avoid the dilemma of forlornness.

Nel Noddings

Human relationships are also the basis of Nel
Noddings’s care theory. Noddings was born in
Irvington, New Jersey, on the eve of the Great
Depression, January 19, 1929. She graduated from
Montclair State Teachers College with a B.A. in 1949,
and upon graduation, married James Noddings. She
taught at the junior high school in Woodbury, New
Jersey, for four years, then spent several years raising
her family (which ultimately grew to include ten
children). From 1957 to 1969, she became a high
school math teacher, department chair, and finally
assistant principal. Noddings received her M.A. from
Rutgers in 1964, and completed her work for a Ph.D.
at Stanford University, graduating in 1973. She was a
member of the faculty at Stanford University from
1977 to 1998, and was the Lee L. Jacks Professor of
Child Education at Stanford from 1992 to 1998.
She subsequently held appointments at Columbia
University, Colgate University, and the University of
Southern Maine, and she is Jacks Professor of
Education, Emerita, at Stanford.

In 1984 she set forth her ethics of care in Caring:
A Feminine Approach to Ethics and Moral Education.
The theory is ontologically based in the relationship
between the “one-caring” and the “cared for,” and the
relationship is one of mutual dependence. The one-
caring becomes completely absorbed or engrossed in
the situation of the cared for as she receives into her-
self the thoughts, feelings, and circumstances of the
cared for. Noddings differentiates this reality from
empathy, in which a person projects herself or himself
into the other’s situation to understand the other’s
thoughts and feelings. She points out that caring on
the part of the one-caring is “always characterized by
a move away from self,” which means that the caring
individual needs to move out of the realm of assigning
blame, credit, or any other rational assessment of the

particular situation, and this leads to the ethical
dimension of caring.

Traditionally, ethics has involved reason and logic
or logos, the masculine spirit. The ethics of caring, on
the other hand involves a more natural affective
domain and is connected to Eros, the feminine spirit.
Noddings qualifies Neill’s aim of happiness in life by
defining that aim as relational: caring and being cared
for. In a caring relationship, when teachers engage
students through questions and discussions, they are
working to engage students, and not just looking for
the correct answers or responses.

Finally, Noddings differentiates between “caring
for” and “caring about,” with the latter being more
inclusive and distant. One can care deeply about
global hunger and contribute to alleviate the condition
through the contribution of one’s time or money or
both. However, this is a broader type of caring than
the one caring—cared for relationship.

Caring is also a theme in the 1992 book
Schoolhome by Jane Roland Martin (1930-). It is one
of the “three Cs” that need to be present for children
to learn: caring, concern, and connection. She draws
upon the work of Maria Montessori (1870-1952),
who used the concept of home (casa) for her learning
environment, known as Casa dei Bambini. Roland
Martin’s emphasis is on understanding how learning
occurs, rather than on how teaching or instructional
elements can be identified. Thus, she calls for an
image transition from the American “schoolhouse” to
the American “schoolhome.”

Joan K. Smith

See also Intelligence, Theories of; Philosophy of Education
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BIRACIAL IDENTITY

Biracial individuals are those people who have racial
heritage from more than one socially or legally recog-
nized category (the U.S. government considers
Hispanic or Latino ethnicity and five races: African
American or Black, American Indian and Alaska
Native, Asian, Native Hawaiian and Other Pacific
Islander, White). Also called, among other terms, mul-
tiracial, mixed race, hapa, or mixed heritage, individu-
als reporting more than one race comprised 2.4 percent
of the total population estimate of the 2000 U.S.
Census, and 6.3 percent of the Hispanic/Latino popu-
lation. Four percent of the population under age 18,
and 7.7 percent of those under age 18 with
Hispanic/Latino ethnicity, reported more than race. A
substantial number of these multiracial youth are
school age, and the percentage of primary, secondary,
and postsecondary students who are multiracial is
expected to continue to grow throughout the twenty-
first century. Because changes in the collection and
reporting of data on race and ethnicity in education

mandated by the federal government in 1997 are still
in process, it is difficult to estimate the exact number
of multiracial students in K-12 and postsecondary
education.

Multiracial individuals may identify themselves in a
number of ways, and research suggests that there is no
one most healthy or more correct identification.
Biracial youth and college students may identify with
just one of their heritage groups, with both or all of
their heritage groups, as part of a biracial or multiracial
group, outside of racial categorization, or in some
other way, according to the context. Gender, social
class, religious, and sexual orientation identities may
interact with biracial identity by contributing to the
contextual cues. Physical appearance is also a major
factor in multiracial identity, possibly more so for
women than for men.

Biracial Students

Biracial students of any identity find that educational
settings may provide challenges and supports. In pri-
mary and secondary schools, biracial children may
be unclear how to respond to “choose one race only”
demographic questions on standardized tests, or may
feel forced to choose an identity that they do not per-
sonally hold. Other children may ask, “What are
you?” in their efforts to sort people into monoracial
categories. Teachers and other adults in the school set-
ting (e.g., classroom aides, administrators) may not
recognize a person as a child’s parent when that
person does not appear to be of the same race as the
child. These everyday occurrences reinforce the
dominant societal view that monoracial identity is
“normal” and bi- or multiracial identity is not.
Potentially positive outcomes of school life for bira-
cial youth include an awareness that identity is not
fixed, that there are other people who do not fit into
one category, and that they are unique and special.
Multiracial college students report experiences on
campus that similarly reinforce the predominance of
monoraciality, but these students also express a more
complex understanding of their identities in relation to
those messages. On some campuses, biracial students
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experience pressure from members of organizations
based on monoracial identity (e.g., Black Student
Alliance, Asian Caucus) to conform to social norms of
the group or risk ostracism. A lack of cultural knowl-
edge or language may keep some biracial students
from associating with peers from one of their heritage
groups, and the perceived availability of support ser-
vices for underrepresented students may depend on
how or whether a biracial student identifies strongly
with a particular heritage.

Colleges and universities are also sites for identity
exploration and support. Courses related to a heritage
or to multiracial issues support identity exploration,
and the growing number of campus organizations and
intercollegiate conferences for bi- or multiracial
students provide opportunities to gather with others
who may have similar experiences. Academic, social,
and political experiences related to having more than
one racial heritage seem to support development of
confidence and comfort in a range of racial identifica-
tion among multiracial college students.

The Use of Data

Public schools represent one of the largest sectors
required to collect and tabulate data on race and eth-
nicity. The data are used to allocate resources, to fund
educational programs to promote success of under-
represented students, to assist in enforcement of
school desegregation plans, and to examine trends in
student ability grouping, promotion, and graduation.
Before 1997 schools were stipulated by the federal
government to assign only one race per person. The
1997 revisions in federal policy have resulted in
changes to state and local practices in data collection
in the K—12 schools; changes in postsecondary edu-
cation data collection are expected to begin in 2009.
The implications of the policy shift are not yet clear,
but educational researchers and leaders are cautioned
to be aware of how the changes impact the appear-
ance of trend data.

As important as the shift in policy regarding col-
lecting, aggregating, and reporting data on student
race and ethnicity is the possibility for biracial indi-
viduals to change their self-identification over time.

Although it is unlikely for such shifts in identifica-
tion to have a widespread impact in national or state-
level data, it is possible that local and institutional
data will show some variance based on individual
choices in self-identification. Self-identification is
the federal government’s preferred method for
assigning categories of race and ethnicity, and it is
recommended that whenever possible, students (or
their parents, in the case of younger children) be per-
mitted to self-identify.

Kristen A. Renn
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BLAck ENGLISH VERNACULAR

The term Ebonics, from the words ebony (‘“Black”)
and phonics (“sounds”), was coined by social psy-
chologist Robert Williams in 1973. Also known as
Black English Vernacular (BEV) or African American
Vernacular English (AAVE), Ebonics is a social
dialect spoken mainly by African Americans in the
United States. It has long been a subject of contro-
versy within K-12 education, since schools in the
United States tend to view the replacement of stu-
dents’ nonstandard speech with standard English as
one of their main tasks.
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However, as perhaps the most widespread and
salient nonstandard dialect of English, and one with
strong cultural associations to a historically subju-
gated and educationally marginalized population,
Ebonics has proved impervious to official attempts
to eradicate it. It has thus come to symbolize both
the persistent crisis of inner-city communities of
color and the persistent failure of public schools to
adequately serve those communities. In more recent
years, recognition of its systematic nature, and of its
importance as a marker of ethnic identity and cul-
tural resistance, has spread among many educators,
resulting in attempts to shift assimilationist school
policies toward a more tolerant view. Nonetheless,
well-meaning attempts by linguists and educators to
address the educational needs of African American
children have clashed with powerful language ide-
ologies associating Ebonics with poverty, igno-
rance, and delinquency. This entry discusses its
history and chief characteristics, the related social
and educational debate, and the outlook for its con-
tinued use.

origins

Black English Vernacular emerged from the crucible
of the Southern plantation life of millions of
enslaved Africans. They had been forcibly abducted
and brought to North America during the seven-
teenth, eighteenth, and early nineteenth centuries
and spoke various West African languages, and
slaveholders often purposely intermingled slaves
from different languages and regions, fearing that
fluid communication might foster attempts at rebel-
lion or escape. As subsequent generations of slaves
grew up in this creolized context, English became
their native language, albeit an English acquired
informally and under conditions of intense repres-
sion and social segregation.

Sociolinguist John R. Rickford compares three
different hypotheses concerning the evolution of
Ebonics. The Afrocentric view holds that most of
the distinctive phonological and grammatical fea-
tures of Ebonics reflect features of the Niger-Congo
languages spoken by the original enslaved Africans in
the New World. The Eurocentric (or “dialectologist™)

view holds that African slaves quickly lost their
original languages and that the distinctive features
of Ebonics evolved through contact with the English
dialects spoken by English, Irish, and Scotch-Irish
settlers (including many indentured servants, who
were in closer contact with African slaves).
Rickford critiques both of these hypotheses in favor
of the creolist view, which holds that as African
slaves acquired English, they developed a pidgin
that combined features of English and African lan-
guages; this pidgin eventually evolved into Ebonics.
Evidence in support of this view includes the many
similarities between Ebonics and English-based cre-
ole languages of the Caribbean, as well as Gullah,
an English creole spoken by African Americans on
the sea islands off the coast of Georgia and South
Carolina.

Following the abolition of slavery, millions of for-
mer slaves and their descendants moved north, seek-
ing employment in the burgeoning industrial centers
of the North and freedom from the violent Jim Crow
regime of the South. However, continued racial segre-
gation prevented African Americans’ linguistic assim-
ilation into Northern White speech communities.
Later, as the United States expanded westward,
Ebonics persisted and spread as a distinct dialect,
although with regional variations.

Characteristics

The distinctive features of Ebonics are commonly rec-
ognized even by those who deride them as evidence of
“lazy speech” or “bad English.” Linguistic research
has shown these features to be systematic and rule
governed; in some cases (e.g., verb tense and aspect)
they encode subtleties that are absent from standard
English. A much-cited example is the sentence He be
runnin, which indicates an ongoing or habitual action.
(In standard English, it would be rendered as “He is
usually running.”)

Simplification of certain word-final consonant
clusters is another salient feature, giving rise to such
forms as tes’ for test and han’ for hand. Copula dele-
tion (absence of linking verbs is or are) is a common
feature of many creole languages, and appears in
Ebonics utterances such as She married (“She’s



Black English Vernacular 83

married”) or They goin’ now (“They’re going now”).
The word-final suffix /-s/, which in standard English
is used to mark both possession and the third person
singular, is omitted in Ebonics, giving rise to forms
such as John house (“John’s house”) and He feed the
dog (“He feeds the dog”).

Many of these features have been mistakenly inter-
preted (by schoolteachers and others) as evidence of
Ebonics speakers’ failure to grasp abstract concepts
such as past tense. Not surprisingly, those features of
Ebonics that express semantic or grammatical distinc-
tions that are absent from standard English generally
go unrecognized by standard English speakers.

Social Status

As is true of the speech of ethnic minority groups the
world over, Ebonics is highly stigmatized. Although
its grammaticality, phonological regularity, and
overall utility as a communicative system have been
amply demonstrated, it continues to be perceived by
the general public (and even sometimes by its speak-
ers) as slovenly, lazy, and incorrect. This perception
is continually reinforced by the social barriers to
nonstandard speech that are maintained by the dom-
inant (White) speech community, through institu-
tions like schooling, the media, and the occupational
structure.

At the same time, Ebonics has strong positive asso-
ciations for its speakers, as a marker of ethnic identity,
community membership, and resistance to White dom-
ination. Ironically, the gate-keeping function of stan-
dard English in both education and the more prestigious
forms of employment means that speakers’ linguistic
loyalty to Ebonics becomes yet another rationalization
for their continued educational and economic marginal-
ization. Many speakers learn to fluidly code-switch
between Ebonics and standard English; however, even
the nonexclusive use of Ebonics is thought by many to
mark speakers as uneducated and coarse.

The Oakland Controversy

Ebonics became a focus of controversy in early 1997
when the Oakland, California, School Board passed a
resolution calling for the acknowledgment of Ebonics

(or “African Language Systems”) not as a mere
dialect of English but as a valid, autonomous lan-
guage that is the primary language of African
American students. The resolution stressed the simi-
larity between African American students and others
with limited English proficiency (e.g., students
whose home language is Spanish, Mandarin, or
Punjabi), and evoked the Federal Bilingual Education
Act of 1968 in calling for special programs to help
African American students achieve English profi-
ciency while respecting their primary language. In
fact, the original form of the resolution recommended
that Ebonics be used (along with English) as a
medium of instruction for African American children
and that it be not only respected but maintained.
However, these provisions were later deleted under
pressure, in favor of passages emphasizing the need
to transition students from their home language pat-
terns to (standard) English.

Predictably, the resolution provoked heated debate
and even outrage from across the political spectrum.
Some critics denounced it as an attempt to pander to
African Americans by granting legitimacy to a clearly
deficient speech variety and accused the Oakland
School Board of succumbing to “political correct-
ness” and/or divisive identity politics. Others, includ-
ing notable African American leaders such as Jesse
Jackson, called the move “disgraceful,” and accused
the school board of embracing low standards for
African American students and condemning them to a
lifetime of linguistic and cognitive inferiority. The
voices of linguists and educational researchers failed
to carry over the din of (often uninformed) public
debate, and the resolution was eventually withdrawn
without being implemented.

Future Prospects

Although the Ebonics debate has largely died down
within education, it has not completely disappeared.
For the most part, teachers continue to “correct” stu-
dents’ use of Ebonics, to lament its use by parents and
public figures (e.g., professional athletes and musi-
cians), and to enforce standard English norms and
practices in the granting of educational credentials.
On the other hand, the public airing of questions of



84 Blind, Education for the

race and language provoked by the Oakland contro-
versy, combined with the diffusion and sociolinguistic
research on Ebonics, led many Americans toward a
more tolerant, relativistic view of African American
Vernacular English and an acknowledgment of its
importance to the cohesion and identity of African
American communities. While U.S. society is still far
from a consensus as to the legitimacy of Ebonics,
recent debates have served to highlight the relation-
ship, however muddy, between school language poli-
cies and other educational and civil rights issues.

Furthermore, through its association with certain
forms of popular culture, such as rap and hip-hop
music, Ebonics has gained considerable ground
among U.S. youth subcultures, particularly those of
White and Hispanic working-class and middle-class
males. While such usage retains the air of countercul-
tural resistance associated with inner-city minorities,
this may change as the corporate culture industry
appropriates this symbol of youth and rebellion for its
own purposes. The literary use of Ebonics by Pulitzer-
prize-winning authors such as Alice Walker and Toni
Morrison has also increased its social capital in more
prestigious circles.

Within urban schools, however, African American
children continue to suffer severe educational
inequities, manifested in high dropout rates, low col-
lege enrollment, and disproportionate failure on vari-
ous measures of academic achievement. The language,
history, and culture of the White majority continue to
constitute the backbone of the public school curricu-
lum. With schools currently more racially segregated
than they were in the 1970s, Ebonics is unlikely to dis-
appear anytime soon. The role of dialectal variation in
explaining academic achievement gaps among ethnic
groups remains unclear but is probably not negligible.
For the time being, educators will continue to seek
solutions that are scientifically and pedagogically
sound, informed by a concern for educational equity,
and compatible with the predominant language ideolo-
gies of the larger population.

Aurolyn Luykx
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BLIND, EDUCATION FOR THE

Historically, blind education has referred to those facili-
ties, programs, techniques, and practices designed to
maximize formal learning for persons with significant to
total loss of vision. Such education has taken place in a
variety of formal and informal instructional settings,
including the home, private tutoring sessions, segregated
and integrated classrooms in public schools, public and
private day schools, and public as well as private resi-
dential institutions. As a modality impairment, blindness
has existed throughout history and in all societies. The
bulk of practices in the United States, however, have
evolved from origins and developments specific to the
Western world. As this entry considers the education of
blind persons, information on its historical development
in Europe, Canada, and the United States complements
descriptions and discussion of current education theory
and practice regarding ways to compensate for a loss of
vision through specific technologies, materials, subject
matter, and instructional practices.

Historical Development

The key European figure in developing teaching meth-
ods for the blind was Valentin Hauy (1745-1822), a
French aristocrat who championed more humane
treatment for all disabled persons but focused on
developing instructional techniques for blind persons.
He played a leading role in developing raised print for
use by blind readers. He also encouraged vocational
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training for the blind, arguing that gainful employ-
ment would permit more authentic and effective par-
ticipation in a mostly sighted society.

Hauy’s methods and priorities underscored a growing
belief among those working with the disabled that blind
persons were certainly capable of formal academic
instruction and deserved more humane treatment from
their fellow human beings. Education of blind persons,
which typically occurred in private tutorials or in institu-
tions, spread from France to England by 1800, where the
emphasis again fell on vocational or trade training. In
addition, music instruction was often featured to
enhance learning through senses other than sight.

European beliefs about and approaches to the educa-
tion of the blind migrated to the United States primar-
ily via the efforts of two individuals: Dr. John Fischer
and Dr. Samuel Gridley Howe, both from the Boston
area. Fischer’s visits to the school for the blind in Paris
prompted him to work to establish a similar school in
the United States. His efforts led to the 1832 opening of
what became known as the Perkins Institution and the
Massachusetts Asylum for the Blind, located in Boston
and headed by Howe. The school quickly assumed a
national leadership role and enrolled students from all
regions of the country by the late 1800s.

Perkins not only educated blind students but also
trained many of the teachers for other institutions and
schools for the blind. Such settings increased steadily
in number throughout the nineteenth and into the
twentieth century, with over three dozen institutions
providing educational services to blind students by the
early 1900s. Many of these combined educational ser-
vices with those for deaf students, while others were
segregated by race. High profile cases such as Laura
Bridgman (Howe’s first prominent deaf-blind student)
and Annie Sullivan (Helen Keller’s famous teacher)
drew attention to Perkins in particular and efforts to
educate the blind in general.

By the early 1900s public schools had joined resi-
dential institutions as providers of formal education for
the blind. In 1900 Chicago opened the first class des-
ignated specifically for children with total blindness.
Most large urban school systems, however, established
classes for children whose vision loss was significant
but not complete. Often called “‘sight-saving” or “semi-
blind” classes, these settings created an environment

considered optimal for students with significant vision
loss, including specialized lighting, raised print (usu-
ally Braille) texts, and other instructional accommoda-
tions. Most of these classes were segregated from the
regular classes but held in the local public school
according to demand. These classes combined acade-
mic content with an emphasis on music instruction and
vocational training. Meanwhile, the residential institu-
tions continued with their educational mission of basic
academic instruction and solid vocational training that
could lead to employment upon leaving the institution.

Educational Issues

With large-scale, segregated, residential institutions as
well as numerous public school systems around the
country providing formal, specialized instruction
for students with all levels of significant—including
total—vision loss, discussion intensified over certain
assumptions and practices that defined approaches to
educating the blind. Such discussions continue to this
day. Issues have included the propriety of segregated
instruction, whether in schools or institutions; the
appropriate balance of academic, vocational, and
functional instruction; and the effective integration of
technology into specially adapted curricula.

Segregation

The debate over integrating or segregating for
instructional purposes students who are blind from
their nondisabled peers has played out heatedly for
generations. Advocates for residential institutions for
the blind argue that the specialized settings allow more
opportunities for appropriate, individualized instruc-
tion in a supportive, caring environment. Such facili-
ties permit more effective and efficient use of what
can be very expensive resources, such as large print or
raised-text books, optical enhancement equipment,
and audio technology. They offer comfortable environ-
ments where the teachers are trained in specific, appro-
priate methodology and where students share needs,
abilities, and interests that may be quite limited or even
nonexistent in a public school classroom.

In short, it has been argued, residential institutions
for students who are blind offer the best opportunities
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for providing the education such children need and
deserve. Separate classes in public school buildings
for children who suffer severe vision loss also offer
such nurturing and specialized environments and have
the advantage of closer proximity to the students’
nondisabled peers for events at which they can fully
participate, such as lunch, festivals, or other appropri-
ate events.

On the other hand, according to critics of segrega-
tion, the practice of intentionally separating children
who are blind cannot help but contribute to long-held
prejudices and misunderstandings that have con-
fronted the blind literally for centuries. Critics con-
tend that no amount of fiscal or instructional
efficiency can justify the purposeful exclusion of any
child from the mainstream of society. Too, the notion
that segregated instruction provides a more comfort-
able and supportive environment may well be applic-
able in the short term but arguably makes it much
more difficult for children—indeed all persons—with
blindness to become socially integrated and function-
ally independent, given their intense isolation for
years and society’s relative absence of familiarity with
the conditions and ramifications of the condition.
Clearly, the relative merits and drawbacks of inclusion
and segregation in the education of all children on the
margins certainly apply to children who are blind.

Content

Discussions regarding the appropriate content and
balance of formal instruction for the blind also have
captured much interest among those involved in the
process. For the most part, the blind long ago over-
came very early prejudices that most were incapable
of learning standard and advanced academic content.
Nevertheless, curriculum development for blind
children must consider several features unique to
blindness and adapt instruction accordingly. For exam-
ple, many have argued for instruction that theoretically
enhances the blind child’s ability to use her or his four
other senses to compensate for the lack of sight. A strong
emphasis on oral instruction and the use of itinerant
teachers who could work with a blind child individually
in her or his regular classroom have become common
features of teaching children who are blind.

Moreover, a discussion as to the “best” form of text
reading continues to this day. The development of
practical social and vocational skills remains central to
this specialized curriculum: cooking, personal hygiene,
mobility, and interpersonal interactions often accom-
pany specific training in a particular trade or skill
of the child’s choice. In recent decades technology
designed to assist children who are blind has become
increasingly sophisticated, requiring more specialized
training for teachers of the blind and additional “rea-
sonable and appropriate” expenditures for residential
institutions and for school districts. As with other dis-
abilities that can be effectively addressed through the
use of highly expensive equipment or other technol-
ogy, blindness raises issues as to just how much a pub-
lic school district should be expected to spend on a
child with the condition.

Today families, friends, and advocates of and for
the blind join with educators and the general public to
assure a “free and appropriate” education for the blind
in a variety of settings. Nevertheless, issues of curricu-
lum, policy, and school practice continue to raise
important questions, ideas, and debates designed to
address—and assure—the most effective education for
children who live daily with severe or total vision loss
but who also have much to contribute to their peers and
to society if given sufficient opportunity and support.

Robert L. Osgood
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BoARDS OF EDUCATION

Local school boards have guided American public
education for well over a century. Electing school
board members to govern local schools embodies U.S
commitment to democracy and the nation’s desire to
have some influence over the education of children
who reside here. While these values still resonate with
the American public, changes in society and the way
schools are governed have stripped these institutions
of much of their power. Instead of deciding funda-
mental policy issues, these institutions are now left to
implement the priorities and polices of the state and
the federal government.

The reasons for the diminished role school boards
now play reveal much about the legitimacy of the insti-
tution as a means of democratic participation and about
its ability to address issues of concern such as inequal-
ity, poverty, and diversity. This entry examines some of
the historical and contemporary forces that have influ-
enced school board structure, composition, and function.
From a historical perspective, there have been many
forces at work that have tended to limit the participation
of citizens in school board elections and have insulated
these institutions from the publics they were supposed
to serve. In the contemporary context, the inability of
school boards to adequately represent increasingly
diverse constituents coupled with the growth of the fed-
eral and state role in education has led some to conclude
that boards have outlived their usefulness.

Tracing the history of school boards can provide
new and important insights into ongoing debates about
the governance of public schools. For example, the
Center for Education and the Economy has advocated
for school governance reforms that would radically
limit the role of local boards in educational decisions
by turning the ownership of local schools over to lim-
ited-liability corporations. Such proposals only make
sense when they are viewed as part of an ongoing
transformation in societal values and interests.

The Progressive Era

Small boards of education separated from municipal
government and elected at large came into existence

during the progressive reform movement of the 1890s.
Prior to this time schools were often run as an extension
of the municipal government or by large committees of
laymen. During the mid-1800s, examples of large
boards included Boston with 24 members, and
Philadelphia which was broken into 24 separate areas
each with its own school board. These boards had sig-
nificant authority over the ways schools were run
including issues of curriculum, finance, and assess-
ment. Corruption and graft in local school politics were
not uncommon during this period and as the nineteenth
century came to a close, reformers and muckraking
journalists joined hands to expose the political spoils
system that often drove local school governance.

These reformers predominately consisted of elite
community members such as businessmen and
lawyers who sought to centralize control of schools
for the purpose of improving efficiency and imposing
corporate practices on the schools. Smaller boards and
at-large elections were sought as a way to insure that
elites would be elected to leadership positions, rather
than ward representatives who might be too closely
associated with an undesirable class or ethnicity. Such
changes were supported by school superintendents
who enjoyed increased power over issues such as the
hiring and firing of teachers. Rather than focus on the
day-to-day running of the schools, corporate style
boards began to focus more on policy.

By the 1920s, school districts across the nation had
adopted similar forms of governance characterized by
small, policy-oriented boards, whose primary respon-
sibility was hiring and evaluating the superintendent.
These changes increased accountability by focusing
authority in the office of the superintendent. At the
same time, schools became more insulated from the
general public and less attentive to the interests of
poor and minority citizens.

The Limits of
Administrative Control

The power of school administrators continued to grow
during the first half of the twentieth century as the
nation more fully adopted the belief that educational
decisions were largely technical matters best left to
educational professionals rather than the lay public.
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During this period, rapid population growth coupled
with school district consolidations increased pressure
on school boards to represent ever larger constituen-
cies. For example in 1937 there were 120,000 school
districts, a number that had shrunk to 40,000 by 1960.
This pressure, coupled with consistently low voter
turnout during school board elections threatened the
legitimacy of these boards as governing institutions.

As problems of representation and legitimacy grew
more pronounced, it became increasingly difficult for
boards of education to balance competing interests
and to deal with politically charged issues. In addi-
tion, the changes brought about by the Civil Rights
Movement created greater political awareness, and
placed even more demands on the educational system.
In the new politics of the 1960s, educational interest
groups became better informed, better organized, and
better at using the media to their advantage. Many
groups called for increased minority representation on
school boards, and many of the largest urban districts
sought to address their concerns by decentralizing
their governance structures. Bucking the trend toward
consolidation, cities such as Philadelphia, Washington,
D.C., Los Angeles, Chicago, and New York were
divided into smaller districts with regional superinten-
dents and/or policy boards. The hope was that increased
democracy might serve as a check on administrative
authority and increase the probability that minority
concerns would be addressed.

While decentralization held promise for better rep-
resentation, the end result was significant infighting
among interest groups over material and symbolic
resources. Rather than solve the problem of racial dis-
crimination and segregation, the more politicized envi-
ronment may have worked against change as groups
sought to protect their interests in the short term. Many
groups seemed to lose sight of the fact that failure to
come to an adequate resolution of these issues at the
local level would result in unilateral federal action.

Despite many districts growing experience with
federal intervention in the form of desegregation
orders, or financial support through programs such as
the National Defense Education Act of 1958 (NDEA)
(which focused on science education), and the
Elementary and Secondary Education Act of 1965
(ESEA) (which focused on children in poverty), few

school boards could have predicted the degree to
which federal and state intervention would eventually
eclipse local control.

A Crisis in Local Governance

Federal and state involvement in education has consis-
tently increased since the 1960s. The passage of
ESEA in 1965, and Public Law 94-42, the Education
for All Handicapped Children Act in 1975 set the
stage for increased federal influence in the form of
leveraged funds. These laws created procedures and
rules that needed to be followed in order for local dis-
tricts to receive the funding and subjected schools to
an increased level of federal oversight.

This trend toward centralized control was rein-
forced by a number of school-funding lawsuits that
forced states to pay an increasing share in the cost of
schooling in order to help equalize differences in the
tax base between local districts. This shift in funding
resulted in a greater state authority over education.
These changes were followed by a number of influen-
tial national reports such as A Nation at Risk (1983)
that argued for national solutions to our educational
problems. This trend continued to intensify in the
1990s culminating with the passage of No Child Left
Behind (NCLB) which gives the federal government
unprecedented reach into areas formerly controlled by
local districts such as program design and testing.

Despite limited evidence of real improvement
resulting from federal intervention, support for ever
more radical changes in local governance structures
continues unabated. A noted authority, William Boyd,
points out that elected school boards are under fire,
especially in cities, and some have proposed confining
them to policy-making and planning roles. Proposals
such as these proceed from logic similar to that used
by reformers in the 1890s which viewed local ward-
based control as inefficient and ineffective. This time
however, the problem has been characterized as the
limiting influence of centralized bureaucracy (i.e.,
school boards) on creativity and choice. Interestingly,
the proposed remedy to this is, most often, increased
federal or state control of education with decentral-
ized responsibility for implementing programs and
procedures.
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The pressure for these changes comes from what
Boyd terms, “a double crisis of both performance and
legitimacy.” With respect to performance, large num-
bers of students, particularly those from disadvan-
taged backgrounds are failing to meet expectations for
achievement. In terms of legitimacy, the “common
school” established to meet the needs of a fairly
homogeneous society in the mid-1800s is having dif-
ficulty coping with growing ethnic and religious
diversity. One result of this change has been a grow-
ing demand for more choices in the kinds of education
available.

Given these challenges, the future role of local
school boards in this nation is far from clear. The race
is on for an alternative institution to run our public
schools and while democracy remains an important
touchstone in symbolic terms, many current proposals
for reform actually serve to limit citizen participation in
school governance. Current governance reform propos-
als include options such as school choice and vouchers,
mayoral control of schools, state takeovers, charter
schools, and systems of schools owned by private cor-
porations. Each of these will be discussed in turn.

Mayoral Control

These models of governance are a return to the pre-
reform-era politics that blended educational and
municipal governance. Moving to mayoral control
would do away with school board elections altogether
and replace them with an appointed system of gover-
nance. In cities such as Chicago, Boston, Detroit,
Cleveland, and New York, mayors have significant
power over schools. Proponents of these plans believe
that high profile mayors provide greater accountabil-
ity and responsiveness.

State Interventions

States now regularly intervene in “failing” districts.
State takeovers are made for a number of reasons
including poor student performance, fiscal misman-
agement, and administrative incompetence. States
typically only intervene when problems are persistent.
Proponents of these measures believe that state inter-
vention is the only way to help a struggling district

regain its footing. Critics claim that state intervention
usually does little to address the underlying problems
such as racial tension and poverty.

Market-Driven Models

Market-driven models of school governance have
gained popularity with growth in the neoconservative
movement. In general, neoconservatives typically
view governments as wasteful and inefficient and
strive to replace the government provision of services
with market-based solutions, believing that competi-
tion is the key to improving productivity. In education,
this has meant growing support for a variety of
market-oriented reforms such as charter schools,
vouchers, and contracting for services.

Charter Schools

Charter schools represent a limited market-based
reform as the schools continue to be public in nature
and are financed through tax dollars. In general, char-
ter schools are public schools that are formed by
groups of people who want to provide an alternative to
traditional public schools. Some proponents argue
that charters will create competition for traditional
public schools and force these schools to innovate and
become more efficient if they hope to survive.

The role of school boards in this reform proposal is
unclear. School boards may have some attenuated
control over charters as they often have the authority
to accept or reject charter proposals. However, once a
charter school is established, it is the tenets of the
charter that govern the school rather than the district
school board.

Vouchers

The arguments for vouchers are similar to those
offered in support of charter schools in that vouchers
are hoped to stimulate competition. Unlike charter
schools, however, voucher plans provide families with
a monetary allowance or tax credit that they may
spend on an educational institution of their choice.
Under some plans, this money could be spent on pub-
lic or private schools, which raises issues concerning
the separation of church and state.
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The role of school boards in a system with vouch-
ers would essentially remain the same but would only
focus on the public schools in the community. Few
voucher proposals discuss the oversight of public
moneys spent on private institutions though this is a
potential role for the school board as well. Voucher
proponents would likely argue that school board
involvement of this type would create too much gov-
ernmental regulation.

Contract for Services

Finally, contracting for services takes numerous
forms including school district contracts for food ser-
vice and maintenance as well as larger contracts for
management services. While contracting for auxiliary
services is common and largely accepted, contracting
for management is still quite controversial. Like
supporters of charters and vouchers, supporters of
contracted Educational Management Organizations
(EMOs) believe that hiring management companies to
run schools will create greater efficiency and lead to
reduction in educational costs.

Similar to charter schools, EMOs are often sheltered
from certain regulations applied to public schools and
are thought to provide opportunities for experimenta-
tion not possible in traditional public schools. The role
of school boards in the case of EMOs is similar to their
role with charter schools. Boards initially negotiate
contracts with EMOs but then are largely uninvolved
except in monitoring the terms of the contract. This
is the approach favored in a recent report from the
National Center for Education and the Economy which
envisions school boards as data collection agencies and
emissaries working out relationships with other govern-
mental services. In this case, the schools themselves
would be owned and run by the teachers.

While each of these proposals is different, they
share an emphasis on accountability, choice, and effi-
ciency. What is often lacking in these proposals seems
to be is a sincere interest in the practice of democracy
at the local level.

Outlook for Boards

Will school boards remain the primary means of
governing public education in the years to come?

The probable answer is no. David Conley, an author-
ity on the issue, suggests that local control will soon
be more symbolic than real. Communities will con-
tinue to play a ceremonial role, but true policymak-
ing will take place in state and federal legislatures.
While such a conclusion seems warranted given the
incursion of state and federal interests into school
board business, school boards still represent a desire
for popular governance that is not found in other
institutions.

Such an aspiration speaks to the optimism of indi-
viduals and groups striving to work together to
develop common aims. Unlike other more distant
forms of governance, school boards have the potential
to promote dialog and create forums for public dis-
course. Such interactions are necessary to reveal
shared goals and aspirations. Without local boards,
such a forum would not exist.

Over the next decade, the nation’s commitment to
the concept of local control in education will be
deeply challenged. School boards will only remain
viable if local citizens reclaim their stake in the com-
mon good by demanding a forum in which such issues
can be addressed.

Abe Feuerstein
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BostoN LATIN ScHOOL

When the Rev. John Cotton arrived in the colony of
Massachusetts Bay in 1633, he brought with him the
idea of the English type of free grammar school, the
school he had attended as a child in Derby, England.
The “free school” in England was a publicly supported
institution open to all boys on the basis of academic
merit. The English “grammar school” was a secondary
institution offering a seven-year course of study
devoted to the Greek and Latin classics and designed
to prepare the pupil for admission to a university.

In 1635, two years after Cotton’s arrival in the
fledgling town of Boston, the town made provisions
for the establishment and maintenance of a free gram-
mar school on the English model. The school’s first
classes were held in the home of its first master,
Philemon Pormort. The Boston Latin School, as it
came to be known, is generally considered to be the
oldest public school in continuous existence in the
United States.

The Puritan founders of the Boston Latin School,
including John Cotton, believed that a knowledge
of classical languages was essential for a proper

understanding of Scripture. Consequently, the cur-
riculum of the school was originally devoted entirely
to acquiring a mastery of Latin, beginning with a
thorough study of Latin grammar and syntax. In the
eighteenth century, the most widely used elementary
Latin grammar textbook in the American colonies
was Ezekiel Cheever’s A Short Introduction to the
Latin Tongue (commonly known as Cheever’s
Accidence). Cheever served as Master of the Boston
Latin School from 1670 until his death in 1708.
Students who had mastered the Accidence went on to
read classical authors such as Ovid and Cicero.

Although four years of Latin are still required of
graduates, the school gradually modernized its cur-
riculum during the nineteenth and twentieth centuries,
offering elective courses to supplement the core
courses in English, math, science, history, Latin, and
modern foreign languages. Boston Latin School is
now an ‘“‘examination school” of the Boston Public
Schools, with admission based on a student’s acade-
mic record and score on the Independent School
Entrance Exam (ISEE).

In the twentieth century, the school’s admissions
policy, which recognized academic merit rather than
class or race, provided the children of immigrants in
Boston with an important stepping-stone to advance-
ment in American society. The school became coedu-
cational in 1972, and reached another milestone in
1998 when Cornelia Kelly became the first female
headmaster in the school’s 363-year history.

Notable alumni of the Boston Latin School include
Cotton Mather, Samuel Adams, John Hancock, Ralph
Waldo Emerson, Charles Sumner, George Santayana,
Bernard Berenson, Joseph P. Kennedy, and Leonard
Bernstein.

Rob Hardy
See also Classical Curriculum
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Boy ScouTts oF AMERICA

Founded in 1907 in England by Lord Robert Baden-
Powell, the Boy Scouts of America (BSA) began in
the United States in 1910 and were chartered by
Congress in 1911, becoming the only national organi-
zation charged by Congress to educate American
boys. The Boy Scouts were founded by Baden-Powell
as a response to what he saw as a crisis of masculinity
in the British Empire.

Boy Scouting teaches masculinity by focusing on
five strategies: character building, handicrafts, bodily
development, promoting a sense of happiness, and
service to others. Baden-Powell emphasized these in
Aids to Scoutmastership.

Throughout the United States, BSA troops are
sponsored by schools, churches, synagogues, and
popular social organizations. As the international Boy
Scout movement has evolved over time, the BSA has
in significant ways parted company with the larger
boy scout community. Other boy scout organizations
throughout the world have evolved in a more human-
istic direction, becoming more inclusive in member-
ship. The BSA has not. This narrower educational
philosophy becomes clear in court cases addressing
membership issues and changes in educational texts.
The BSA requires members to be male, theistic, and
heterosexual.

While many national scouting organizations wel-
come girls as members, the BSA insists that the
Congressional charter would be violated by such a
choice. Two prominent cases are Schwenk v. Boy
Scouts of America, 551 P.2d 465 (Or. 1976) and
Quinnipiac Council v. Commission on Human Rights
& Opportunities, 528 A.2d 352 (Conn. 1987).

The BSA excludes gay adult leaders and boys from
membership. In curricula regarding sexuality prepared

for boys and adult troop leaders in recent years, they
have shifted the context of sexuality education from
health to vocation (and theology).

Other boy scout organizations in the world wel-
come theistic as well as nontheistic boys. Some
even drop the customary reference to God from the
scout oath. The BSA seems to have narrowed the
religious aspect of its teaching. Baden-Powell often
explained that the essence of religion was caring for
nature and doing good for others, a sort of romantic
pantheism. It is doubtful that the BSA would find
that acceptable.

While the BSA exposes boys to other viewpoints
through interaction with the wider world, the BSA sets
boundaries in terms of what can and cannot be addressed
and explored inside the organization. Rather than expos-
ing a boy to ways other cultures have lived with similar
issues, this educational agency limits exposure.

Baden-Powell built his boy scout movement
around service to those values necessary for the
British Empire. In the decades since, boy scouts, inter-
nationally, have decided to expand the inclusiveness
of the organization to girls as well as gay and nonthe-
istic youth.

Charles Joseph Meinhart
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BrRowN v. BOARD OF EDUCATION

In the years leading up to the Brown v. Board of
Education decision, public schools were both unequal
and racially segregated—by law in the South and in
practice in the Northeast and West. In 1950, the
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National Association for the Advancement of Colored
People (NAACP), long concerned with education,
decided to mount a direct challenge to state-sanctioned
segregation in schooling. The result was the Brown
case, which joined together lawsuits begun by Black
parents and students in Delaware, Washington, D.C.,
South Carolina, Virginia, and Kansas. Many of these
plaintiffs paid a price for their advocacy. Indeed, the
NAACP struggled to find Black parents willing to join
lawsuits, given the possibility that workers would
be fired from their jobs and their children attacked on
the streets.

In its 1954 decision in Brown v. Board of
Education, the U.S. Supreme Court ruled unani-
mously that “separate educational facilities” for Black
and White students are “inherently unequal” and
therefore unconstitutional. This ruling overturned a
decision by the Court in 1896 in Plessy v. Ferguson
that segregation in public facilities through ‘“‘separate
but equal” accommodations would satisfy the Equal
Protection Clause of the Fourteenth Amendment of
the Constitution. The Brown Court initially declined
to specify a remedy for the public schools. When it
took up the case again the next year, in Brown I, the
Court rejected a request by the NAACP to order
immediate action and counseled instead that desegre-
gation should proceed “with all deliberate speed.”

More than a half century later, public schooling in
the United States continues to function as a two-tier
system. In large metropolitan areas across the nation,
students in central cities attend high-minority, high-
poverty schools with very few White students. Many
of these schools are overcrowded, lack the resources
they need to meet students’ needs, and are struggling
to meet federal student achievement benchmarks. This
entry focuses on the short- and long-term impacts of
the landmark ruling.

Immediate Impact

Not surprisingly, school districts throughout the South
interpreted the Court’s open-ended “all deliberate
speed” timetable as “never.” Virtually no desegrega-
tion took place in the eleven states of the Old
Confederacy during the first decade after Brown. On
the tenth anniversary of the decision, only about 1 per-
cent of Black children in the South attended racially

integrated schools. Not until Congress passed the
Civil Rights Act in 1964 and the Johnson administra-
tion used its authority to cut off funds and initiate
lawsuits did school districts take steps to dismantle
segregation.

The Supreme Court stood behind Brown for several
decades. For example, in Green v. School Board of
New Kent County (1968), the Court ordered “root and
branch” eradication of segregated schooling and spec-
ified several areas, including students, teachers, trans-
portation, facilities, and extracurricular activities, in
which desegregation was required. In Swann v.
Charlotte-Mecklenburg (1971), the Court struck down
allegedly race-neutral student-assignment plans that
produced segregated schools as a result of residential
segregation and legitimated the use of busing to
desegregate urban school districts. Between 1968 and
1972, the percentage of Black students in predomi-
nantly minority schools in the South dropped from 81
percent to 55 percent, and in intensely segregated
minority schools (more than 90 percent) from 78 per-
cent to 25 percent, which made the schools in the
South the most integrated in the nation.

A critical blow to desegregation efforts came in
1974 with the Supreme Court’s decision in Milliken v.
Bradley. The case involved public schools in Detroit,
where an exodus of middle-class families had created
an overwhelmingly Black district in the city, sur-
rounded by overwhelmingly White suburban districts.
Because almost no White people lived within the city
limits, integrating the schools was impossible. Parents
in the city sought approval of a plan to merge the
urban and suburban districts into one metropolitan
system that would allow for integration.

A 5-4 Supreme Court majority acknowledged
“disparate treatment of White and Negro students” but
objected to an “interdistrict remedy” in the absence of
evidence that the suburban districts had expressly
intended to discriminate against students of color in
Detroit. In holding that the suburbs could not be
involved in a desegregation plan unless it was clear
that they had participated in a segregation scheme, the
Court effectively let heavily White suburbs off the
hook—and rendered Brown almost meaningless for
most of the metropolitan North and West.

Throughout these regions, city limits coincide with
school district boundaries, with city schools serving
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largely students of color and suburban schools serving
largely White students. If district boundaries could not
be crossed, desegregation could not be accomplished.
The Supreme Court sent the Detroit case back to a fed-
eral district court and three years later approved a mod-
ified desegregation plan that affected only schools
within the city limits and required the state to help pay
for some remedial and compensatory programs.

Reversal and Resegregation

The Brown court not only declined to provide a
timetable for desegregation but also left open the
interpretation of educational opportunity, which it
called “a right which must be made available to all on
equal terms.” Was this a directive simply to end state-
mandated segregation in public schooling, or a direc-
tive for states and districts to act affirmatively to
integrate public schools? Supreme Court decisions in
the late 1960s and early 1970s tended to affirm the
broader interpretation; later decisions did not, and so
paved the way for the subsequent resegregation.

With Milliken, the goal shifted from integration to
some form of reparations for the damage allegedly
caused by segregation. The question was no longer
how society could realize the promise of equal educa-
tional opportunity for all, but rather how school dis-
tricts could return to the status quo. In a series of
decisions in the 1990s, the Supreme Court essentially
answered this new question and laid out a procedure
for dismantling desegregation. As a mandate for
desegregation, Brown was over. Allowed to jettison
busing plans in favor of a return to neighborhood
schools, many school districts did.

In Board of Education of Oklahoma City v. Dowell
(1991) and Freeman v. Pitts (1992), the Supreme
Court outlined the conditions under which desegrega-
tion orders can be lifted. For example, a court super-
vising a school district’s desegregation plan can free
the district from oversight if it meets some, but not
necessarily all, of the requirements laid out in Green.
In Missouri v. Jenkins (1995), the Court then said that
a district need not show that changes have actually
improved minority students’ academic achievement.

Racial and ethnic segregation in the nation’s public
schools intensified throughout the 1990s and early years

of the twenty-first century, as the nation’s diversity
increased. Although schools in parts of the South have
been the most integrated for many years, and schools in
metropolitan areas in the North the most intensely seg-
regated, Black communities in every part of the country
are now experiencing increasing segregation. In addi-
tion, segregation of Latinos has increased steadily since
the late 1960s, when the first national data were col-
lected. More than one out of every three Black and
Latino students now attend schools that are overwhelm-
ingly (90 to 100 percent) minority.

The resegregation of the nation’s public schools
reflects economic as well as racial isolation. More
than three quarters of the intensely segregated schools
are also “high-poverty” schools, which on the whole
have less funding and lower student achievement than
“low-poverty” schools. Nationwide, during the
2002-2003 school year, the highest poverty school
districts had $907 less to spend in state and local rev-
enues per pupil than the lowest poverty districts.
Disparities are particularly stark in major metropoli-
tan areas. For the 2002-2003 year, per-pupil spending
in the Chicago schools (87 percent Black and
Hispanic, 85 percent low income) was $8,482, but in
the nearby New Trier district (2 percent Black and
Hispanic, 1 percent low income), it was $14,909. In
the Philadelphia area, per-pupil spending in the city
schools (79 percent Black and Hispanic, 71 percent
low income) was $9,299, but in the nearby New
Hope-Solebury district (1 percent Black and Hispanic,
1 percent low income), it was $14,865. This pattern
holds for large metropolitan areas across the nation.
Students of color in high-poverty city districts have
less than students in White, wealthier suburban dis-
tricts of almost everything money can buy for schools:
state-of-the-art buildings in good repair; well-qualified
and adequately compensated teachers; and opportuni-
ties to participate in art, music, and sports programs as
well as rigorous college-prep classes.

Although a direct correlation cannot be drawn
between student achievement and integration, achieve-
ment measures have fluctuated with desegregation and
resegregation patterns. Reading and math achievement
among African Americans and Latinos climbed sub-
stantially during the 1970s and 1980s, a period of school
desegregation and relatively well-funded antipoverty
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programs, and the Black-White achievement gap nar-
rowed by more than half. Progress stopped in the mid-
1990s, however, and the gap reopened.

The National Assessment of Education Progress
(NAEP), widely regarded as the “Nation’s Report
Card,” shows that Black and Latino twelfth graders’
achievement in reading and math is on a par with White
eighth-graders’ achievement. Nationally, only about
half of all Black, Latino, and American Indian students
graduate from high school in four years. Under the fed-
eral No Child Left Behind (NCLB) law, schools receiv-
ing Title I funding must show annual improvements in
student test scores or risk sanctions. In many districts,
poor children of color are bearing the brunt of this
accountability “stick.” Schools in Houston, New York
City, and Orlando have been called to task for retaining
ninth graders regarded as unlikely to boost a high
school’s overall test scores or of pushing low-perform-
ing students into GED programs—without counting
them as dropouts. In starkly disproportionate numbers,
these are poor and minority students.

Brown's Legacy

Arguably both the 1954 Supreme Court decision that
gave the dream of racial equality the stamp of the
nation’s highest court and the White resistance to the
declaration of an end to segregated schooling fueled
the civil rights movement, which continues to shape
life in the United States. At the same time, although
considerable progress was made in the South after
elected officials threw their weight behind Brown,
there have been no significant policy initiatives to fos-
ter desegregated schooling for more than thirty years.
The movement instead has been toward resegregation.
Although no longer mandated by law, ‘“‘separate”
schooling for Whites and students of color is the pre-
dominant experience in public schools.

The Brown court did not address inequities in school
funding. Nevertheless, its strong affirmation of educa-
tion as “perhaps the most important function of state and
local governments” and its belief that no “child may rea-
sonably be expected to succeed in life if he or she is
denied the opportunity of an education” invited attention
to disparities. Forty-five states have now faced, or are
facing, challenges to their systems of school funding,

and plaintiffs have prevailed in more than half these
cases. Nevertheless, funding gaps remain.

NCLB has refocused attention on the equity and
adequacy of resources, in light of new accountability
expectations. Intended to end what President Bush
called “the soft bigotry of low expectations” and to
close the racial achievement gap by holding all
students to the same high standards, the law requires
schools to show steady progress in student achieve-
ment toward a goal of 100 percent proficiency by the
year 2014. Initial studies show little change, however,
either in overall student achievement patterns or in
racial/ethnic achievement gaps since 2001—that is, on
the NCLB watch.

Propelled by the dream affirmed in Brown, some
activists, such as Gary Orfield, director of the Civil
Rights Project at Harvard University, continue to work
toward a vision of desegregated schooling. Others,
such as Derrick Bell, visiting professor at New York
University’s School of Law, argue that it’s time—past
time—to focus instead on “desegregating the money,”
whether or not schools are racially integrated. Given
decades of “White flight,” Bell believes fairer funding
is the best hope for millions of poor students of color
still waiting for the equal opportunity that Brown
promised but that the nation has not yet delivered. The
ambiguous Brown decision—given its erratic and
contested implementation, its heralded place in U.S.
history, and persisting inequalities in educational
opportunity—supports both commitments.

Sue Books
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BULLYING

School bullying is a phenomenon that affects a large
population of students in many countries. In a 2001
study of over 15,686 U.S. students enrolled in public
and private schools, T. R. Nansel and colleagues
found that 29.9 percent of the students in Grades 6
through 10 reported moderate to frequent involvement
in bullying at school. The 2001 National Crime
Victimization Survey indicated that 14 percent of
American children ages twelve through eighteen in
public and private schools had been bullied in the last
six months. Bullying is often defined as a form of
aggression that occurs between individuals and
groups of students, and it differs from normal student
conflict because it is repetitive and involves a social or
physical power imbalance. Bullying can be verbal
(e.g., name-calling), physical (e.g., shoving), social
(e.g., rumor spreading), and electronic (e.g., name-
calling through text messaging).

Often using a social-ecological approach to under-
standing, researchers have identified features of indi-
viduals and aspects of the family, peer group, school,
and community environment that contribute to or deter
bullying. School bullying is a problem that needs to be
addressed through targeted prevention efforts that take
into account both risk and protective factors.

Research has documented the fact that children
experience bullying differently, in terms of both behav-
ioral patterns and psychosocial adjustment. Differences
among children involved in bullying have been concep-
tualized into categorization of four groups: bullies,
bully-victims (who are victimized and also bully oth-
ers), victims (who do not report bullying others), and
nonaggressive children. The discrimination between
bully and bully-victim groups has aroused particular
interest because these subgroups appear to display
different patterns of aggression. Bullies exhibit a more
goal-oriented aggression, entailing more control and
planning. In contrast, the bully-victims tend to display
a more impulsive aggression, manifesting poor regula-
tion of affect and behavior, which is perceived as par-
ticularly aversive by their peers. Bully-victims as a
group report attention deficits, hyperactivity, and acad-
emic and conduct problems in the classroom and have
higher depression and anxiety.

The Social-Ecological
Perspective on Bullying

Involvement in bullying and victimization is the result
of the complex interplay between individuals and their
broader social environment. Urie Bronfenbrenner’s
(1979) classic ecological theory is often used to illus-
trate the interrelated nature of the individual, multiple
environments, and engagement in bullying behaviors.
The social-ecological theory of bullying posits that
perpetration is reciprocally influenced by the individ-
ual, family, peer group, and school.

Individual Characteristics

For decades, males have been considered the more
aggressive sex. In hundreds of studies, most of the
research on aggression has found that, as a group,
boys exhibit significantly higher levels of aggres-
sion than girls do. Recently, however, a number of
researchers have begun to question whether males are
the more aggressive sex. Several different terms have
been used to describe female-oriented types of aggres-
sion, including indirect aggression, relational aggres-
sion, and social aggression. Relational aggression
includes behaviors that are intended to significantly
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damage another child’s social standing or reputation.
In numerous studies, relational aggression has been
shown to be more prevalent among girls than boys
because boys typically engage in more overt forms of
aggression. However, some research results have con-
tradicted these findings by producing data in which no
significant sex differences have emerged. Therefore,
there is no consensus as to whether boys bully more
than girls do.

Bullies often report adverse psychological effects
and poor school adjustment as a result of their
involvement in bullying. Whereas victims tend to
report more internalizing behaviors, bullies are more
likely than their peers to engage in externalizing
behaviors, to experience conduct problems, and to be
delinquent. Furthermore, long-term outcomes for bul-
lies can be serious; compared to their peers, bullies are
more likely to be convicted of crimes in adulthood.
One study conducted in the United States revealed
that youth identified as bullies in school had a one in
four chance of having a criminal record by age thirty.
Anger has also consistently emerged as an important
correlate of bullying perpetration.

Empathy seems to play an important role in bully-
ing. Research has consistently found negative associa-
tions between empathy and aggression, and a positive
correlation between empathy and prosocial skills.
Empathy is defined as one’s emotional reaction to
another’s state and consists of experiencing the per-
ceived emotional state vicariously. However, it appears
that children’s positive attitude toward bullying medi-
ates the relation between empathy and bullying.

Family Factors

With respect to the family context, bullies, as a
group, report that their parents are authoritarian, con-
done “fighting back,” use physical punishment, lack
warmth, and display indifference to their children.
Parents can also contribute to a decrease in children’s
aggression over time; aggressive children who experi-
enced affectionate mother-child relationships showed
a significant decrease in their aggressive-disruptive
behaviors. Furthermore, these positive parental
connections appeared to buffer the long-term nega-
tive consequences of aggression. Children who have

insecure, anxious-avoidant, or anxious-resistant attach-
ments at the age of eighteen months are also more likely
than children with secure attachments to become involved
in bullying at the age of four and five years.

Peer-Level Characteristics
Associated With Bullying

Given the social-ecological perspective that indi-
vidual characteristics of adolescents interact with
group-level factors, many scholars have turned their
attention to how peers contribute to bullying. Several
theories dominate the literature in this area, including
the homophily hypothesis, attraction theory, and dom-
inance theory. These theories taken together present a
complex picture of how peers influence each other
during early adolescence. The homophily hypothesis
suggests that students hang out with peers who are
similar in attitudes and behaviors, as in the saying,
“birds of a feather flock together.” Studies examining
peer networks have found support for the homophily
hypothesis in that peers not only affiliate with students
with similar levels of aggression but also start bully-
ing more if their peers are bullying. Dominance theory
indicates that bullying is used as a method to establish
power among peers. Indeed, bullying is seen as a way
to establish the pecking order as students transition
from elementary to middle school. Attraction theory
posits that students entering early adolescence are
attracted to qualities that are indicative of adulthood
and a sense of independence from parents. Studies
supporting this theory indicate that girls’ and boys’
attraction to aggressive peers and students who bully
increases when they enter middle school.

School Factors

Much of the research on school factors and bullying
has focused on components of school climate. School
climate is a particularly important variable to consider
because adult supervision decreases from elementary
to middle school. In turn, less structure and supervi-
sion are associated with concomitant increases in
bullying rates among middle school students. For
instance, at particularly salient times such as recess,
diminished supervision can have important ramifica-
tions. Classroom practices and teachers’ attitudes are
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also relevant components of school climate that con-
tribute to bullying prevalence. Aggression varies from
classroom to classroom, and in some instances aggres-
sion is supported. Bullying tends to be less prevalent in
classrooms in which most children are included in
activities, teachers display warmth and responsiveness
to children, teachers respond quickly and effectively
to bullying incidents, and parents are aware of their
children’s peers relationships.

Risk and Protective Factors

Both individual and group characteristics influence
the likelihood of bullying. Risk factors for bullying
perpetration include individual characteristics such as
being male, having less empathy, being morally disen-
gaged, and having positive attitudes toward bullying.
In some cases, perpetration is associated with other
forms of delinquency. The ability to feel morally
engaged with others is a protective factor, while moral
disengagement appears to be associated with a posi-
tive attitude toward bullying. Risk factors also include
less perceived social support from family members
and insecure and/or anxious parental attachments.
Peer group affiliation also plays an important role, as
members appear to socialize one another to bully oth-
ers through group norms that support bullying per-
petration. Characteristics of teachers and of the
classroom environment also serve as both risk and
protective factors. Only programs that consider these
factors will be successful in impacting the ecology
surrounding bullying.

Dorothy L. Espelage
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BUREAUCRACY

The original French word bureau denoted the baize
material used to cover the top of a desk. The Greek
suffixes kratia and kratos mean “power” or “rule.”
Thus, bureaucracy literally means to rule from a desk
or office to conduct governmental affairs. Alternatively,
bureaucracy is an instrument used by big business to
define means of production. As a sociological con-
cept, bureaucracy specifies the objective discharge of
business, through hierarchical administrative struc-
tures, according to calculable rules without regard for
personal prerogatives or preferences, transforming social
inclinations into rationally organized action. This
entry briefly describes how bureaucracy works and
then looks at the most prominent explanatory theories.

How Bureaucracy Works

In bureaucracies, complex tasks are broken into indi-
vidual activities and assigned as official duties that
clearly define the responsibilities, rights, scope or
authority, and competencies of the office. Rationality
determines rules and procedures that are administered
by trained experts, and objective purposes guide
the conduct of both officials and their subordinates.
Notably, documents are used extensively to facilitate a
flow of information throughout the organization and
to establish fixed rules and procedures for each indi-
vidual task.
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Bureaucracy operates under strict principles of
hierarchy. A chain of command organizes superior
offices, which supervise lower offices. Discharge of
authority is based on rules without regard to personal
judgment or favoritism. The correctness of authorita-
tive rules is rationalized and well established.
Procedures are established for the regulated appeal of
lower offices to corresponding superior authorities for
additional information and direction.

Thus, in the modern office, management is reduced
to a standardized set of rules and procedures adminis-
tered abstractly and impersonally. Employees are hired
after prescribed special examination and according to
predetermined qualifications, usually tied to educational
certifications. Compensation is based on the specific
duties of an office and not the individual characteristics
of the person who holds the office. Conditions for career
advancement are clearly delineated.

Official business is the primary concern of offi-
cials; their duties demand their complete attention,
whatever the length of obligatory working hours.
Officials do not own their means of production.
Regulations require the clear separation of an offi-
cial’s private funds and personal property from public
funds and resources, with clear and public accounting
for resources used to discharge official business.

Theoretical Background

Early use of the term bureaucracy includes a letter,
dated July 15, 1765, wherein Baron Grimm and the
French philosopher Denis Diderot said that bureaucracy
in France meant that officials of all kinds were
appointed to benefit public interests and that public
interest is necessary for offices—and officials—to exist.

Weber's View

The characteristics of bureaucracy were articulated
first quite fully by German sociologist Max Weber
early in the twentieth century. Weber described bureau-
cracy as technically superior to all other organizational
forms because it levels economic and social differences
while providing administrative functions or services.
Accordingly, he thought that public bureaucratization
increases as the possession of consumption goods rises,

raising the basic standard of living shared by a society:
As communications, technology, and public infrastruc-
tures become more complex, the need for personally
detached, objective experts becomes greater, and
bureaucratic offices or officials fulfill this function.

Further, Weber viewed bureaucracy and capitalism
as highly compatible, with capitalism acting as a cata-
lyst for the growth and development of bureaucracy
because it benefits from an administration that can be
discharged precisely, unambiguously, continually, and
quickly. With regard to the state, these characteristics
constitute a bureaucratic agency; with regard to the pri-
vate economy, they constitute a bureaucratic enterprise.

Weber also thought that bureaucratic systems would
operate efficiently because employees know their duties
precisely, allowing for quicker, more efficient task per-
formance. Standardized rules enable the organization to
respond readily to a variety of demands and aid decision
making. Rules and procedures based on rationality
allow a greater sense of purpose and direction.

Further, Weber identified historical examples of
clearly developed, though not pure, “big state” bureau-
cracies: (a) Egypt, during the period of the New
Kingdom (the oldest bureaucratic state administra-
tion); (b) the Roman Catholic Church; (c) China, from
the time of Shi Hwangti to the twentieth century; and
(d) modern states in Europe, the United States, and
elsewhere. He suggested that states with a political
organization utilizing officials to perform specific
duties were the genius of modern bureaucracies.
Bureaucracy’s origins are traced to the creation of
standing armies; to power politics; to the development
of public finance and commerce; and, with the modern
state, to increased complexity of and demands for
order and safety. According to Weber, the modern state
requires six types of bureaucratic structures: the judi-
ciary, the modern government agency, the military,
religious communities, states, and economies.

Marx’s Vision

From another perspective, Karl Marx traced the
historical origins of bureaucracy in his theory of mate-
rialism to four similar sources: religion, the formation
of the state, commerce, and technology. Marx differs
with Weber in that he did not see bureaucratization
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and rationalization as the ultimate organizational
structure, but only as a transitional stage from a world
of necessity to a world of freedom through communal
means. He did, however, agree with Weber that ratio-
nalization and bureaucratization are inescapable and
that they can produce individual alienation. Also, both
viewed bureaucracy as increasing the efficiency and
effectiveness of organizations.

However, Weber was not naive about bureaucratic
challenges. As he saw it, bureaucratization is limited
by the tendency to have bureaucracies assume more
tasks than they can manage or that they have funds to
support. Cultural influences, such as manipulation by
political forces for personal benefit, might also create
difficulty. Given the ubiquity of bureaucracy, chal-
lenges to Weber’s theories are legion. Elements
insufficiently or altogether unaddressed by traditional
conceptions of bureaucracy include, for example,
external competition, collaborative decision making,
the quality of performance and product, innovation,
management characterized by emotional intelligence,
customer-driven outcomes, protection of minority
rights, and teamwork. These gaps have led to the evo-
lution of new forms of bureaucratization: total quality
management, new public management, and digital-era
governance. Inevitably, most concepts are refined or
replaced in time, yet Weber’s conception remains
active and descriptive of small to large organizations
and governments worldwide.

Susan Krebs and Rodney Muth
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BuUsING

Busing is the means by which public school systems
across the United States have sought to achieve propor-
tionate representation in student enrollment of disparate
racial groups. Patterns of residential segregation in pub-
lic school districts where policy required students to
attend schools in their local area made achieving a
diverse student body a challenge. Transporting K—12
students via school buses to schools outside of their
neighborhood to satisfy court-ordered mandates
became a source of great tension among various school
communities. In addition, typical school funding for-
mulas that depend upon local property taxes raise ques-
tions about who can benefit from school district
resources. This entry looks at the origins of busing and
resulting protests and assesses the outcome.

Ordering Desegregation

The U.S. Supreme Court initiated the process of school
desegregation with its 1954 decision in Brown v. Board
of Education, which held that separate schools were
inherently unequal. The cognate 1955 Brown II deci-
sion was rendered to expedite the process by proposing
that school desegregation be carried out with “all delib-
erate speed.” What followed in the years (even decades)
post Brown I and II—confusion about how to comply
as well as massive resistance—revealed the depth of
emotion people attach to retaining the power to control
their children’s schooling experience.

The Brown decisions were particularly directed at
segregated schools in the Southern region of the
United States. Many all-White public schools in
the South employed a number of tactics to get around
the demand to desegregate, including closing schools
and establishing private schools, where they could
realize their desire to maintain “racial” homogeneity.
However, the Civil Rights Act of 1964 gave Brown
more muscle to encourage Southern school districts to
desegregate because it included a threat to cut off
funding to schools that practiced racial discrimina-
tion. By the end of the 1960s, the percentage of Black
students attending desegregated schools in the South
had increased substantially, partially due to busing.
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Intervention by the Supreme Court was still neces-
sary to attempt to resolve the problem caused by con-
tinued resistance to school desegregation efforts and
reinforced by residential segregation. In 1971, in
Swann v. Charlotte-Mecklenburg Board of Education,
a unanimous Supreme Court held that busing children
beyond their immediate residential areas was a legiti-
mate means to desegregate schools. Within a year of
the Swann decision, more than forty federal judges
promptly entered orders directing the use of busing to
eliminate school segregation.

Resisting Change

Searing media images of violence, protests, and civil
disobedience captured the sentiments primarily of
White families who did not want their children bused
out of their neighborhoods or Black children bused
into their neighborhoods. Popular polls taken during
the early 1970s found more than three out of four
respondents opposed busing. Black respondents were
about evenly split on the issue. Southern school dis-
tricts that opposed busing found allies in Northern
schools districts when lower federal courts began
ordering busing to remedy school segregation nation-
wide. The alliance sought antibusing legislation as a
way to resist what some perceived as interference with
their right to run their local schools, including the
right to allow residential patterns to determine school
profiles. Northern school districts in cities like Detroit,
Michigan; Denver, Colorado; Boston, Massachusetts;
and Milwaukee, Wisconsin, are on record for their
very public opposition to court-ordered busing
mandates.

Metropolitan Boston earned a notorious distinction
for its particularly violent response to court-ordered
busing. Massachusetts U.S. District Judge W. Arthur
Garrity, Jr’s ruling in 1974 found that consistent and
recurring patterns of racial discrimination in how
Boston public schools were being operated resulted in
unconstitutional segregation. A busing plan developed
by the Massachusetts Board of Education was used to
rectify the situation and implement the state’s existing
Racial Imbalance Law. The law required all schools to
seek racial balance by achieving a student enrollment
that was at least 50 percent White. The Boston school

committee openly disobeyed orders from the state
board of education to obey the law.

The desegregation plan sparked such violent criti-
cism among some Boston residents that Judge Garrity
himself was physically attacked. A photographer won
a Pulitzer Prize for capturing a shot of a Black attor-
ney named Theodore Landsmark leaving Boston City
Hall and being attacked by a White youth who used an
American flagpole as a lance. The televised images of
riotous protesters hurling insults and rocks at buses
during the start of the 1974 school year were reminis-
cent of 1950s and early 1960s Southern school deseg-
regation protests.

Today’s Strategies

The violent responses to busing during the mid-1970s
occurred during a period of time when a federal judge
supervised the city’s desegregation plan. When super-
vision of the plan ended fifteen years later, the Boston
School Board began using a “controlled choice” sys-
tem of assigning students to schools throughout the
city, which it continued for the next ten years. Since
September 2000, Boston has used a race-blind admis-
sions policy. The 2000 Census recorded Boston’s
White population at 54.48 percent and the Black and
Hispanic populations together at 39.77 percent.
Interestingly, Boston public schools are 86 percent
Black and Hispanic.

Similar trends have occurred in other urban school
districts. San Francisco, California, requires students
to attend schools outside their own neighborhoods to
promote racial diversity. Asians, primarily Chinese
Americans, are the ones who actively oppose this kind
of educational engineering.

In 1974, Prince George’s County, Maryland,
located in the east suburbs of Washington, D.C.,
became the largest school in the United Stated to
adopt a busing plan. The White population at the time
was 80 percent and growing. Busing effectively elim-
inated that growth to the point that now the county’s
residential population is less than 25 percent White
and more than 65 percent Black. The school district’s
numbers reflect even more dramatic shifts. The more
than 136,000-student school district is now less than
8 percent White and more than 77 percent Black.
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Chicago, New York, and many other metropolitan
public school systems have experienced demographic
changes not only from busing but from immigration
and economic shifts as well.

Evaluating the Outcome

To determine the success of busing as a tool for deseg-
regation requires consideration of several intersecting
factors. Some cite the Supreme Court’s limit on inter-
district remedies for segregation as a feature that boded
failure of the plans. Most desegregation plans have
favored intradistrict remedies. While that may have
worked for many Southern urban school districts, with
their majority White and majority Black schools, it has
not worked so well for many Northern school districts,
which contain only majority Black schools. Detroit is
an example of a Northern school district that
attempted to use interdistrict remedies to desegregate
all Black city schools by busing exchanges with
mostly White suburban schools. The plan was not suc-
cessful, and widespread protests led to a reversal of
the court plan.

Court-ordered busing for desegregation purposes
also met its demise because of an increasing tendency
of the federal courts to find that the effects of past
intentional discrimination and segregation had been
eliminated. Persistent segregated residential patterns
in the 1980s and beyond became an acceptable reason
to release school districts from their court-ordered
busing plans. The rationale of nonintentionality was
successfully argued. Although busing for desegrega-
tion continues, the strategies used to maintain it as a
viable tool have been broadened to include magnet
schools, charter schools, and similar controlled-
choice plans that allow parents to choose the schools
their children will attend.

The popular criticisms of busing, some more legiti-
mate than others, include concern for student safety, loss
of traditional community, stress of long-distance travel,
limits on student participation in extracurricular activi-
ties, and compromises on educational quality. All of
these prompt educators and stakeholders to rethink the
concepts of school and community. Busing joins a long
list of controversial strategies, such as affirmative
action, that have been used with mixed success to
enforce judicial and legislative policy. Promoting social,
political, and economic equality in American society is
a complex task of monumental proportions. Schools
will continue to be at the forefront of that struggle.

Jonathan Lightfoot
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CARDINAL PRINCIPLES OF
SECONDARY EDUCATION

A thirty-two-page booklet published in 1918,
Cardinal Principles of Secondary Education, radically
changed the curricular and social objectives of the
nation’s public secondary schools. Largely due to
mass immigration, urbanization, and industrialization,
the nation’s relatively young, public, secondary insti-
tutions began to see a sharp increase in enrollment.
Concerned with the democratic education of the
growing industrial nation, the National Education
Association appointed twenty-seven members to the
Committee on the Reorganization of Secondary
Education, which produced the booklet.

In the wake of World War I, the nation’s political
and economic climate was peculiarly conducive to the
social agenda set forth in Cardinal Principles of
Secondary Education. The publication outlined seven
principles meant to guide the social, moral, and intel-
lectual development of American public school
children between the ages of twelve and eighteen and
sought to educate both emergent self and citizen to
best realize the nation’s democratic ideals.

The first principle, Health, undertook to educate
youth about the habits necessary to promote and
maintain a hygienic, physically active nation. Acknowl-
edging the need for students to master remedial acade-
mic skills including reading, writing, and arithmetic,
Command of Fundamental Processes followed as the
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second principle. The third principle, Worthy Home
Membership, sought to prepare young men and women,
through “household arts” and academic disciplines, to
value the home and family as the foundational institu-
tion of the larger society. Vocation, the fourth principle,
was concerned with training future workers in specific
manual occupations and “right relations” with cowork-
ers so that they might better support their families and
contribute to society. Rather than a study of “constitu-
tional questions and remote governmental functions,”
the fifth principle, Civic Education, was primarily con-
cerned with instilling students with a sense of civic
pride and duty from the local to the national level. An
objective made possible by the relative national pros-
perity, the sixth principle, Worthy Use of Leisure,
sought to teach young adults to balance the interests of
culture and the arts with those of vocational obliga-
tions. Informing all of the preceding principles, the sev-
enth, Ethical Character, intended to shape an
individual’s code of moral conduct that she or he might
better serve democratic principles.

During the early part of the twentieth century,
sweeping social, political, and economic changes
gave rise to a cultural dynamic that demanded reform
of established institutions. The nation’s public schools
retain the ideological vestiges of the Cardinal
Principles of Secondary Education derived almost a
century ago.

Kristen Ogilvie Holzer
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CARLISLE BARRACKS SCHOOL

In 1879, U.S. Army Captain Richard H. Pratt persuaded
the federal government to allow him to establish an
off-reservation boarding school for American Indians
at the abandoned cavalry barracks at Carlisle,
Pennsylvania. The Indian Industrial School at Carlisle
became the model for the hundreds of government-
run American Indian boarding schools developed after
1879 as the government policy shifted from supporting
religious organizations schools, often on or near
where the native peoples lived, to government-run,
off-reservation schools.

Removal from family, tribe, language, place, and
culture was intended to speed the assimilation of the
native children into the dominant Anglo society.
Besides its total immersion of native people in Anglo
culture and its militaristic methods, the school is noted
for its Indian arts program taught by natives; the sys-
tem that placed native students in Anglo homes, busi-
nesses, or farms to work; and an athletic program that
produced football teams that beat the best college
teams. Olympic gold medalist Jim Thorpe attended
Carlisle and was voted the greatest athlete of the first
half of the twentieth century in the United States.

The school closed on September 1, 1918, with
pressure from U.S. senators in the West pushing for
more schools in the West, congressional investigations
of mismanagement at Carlisle, and the need for hospi-
tals for soldiers fighting during World War 1. The old
barracks reverted to an Army hospital. Although it has
been closed for nearly a century, the Carlisle Indian
Industrial School continues to have an effect into the

present. The school became the model for the residen-
tial school system and the lynchpin for destruction of
native cultures, which has adversely affected the lives
of native peoples for generations.

Pratt commanded African American cavalry troops
and American Indian scouts in Indian Territory after
the Civil War. He became convinced that the natives
could be like the Whites if given the proper training.
He volunteered to be in charge of seventy-two Native
Americans charged with various crimes and impris-
oned at Fort Marion in Florida. He started language
instruction, drill, and other educational activities.
These successes allowed him to convince General
Armstrong to establish an Indian Department at
Hampton Institute in Virginia, which had been estab-
lished for freed slaves. Success there combined with
local support in Carlisle, and concerns over the mix-
ing of the two races at Hampton led to approval of the
Carlisle Barracks School.

Native students’ physical appearance was quickly
transformed by haircuts in Anglo style and military
cadet-style uniforms. For many native males, hair
length had cultural significance, with cutting often
associated with mourning. Pratt proudly displayed
before and after photographs.

Students were prohibited from speaking their own
languages, were given English names, and were
instructed in language by copying and imitating. Half
their day was spent in academics and half at work or
industrial training. Church attendance was required.

For many students, Carlisle was the end of their
life. Disease and despair caused many deaths. For
instance, the school reported that 21 out of 637
students died in 1889. In Pratt’s twenty-four years at
Carlisle, less than 160 students graduated. Many
students were sent to Anglo homes under the outing
system. Originally, they were paid for their work, but
later they became a source of cheap labor, especially
in schools out West.

After Pratt’s departure, Indian culture became more
acceptable at the school, and Angel De Cora, a mixed-
blood Winnebago with degrees from Hampton, Smith,
and Drexel, was hired to teach art. Sports began to rule
the school, especially football. The football team
played the big colleges and was coached for a number
of years by Glenn S. “Pop” Warner. The team produced
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many All-American selections, including Jim Thorpe
in 1912. Other sport champions included Louis
Tewanima in track and Charles Bender in baseball,
who later pitched in a World Series. Yet, it was the
highly successful football team, with its ability to raise
big funds, which helped stir the congressional investi-
gation in 1914 over alleged mismanagement that even-
tually led to the school’s closing.

Michael W. Simpson
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CATECHISMS

An instructional tool for teachers and students of
religious education, a catechism is a textbook whose
primary goal is to provide clear, precise, and brief
answers to fundamental questions. Typically structured
in the question-and-answer format, a catechism proposes
a basic question, and then proceeds to answer it
immediately. Catechisms thus provide a quick but exact
summary of religious doctrine in a highly accessible
and easy-to-understand layout.

The word catechism, and its cognates, catechesis
and catechetical, have their origin in the Greek verb

katechein, which is often associated with the theater
and the ancient agora or marketplace; it means, “to
make resound or echo.” Thus, oral instruction is
suggested in the etymology of the verb. While
Christianity popularized the common use of cate-
chisms, the pedagogical technique is rooted in both
the Greek Socratic method and the manner of instruc-
tion found in rabbinical schools and synagogues. The
question-answer format invites the participation of
two, a master and a follower, a teacher and a student,
a parent and a child. The use of catechisms was
popular in the early days of Christianity, especially in
the education of children and converts.

Catechisms tend to merit greater attention and
receive wider distribution during difficult and chal-
lenging times. Martin Luther authored a famous cate-
chism called the Small Catechism (1529), followed by
his Large Catechism (1530), both of which figured
prominently in the Reformation and are still available
and widely used today.

Peter Canisius wrote a popular catechism in the
Roman Catholic tradition in 1555. However, the
Council of Trent published the most authoritative
catechism of this era in 1566. Intended as a tool to
combat the influences of the Protestant Reformation,
the Catechism of the Council of Trent served as
a reference work for clergy preparation for over
400 years.

The Baltimore Catechism was a popular presenta-
tion of Roman Catholicism that served as a classroom
text in many Catholic schools from its publication in
1885 through the 1960s. The catechism took its name
from the council or meeting of bishops which pro-
duced it—the Third Plenary Council of Baltimore.

Other Christian denominations have produced cat-
echisms. The Heidelberg Catechism (1563) originated
as a work of Calvinism and is the most widely used
catechism in the Reformed churches. A catechism for
the Anglican Communion can be found in the Book
of Common Prayer. The most popular Catholic cate-
chism in the United Kingdom for many years was the
Penny Catechism.

Modern-day catechisms have tended to serve as
major reference works and compendia of doctrine
rather than as pedagogical instruments. The first new
universal catechism of the Roman Catholic Church
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since the Council of Trent, The Catechism of the
Catholic Church (1994), is not structured in the tradi-
tional question-and-answer format. It contains mostly
highly annotated essays of theological depth, serving as
a primary reference for educated, sophisticated readers.
More recently, abbreviated versions of this catechism
have been produced to provide easier access for
more readers.

Ronald J. Nuzzi
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CatHoLIC EDUCATION, HISTORY OF

The first Catholic schools were founded in the early
seventeenth century in what are now the states of
Florida and Louisiana, predating the schools of Puritan
Massachusetts. Beset by conflicts with public officials
and anti-immigrant nativist forces, to say nothing of
internal disputes, Catholic education nevertheless
prevailed. While the Catholic school population
peaked in the 1960s, the schools have enjoyed a
considerable revival at the turn of the twenty-first
century, often serving non-Catholic students with lay
teachers. This entry discusses that history and record
of achievement.

Early History

Catholics constituted a minuscule portion of the coun-
try’s population when the nation’s first Catholic
bishop, John Carroll, called for the instruction of
Catholic youth in 1792 with the goal of insuring their
religious commitment. Catholics had often been vic-
tims of religious persecution in the early years of
nationhood, and the Church’s U.S. leaders looked to
the often gender-specific schools—some day schools,

and others for boarders—to preserve the faith of
young Catholics.

Common schools, the forerunners of today’s public
schools, were begun in the 1830s in Massachusetts
under the leadership of Horace Mann and existed in
most of the Northern states by the time of the Civil
War. Established at the elementary level and sup-
ported by public taxation, the schools were nominally
nonsectarian but broadly Protestant, their moral foun-
dations resting on the King James version of the Bible
and what Mann termed “common core Christianity.”

Insistence on the use of Protestant practices in
these schools, however, created difficulties for
Catholics who attended them. At the Fourth Provincial
Council of Baltimore in 1840, the Catholic bishops
first took note of these problems, which included
devotional reading of the King James version of
the Bible, anti-Catholic curricular materials, and
Protestant personnel in charge of the schools.
Tensions between Catholics
Americans grew as immigration swelled the Catholic

and their fellow

ranks. Between 1821 and 1850, nearly 2.5 million
Europeans entered the country, many of whom were
Catholic. The punishment of Catholic children who
refused to follow Protestant practices in the schools
was one expression of this hostility.

The establishment of a separate system of Catholic
parish (parochial) schools, founded to educate
Catholic children in faith and morals as well as letters,
was one result of this conflict. Not all Catholics con-
curred with this policy, as some felt that the Church’s
efforts should focus on social problems. German-
American Catholic bishops were especially commit-
ted to providing Catholic schools to preserve the faith
and customs of their people. They admonished parents
of the dangers to their children inherent in the public
school system, which could lead to religious indiffer-
ence and a consequent abandonment of their faith.

After the Civil War

The growth of the secular “American” public school
was seen as the major threat to the faith and morals of
Catholic children after the Civil War. No longer was
the main menace the pan-Protestant, allegedly non-
sectarian public school.
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In 1875, the Catholic population in the United
States, fed by immigration, exceeded 5.7 million,
served by 1,444 parishes. With mounting costs and a
largely poor membership, Catholic bishops sought
public funds for their schools, arguing that the state
had the duty to assist parents to meet their God-given
responsibility to educate their young. Many Americans
resisted these efforts. President Ulysses S. Grant pub-
licly insisted that free public schools should be the
sole recipient of public funds. Shortly thereafter,
Congressman James G. Blaine introduced an amend-
ment that would have prohibited any state funds being
used for religious purposes, including schools. His
amendment passed in the House but failed in the
Senate. Between 1877 and 1917, however, the “Blaine
Amendment” was enacted by 29 states.

Meanwhile, dissent arose within the Catholic hier-
archy over the need for Catholic schools. In 1875
the Vatican’s Congregation of the Propagation of the
Faith, which was in charge of the U.S. church at the
time, called on Catholic leaders to build Catholic
schools and on the laity to support, maintain, and have
their children educated in them. Local bishops were
left to decide if it would be permissible for Catholic
children to attend local public schools.

This position was underscored by leaders of the
American church meeting at the Third Plenary Council
of Baltimore in 1884. The bishops passed two decrees
that set official Catholic policy regarding education for
decades: (1) each parish was to have a school within
two years, unless the local bishop allowed otherwise;
and (2) Catholic parents were to send their children to
those schools unless exempted by the local bishop. The
driving force behind these decrees was the belief that
the future of the Church in the United States rested on
the success of these schools. The impact of the decrees
was limited; the percentage of parishes with schools
increased from 40 percent to 44 percent in the decade
after the Baltimore council. Thus, the goal of “every
Catholic child in a Catholic school” was never close to
being met in the nineteenth century.

A New Century'’s “School Question”

“Americanism,” or citizenship education, based on the
English language, became the watchword in public

education as the nineteenth century neared its end.
Moral education had become divorced from religious
education; the former was the province of the public
school, the latter the terrain of home and church in this
framework. Public schooling had become more cen-
tralized, bureaucratized, and systematized. At the
same time, immigration increased the American
Catholic population from 6,143,222 to 17,735,553
between 1880 and 1920. American nativists saw this
as a threat, and the public school was increasingly
seen as the means of assimilating Catholic children.

On the Catholic side, Pope Leo XIII declared that
the state should respect the rights of the Church in those
areas that it considered its field, which included educa-
tion. Catholics were instructed to follow the teachings
of the Church, which led to the charge by some
Americans that Catholicism and Catholic schools were
“foreign” entities. Although they faced religious penal-
ties, including being refused the sacraments, some
Catholics, lay and clerical, opposed the Church’s offi-
cial position on Catholic schooling. This was true even
within the Catholic hierarchy. Liberals, like Archbishop
John Ireland of St. Paul, Minnesota, attempted to work
out viable compromises with government, whereas
conservatives, such as Archbishops Michael Corrigan
of New York and Frederick Katzer of Milwaukee, urged
total commitment to Catholic schools and denounced
the public schools in rather harsh terms. The struggle,
which was featured in the public press, became heated.

Dedication to Catholic schools was to some degree
rooted in the wish to preserve their ethnic heritage
among certain groups of Catholics, for example,
Germans and Poles. Some American government offi-
cials, public educators, and religious leaders saw the
ethnic Catholic commitment to parochial schools as
“un-American” and called for means, including legisla-
tion, to control or perhaps destroy them. Nonetheless,
enrollment in Catholic schools, which like public
schools of the period was mostly at the elementary
level, continued to grow, from 405,334 in 1880 to
1,701,219 in 1920.

The World Wars

World War 1 released passions hostile to anything
“foreign” in the country, especially anything German.
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As a result, the American hierarchy and prominent
Catholic educators worked to eliminate old world
customs, including teaching in a foreign language, in
Catholic parochial schools. Catholic schools were
becoming assimilated.

Nonetheless, there were attempts to curtail or even
eliminate them, the most threatening of them an
Oregon law that would have required attendance at
public schools by all children between the ages of
eight and sixteen on the grounds that attendance was
necessary for citizenship. The U.S. Supreme Court
ruled the law unconstitutional, stating that “the child
is not the mere creature of the state”; parents retained
the right to send their children to private schools as
long as those schools offered secular as well as reli-
gious education (Pierce v. Society of Sisters, 1925).

During this period, two men improved the quality
of Catholic schools. Thomas Edward Shields of the
Catholic University of America (CUA) endeavored to
apply the ideas of progressive education to Catholic
schools, writing several textbooks, but he was not able
to obtain the support of conservative Catholic clerics
and educators. One of Shields’s students, George
Johnson, earned the title of “bridge-builder” (for
building bridges among Catholic groups and between
Catholic and governmental agencies) and spearheaded
Catholic participation in professional educational
activities at the national level.

Issues related to school accreditation and teacher
certification confronted Catholic schools. Who was
going to have the basic responsibility for preparing
the teaching staffs of Catholic schools, made up over-
whelmingly of religious women? After some dis-
cussion, the preparation of teachers was left to the
respective religious orders.

With a world awash in a sea of totalitarianism from the
left and right, Pope Pius XI issued his encyclical “The
Christian Education of Youth” in 1929. Recognizing that
three societies have rights in education—the family,
the Church, and the state—the Pope reiterated
Catholic teaching that parents, not governments, are
the primary educators of children. Education, he
averred, must be God centered and directed to
humans’ last end. Attendance at a Catholic school was
the ideal for all Catholic children.

In the 1920s, American secondary school educa-
tion experienced a huge spurt in enrollment, and
Catholic schools were not unaffected. Interparish high
schools and parish high schools joined the private
Catholic schools that usually were owned, operated,
and staffed by a religious order; these were often seg-
regated by gender. In 1936, 1,945 Catholic secondary
schools had an enrollment of 284,736, and 7,929
elementary schools had 2,102,889 students.

After World War I

Between 1940 and 1959, non—public school enroll-
ment increased by 118 percent compared with a 36
percent gain in the public sector. Catholic schools
were crowded, and suburban parishes were hard-
pressed to meet the demands of parishioners for
Catholic schools. This growth led to renewed inter-
est in governmental financial aid to Catholic schools,
either indirectly through the parents or directly to the
school itself. In 1947, the Supreme Court upheld, by
the narrowest of margins (5—4), the constitutionality
of providing transportation at public expense to
children who attended a faith-based school (Everson
v. Board of Education, 1947).

Parishes continued to face severe financial pres-
sures, however, made worse by the small number of
nun teachers whose limited financial compensation
made the schools possible. Citizens for Educational
Freedom, composed mainly of Catholic laity under
the leadership of Virgil C. Blum, S.J., a political
scientist, was founded to obtain public support for
Catholic schools. Arguing that children (and their
parents) should not be penalized for their choice of
school, the group aggressively sought funds as a con-
stitutional right for those who chose religiously affili-
ated schools under the Fourteenth Amendment.

Internal Turmoil

The second Vatican Council, convened by Pope John
XXIII on October 6, 1962, shook the foundations of
the Catholic Church worldwide and Catholic schools
in the United States in particular. In Are Parochial
Schools the Answer: Catholic Education in the Light
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of the Council, a lay Catholic, Mary Perkins Ryan,
argued that the clerical-dominated parochial schools
had worked well for an immigrant, poor Catholic
minority in the nineteenth century, but they had served
their purpose and were now anachronistic. Catholic
education should focus on adults, not roughly half of
Catholic children, and on the liturgy, she argued, and
parents should assume their rightful role in the reli-
gious education of their children.

Reaction to Ryan’s book was swift, with some
Catholic educators attacking her orthodoxy. In the
1965-1966 school year, Catholic K-12 enrollment
reached an all-time high of 5.6 million pupils, about 87
percent of non—public school enrollment and 12 per-
cent of all K-12 students in the nation. Then, enroll-
ment plummeted; by 1971-1972, it had reached little
more than 4 million, a drop of over 1.5 million students
in six years. Accompanying this decline was the grow-
ing question about the effectiveness of Catholic
schools. The source of these questions included several
of the religious orders that had heavy investments of
personnel and money in the schools, along with leading
prelates, such as Cardinal Joseph Ritter of St. Louis.

As Catholics moved from central cities to the sub-
urbs, a sizable number of Catholic schools in the inner
cities were closed. This led some, including Monsignor
James C. Donohue, an executive of the United States
Catholic Conference, the official arm of the U.S.
Catholic bishops, to wonder if the closings meant the
Church was abandoning the poor. Meanwhile,
Monsignor O’Neill C. D’ Amour, an official of the
National Catholic Educational Association (NCEA),
was calling for Catholic school boards at the diocesan
and local levels, with real, not simply advisory power.
The Church needed to emphasize the professional
over the pastoral and religious aspects of Catholic
schools, he believed.

Attempts to obtain government financial aid to bol-
ster the monetarily strapped schools received a setback
in 1971, when the Supreme Court ruled that the pur-
chase of secular services, which had been approved by
the states of Pennsylvania and Rhode Island, amounted
to “excessive entanglement” and thus were unconstitu-
tional under the Establishment Clause of the First
Amendment (Lemon v. Kurtzman, 1971).

At this critical juncture, the nation’s Catholic bish-
ops issued a declaration emphasizing the religious
mission of the Catholic schools to teach doctrine,
build community, and serve all humankind. The
Catholic school was a “faith community,” the bishops
said. This goal was made more difficult because the
percentage of nun teachers, steeped in religious tradi-
tions, dropped constantly during the 1970s, decreas-
ing from 56.7 percent in 1968-1969 to 24.6 percent in
1981-1982. New means had to be found to develop
spirituality in the largely lay staff, if the schools were
to be “faith communities.”

The presence of lay teachers gave rise to a new
phenomenon for Catholic schools—collective bar-
gaining. Catholic social teaching had long upheld the
right of workers to join unions and to strike as the
final means for their rights. The 1970s saw the insti-
tutional Church pitted against some of its own mem-
bers in strikes like the one that took place in Chicago’s
Catholic schools.

In 1976, a group of authors concluded in Catholic
Schools in a Declining Church that Catholic schools
still enjoyed the support of the Catholic laity, but in
the controversial afterword, Father Andrew Greeley
recommended that the hierarchy get out of the school
business and turn the running of the schools over to
the laity. The bishops did not heed Greeley’s unso-
licited advice.

A Comeback in the 1980s

In 1981-1982, Catholic school enrollment had
declined to 3,094,000, down approximately 1 million
from ten years earlier. Catholic educators were issued
a threefold challenge by Alfred McBride, a former
NCEA official: to keep Catholic schools Catholic in
all aspects, to maintain academic excellence, and to
achieve financial stability. The American bishops
praised the schools for what they had done for the
Church and called on them to provide a high quality
education in a setting infused with Gospel values. The
support of Catholic schools by bishops and priests,
however, was not overwhelming.

The Catholic presence remained in the inner cities.
The Milwaukee-based Catholic League for Civil
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Rights in 1982 reported sixty-four schools in eight
central cities with a student population that included
54 percent Title I recipients, a third of them non-
Catholic and nearly 79 percent minority. Catholic
schools provided these pupils a safe environment,
emphasized basic learning skills, and fostered moral
values, the report said. The cause of Catholic schools
was furthered in the 1980s by the work of James
Coleman and associates, who attested to the academic
achievement of Catholic schools and underscored their
community support, what Coleman called the “social
capital” that gave them a distinct advantage over pub-
lic schools. Another endorsement from an “outside”
source came in 1993, with the publication of Anthony
Bryk, Valerie Lee, and Peter Holland’s Catholic
Schools and the Common Good. Decentralization, a
shared set of moral beliefs, a shared code of conduct,
small size, and emphasis on academics were the traits
said to distinguish Catholic secondary schools.

In 1989-1990 there were 8,719 Catholic schools
operating in the country, 7,395 at the elementary level
and 1,324 secondary; 23 percent of the total enroll-
ment were minority youth, and 64 percent of African
American students were not Catholic. The growing
non-Catholic presence among students and staff led to
questions about the Catholic identity of these schools
that had never arisen previously. During the 1990s,
new Catholic schools opened at the rate of 21 per year;
since 1985, 230 Catholic schools had opened of which
204 were elementary and 26 were secondary. Catholic
schools’ enrollment had also increased by a rate of
3.8 percent, but their market share had dropped from
6.3 percent to 5.6 percent during that decade.

Thomas C. Hunt
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CATHOLIC SCHOOLS,
CONTEMPORARY ISSUES

Contemporary Catholic schools face major challenges
at the beginning of the twenty-first century, the most
basic being money—or lack of it. This is particularly
true in the urban areas where, in the decade between
1986 and 1996, the number of Catholic elementary
schools declined from a total of 3,424 to 3,139, about
8.3 percent; their suburban counterparts dropped from
2,232 to 2,150, a decrease of almost 3.75 percent. The
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number of urban secondary schools declined from 750
to 613, whereas suburban secondary schools recorded
a smaller loss, decreasing from 420 to 413.

The situation has grown worse since then, as the
recent announcement by the National Catholic
Educational Association (NCEA) revealed. In the
2004-2005 academic year, 173 Catholic schools,
many in urban areas, were either closed or consoli-
dated, constituting a decline of 2.6 percent, due to ris-
ing costs, changing demographics, and declining
enrollment. Subsequently, the Archdiocese of Chicago
announced that 5 of the 23 elementary schools desig-
nated for closing would reopen in the fall of 2005 due
to positive financial developments. In 2004-2005, 37
new Catholic schools opened, and one third of exist-
ing Catholic schools had a waiting list. Many of these
schools were in urban areas, such as Chicago, Detroit,
Brooklyn, and St. Louis. The preceding year, 123
Catholic schools were closed or consolidated, while
34 new schools were opened.

This entry describes the present challenges facing
Catholic elementary and secondary schools.

Professional Personnel

Historically, the vast majority of principals and teach-
ers were members of religious orders (nuns or broth-
ers) or clergy. At the elementary level, they were
overwhelmingly nuns. In 2004-2005, however, the
full-time professional staff at Catholic elementary
schools was 95 percent laity and 5 percent religious
or clergy.

This change has had several crucial consequences
for Catholic schools. The financial burden is obvious;
personnel from religious orders contributed services
to Catholic schools in the past at little cost. The
salaries and benefits for lay teachers, while they pale
in comparison to those of public school personnel,
nonetheless place a heavy burden on the operation
of Catholic schools. In addition, the religious were
steeped in the traditions of their respective orders,
nurturing the schools’ Catholic identity. Non-Catholic
staff, as well as Catholics who have not had the
opportunity to grasp the nature of the Catholic
school’s religious mission, can put that identity
at risk.

Students

Catholic school enrollment in 2004-2005 was
2,420,590 students, of which 1,779,639 were in ele-
mentary or middle school. Minority students totaled
655,949, or 27.1 percent of the total, and 328,778, or
13.5 percent of the enrollment, were non-Catholics.
The presence of non-Catholics, or Catholic children
whose families are not members of the parish, can
lead to difficulties with the traditional parish support
of such schools. Further, some sources within the
Catholic Church have questioned the schools’ mission
as well as the allocation of resources to schools in the
inner cities, especially when a considerable number of
the students are not Catholic.

Catholic schools, especially at the elementary
level, have the well-earned reputation for educating
the poor. Recent statistics point out that the increasing
costs of tuition have led to a changed student popula-
tion, economically speaking. For instance, in 1992,
5.5 percent of students in attendance at Catholic high
schools were from the lowest socioeconomic quartile,
while in 1972 that population was 12.3 percent.
Meanwhile, the percentage from the upper quartile
had risen from 29.7 percent to 45.8 percent. This
change has led some to label Catholic schools as
“elitist.”

Financial Support

Financial problems have without question been the
major factor in the decline of Catholic school atten-
dance. The support of the parish, combined with the
low-cost service of the religious faculty, at one time
covered all or nearly all of the costs to the parish ele-
mentary school. In 2000-2001 parish support made
up 24.1 percent of the total cost per student. Tuition
exceeded parish subsidies as the major source of sup-
port by 1985-1986. Help is desperately needed.
Some have looked to publicly funded vouchers,
which give parents money and let them choose which
school their children will attend. Ruled constitutional
in 2002 by the U.S. Supreme Court in Zelman v.
Simmons-Harris, vouchers face major political bat-
tles across the land. Voucher programs exist in various
forms in Cleveland, Milwaukee, and Washington,
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D.C., to name leading examples. In January 2006,
vouchers were ruled unconstitutional at the state level
in Florida. The impact of this decision may well
adversely affect the future of vouchers across the
nation.

In thirty-eight states, legislation along the lines of
the nineteenth-century Blaine Amendment, which
prohibits state aid for religious purposes, is a major
obstacle to the school choice cause. Teacher unions
are in the forefront of the opposition to vouchers;
parental groups are among their strongest supporters.
Proponents argue that parents, not the government or
educational personnel, are the primary educators of
their children; the government should support parents’
choice of schools for their children, a choice not
viable for poor families without the voucher. There is
a concern, however, that increased government
involvement in the operation of Catholic schools
through vouchers or other means might lessen, or
even destroy, their autonomy of operation or their
Catholic religious identity.

Privately funded vouchers are another means of
support for Catholic schools. The Children’s
Scholarship Fund (CSF) was started in 1998. In
2004-2005, CSF partnered with thirty-four organiza-
tions across the country, and together they have pro-
vided scholarships to low-income families that have
enabled thousands of those families to select a private
or parochial school. In 2004-2005 alone, CSF spent or
granted $17 million on scholarships, and the partners
will spend another $11 million of locally raised
money. Parents Advancing Choice in Education
(PACE) in Dayton, Ohio, is one of these local part-
ners. Scholarships to the children are determined by
some combination of family size and income, on the
one hand, and the school’s tuition; the family pays
some portion of the tuition; donors, large and small,
contribute to the various funds. Other agencies that
are independent of CSF, such as the Big Shoulders
fund in Chicago, also provide scholarship money to
qualified children.

Endowment efforts, especially at the secondary
level, have provided a growing source of income. In
1997-1998, for instance, 57.7 percent of Catholic
high schools had a full-time endowment director.

Elementary schools, as they become less affiliated
with parishes, will likely follow the lead of secondary
schools in seeking alternate sources of revenue,
including endowments and private vouchers.

The role of the laity in Catholic educational affairs
will likely grow with the shrinking number of priests
and the diminishing parish support of elementary
schools. Catholic boards of education, at the diocesan,
local, and school levels, have become realities since
the 1960s. Based in part on the right and responsibil-
ity of the laity to participate in the activities of the
Church by virtue of their baptism, these boards have
assumed policy making, as well as consultative and
advisory roles.

New Strategies

Several recent developments merit mention. One is
the founding of new forms of Catholic schools.
Perhaps the best known of these are the Cristo Rey
high schools and the Nativity middle schools. Begun
in Chicago in 1997 for Hispanic/Latino youth, Cristo
Rey schools combine work and study and are sup-
ported by a combination of donations, tuition, schol-
arship, and financial aid. Founded by the Jesuit order,
The Cassin Foundation has been crucial to their
existence. The concept has been replicated by other
religious orders, such as the Christian Brothers and
Daughters of Charity. In January of 2006, eleven
Cristo Rey schools had an enrollment of 2,449, and
three more were scheduled to open in the fall of 2006.
In addition, as of January 2006, there were forty-three
Nativity middle schools in operation, with a reported
enrollment of 2,950, 56.1 percent African American
and 28.1 percent Latino. About 90 percent of these
students qualify for the federal government free/
reduced lunch program. Seven more schools are being
developed.

There are other institutional developments. The
National Association of Private Catholic and Inde-
pendent Schools (NAPCIS) was founded in 1995. In
2004-2005, they counted fifty-seven institutions in
twenty-eight states. They are described as “indepen-
dent schools in service to the Church.” NAPCIS itself
is advertised as “an accreditation, teacher certification
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and support organization for independent Roman
Catholic schools.”

At the beginning of the twenty-first century, home-
schooling was growing about 7 percent per year.
Estimates range from 1.1 million to 2.1 million students
home schooled in 2002-2003, certainly including some
Catholic youth. The Seton Home Study School in
Virginia offers a wide variety of services to aid parents
in carrying out their educational responsibilities.

Finally, Catholic schools have been the recent ben-
eficiaries of dedicated young Catholics who have vol-
unteered their professional services for a specified
time period to underresourced Catholic schools.
Prepared to teach at twelve Catholic universities in the
nation in 2004-2005, these young people live in a
community, take part in a communal spiritual life, and
participate in professional development activities
while teaching.

Beset with serious challenges, Catholic schools are
truly at a crossroads.

Thomas C. Hunt
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CHANNEL ONE

Channel One is a commercial news and media service
viewed by approximately one third of America’s middle
and high school students. The service was established in
1989 as part of entrepreneur Christopher Whittle’s
Whittle Communications. Since its establishment,
Channel One has been sold to other media
corporations, such as Primedia. Under Whittle’s
management, schools received the service by way of
a contractual agreement. The agreement arranged for
schools to receive equipment from Whittle, such as
televisions, videotape recorders, and satellite dishes.
Schools, in return, would commit to airing Channel
One’s twelve-minute news and advertising program
everyday of the school year to at least 90 percent of
the school’s student population. Similar policies have
continued since Channel One’s sale to Primedia.

Advertising

One of the great controversies surrounding Channel
One’s airing in public schools has to do with the two
minutes of advertising in the program. Students, teach-
ers, parents, scholars, and public officials have
expressed concern over the use of advertising in edu-
cation. The concern has spanned the political spec-
trum, bringing together such figures as conservative
political pundit Phyllis Schafly and consumer advocate
Ralph Nader. Most of the criticism centers on the kind
of commercialization of public schools Channel One
represents. Some distinguish television advertising as
different from other forms of advertising permitted on
school grounds due to the level of sophistication of the
commercials and their delivery.

While schools regularly permit advertising in the
school newspaper or on billboards in school stadiums,
critics argue that these are not required viewing and are
not as persuasive as television commercials. Others
focus on the captive audiences required to watch tele-
vision at all. Since students are required by law to
attend school, the state thereby compels those students
who attend schools with Channel One to watch news
and advertising. The content of the ads have also
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drawn criticism. With the dramatic rise of obesity as a
public health concern, many question the ethics of
using public schools as vehicles for encouraging the
sale of soft drinks, candy, and other “junk food.”

News Content

While the content of the Channel One news program-
ming has received satisfactory ratings from students
and teachers, it has been targeted by critics as prob-
lematic. The intended purpose of the news segment
is to offer a child-friendly news source that keeps
students abreast of current developments and speaks
to them on their level. The news anchors and corre-
spondents are of similar age to students watching
Channel One in schools. The language, tone, and style
of the programming are also intended to cater to
middle and high school students.

To investigate the effectiveness of this approach,
researchers have conducted surveys of student and
teacher satisfaction with the news program. The
studies have indicated that they are largely satisfied
with the ten minutes of news offered by Channel One.
Critics, meanwhile, contend the news offered is of
little substance. Content analyses of the program sug-
gest that Channel One news items include pop culture
trivia about celebrities. Dissatisfied with such content,
opponents of the service question the quality of the
enterprise and its place in public education.

Technology Resource

The economics of the service has also provoked debate
between supporters and critics. Supporters contend
that the Channel One agreement provides much
needed technological resources to public schools. With
state support for education at all levels declining,
school administrators see in the agreement an opportu-
nity to provide resources for students and teachers that
otherwise would not be made available. Critics counter
by citing analyses of the use of technology and the
expense of airing the program. Historical and contem-
porary studies have long suggested that technology has
not had a significant impact on day-to-day teaching
activities. Thus, they see administrators as overvaluing
the need for technology. Moreover, the expense of

airing the program, according to one study, outweighs
the gains made in the technology received. Critics state
that the twelve minutes of school time throughout the
year, when added together and across all participating
schools, amounts to billions of dollars in lost tax-
supported instructional time.

Despite the controversies and mixed reception,
Channel One continues to thrive. It is well received by
most students, teachers, and administrators. It is well
supported by commercial advertisers, who may pay
up to $200,000 for one thirty-second commercial. And
much of the attention the service initially received has
diminished. Renewed critical attention to Channel
One, however, has resurfaced largely in the form of
legal challenges over private profiteering from public
education as well as concern over “junk food” adver-
tising in public schools.

A. J. Angulo
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CHAOS THEORY

Chaos, a word whose origins go back millennia
to creation myths in both the Hebraic-Christian and
Greco-Roman traditions, has emerged in the latter
part of the twentieth century as one of the “new
sciences”: chaos, fractal geometry, complexity. As
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part of the new sciences, mathematical chaos theory—
still rich in fecundity and creation—is the study of
equations which model the turbulence now found as
natural to our universe. The nature of chaos and its
implications for education are discussed in this entry.

Whereas Isaac Newton, in the seventeenth century,
saw a simple order reigning in the universe—“Nature
is pleased with simplicity”—scientists now find the
starry skies filled with “dark™ energy, pulsars, galax-
ies forming and exploding, and “black holes,” devour-
ing all they ensnare. On Earth, an increasing number
of earthquakes, tsunamis, hurricanes, tornadoes, and
global warmings are devastating—and all unpre-
dictable. This is the sort of turbulence in nature that
chaos theorists model and try to predict. Hence the
term, deterministic chaos.

Deterministic chaos is not an oxymoron but, rather,
is recognition that the universe and world are basically
dynamic in nature—not stable in a simple sense but
full of “orderly disorder.” There is in nature a com-
plexity that makes long-term prediction impossible
and short-term prediction (as in weather forecasting)
short range and only probabilistic. Further, this com-
plexity, studied mathematically, shows an interweav-
ing of order with chaos. Chaos concepts not only
challenge traditional views of cause-effect (determin-
istic, predictable) and an either/or frame of order ver-
sus chaos, but carry educational implications for ways
we teach and design curricula.

The concept that long-term prediction is impossi-
ble—prediction devient impossible—comes from
Henri Poincaré’s realization in the late 1890s that the
mathematics of calculus, useful for Newton’s theory
of gravitation between two objects, does not work
when a third object (sun, moon, earth) is introduced
into the relationship. Nonlinear mathematics is
needed to solve such interactions. Nonlinear relation-
ships in a simple X—Y equation are different from the
commonly used first order [X'] and second order [X?]
equations, where the X’s are predetermined, with the
Y’s (as functions of X [F(x)]) being solved for set Xs.

Nonlinear mathematics, by contrast, is recursive in
nature; operating by feeding the Y (or function of X
[F(x)]) answer back into the equation for an iteration.
Thus the “answer” (Y or F(x) ) to the first statement
of the equation becomes the next X. And so the

process continues, continually recursing: the ninth
statement of X depending on the eighth function of X
(its Y). In this manner, the results of the iteration are
deterministic—by tracing back the X/Y statements to
the original X—but nonpredictable, except for a prob-
able guess as to the next iteration. The educational
implications of teaching and designing curricula from
a nonlinear viewpoint challenge entrenched notions of
preset syllabi, lesson plans, and methods of direct
instruction.

In the 1960s, Edward Lorenz, a meteorologist with
a feeling for the nonlinear, was doing mathematical
simulations of weather patterns on his computer—old
and slow by today’s standards. Wanting to relook at
his data, he submitted the old data back into the com-
puter, but, to save time, rounded off his 6-digit equa-
tions to 3 digits. Such a minor difference (.001)
should have, according to a 1:1 linear, cause-effect
correlation, yielded a minor, almost unnoticeable, dif-
ference in the new printout. Using the new printout,
Lorenz could check his original work. To his surprise,
the new 3-digit equations produced a different set of
patterns. Small differences (causes) yielded major dif-
ferences (effects). Thus, was born chaos theory’s
famous dictum: “A butterfly flapping its wings in Rio
can cause a typhoon in Tokyo.” Such an accelerated
and accumulated sense of development throws into
doubt an educational fixity of IQ and even brings into
question the “averaging” of grades.

Supercomputers have allowed nonlinear mathemat-
ics to venture where mathematical theory has not gone
before—into environmental biology, population
dynamics, and information theory. All these deal with
interactive relationships, where factors are proactive
not merely reactive. Examples include population
growth (birth-death relations), predator/prey, and mes-
sage-noise relations. Such system dynamism, far from
states with an equilibrium or central focus, is often
framed in a logistic equation. This equation, following
the nonlinear X/F(x) frame, already described, is
F(x) = rx(1—x), where r is a constant—amount of food,
space, information—and 1—x is an inversion of the
original x, limiting (but not centering) the interactive
relationship. Thus the relationship is bounded but still
dynamically interactive. Again, the notion of a system
being bounded but not centered, and dynamically
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changing, offers challenges and opportunities in the
social sciences. Here the name of Niklas Luhmann
stands out.

An interesting aspect of the logistic equation is that
as r increases from 1 to 2, doubling occurs (the output
in the equation vacillates between two numbers—a
boom/bust, seven good years/seven bad years bifurca-
tion). Another doubling occurs as r moves to 3; while at
3.57 (where the doublings are fast and furious) chaos
sets in—hence mathematical chaos came from James
Yorke’s “Period Three Implies Chaos.” Within this
chaotic area (3.57 and above), there are spaces of regu-
lar order. Thus, nonlinear dynamics, in a metaphorical
sense, asks social theorists to see that chaos and order
are not opposed but actually are entwined within one
another. Such a worldview encourages moves beyond
modernism’s dichotomous framings—Black/White,
good/bad, either/or, right/wrong—to look at a “third
space” where new possibilities emerge.

Chaos theory, the mathematical study of the non-
periodic order found in nature (as in the slight fibril-
lation of a healthy heart), provides new insights into
nature’s way of being, insights which show creativity
as part of that being. Its implication for education is
potentially profound.

Wm. E. Doll, Jr.

See also Complexity Theory
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CHARTER SCHOOLS

Charter schools are public schools established by a
contract between a public agency and charter school
organizers. Most charters are granted by a local school
district or a state education agency such as a board
of education. In some states, public colleges and
universities are also authorized to grant charters. In
exchange for being exempt from some of the state
regulations placed on public school operators, charter
school organizers agree to be held accountable for the
set of educational outcomes outlined in the school’s
charter. There are two main types of charter schools,
conversion charter schools and start-up charter
schools. Conversion charter schools are existing
public schools that have elected to convert to charter
school status. Start-up charter schools are new
schools. This entry looks at the history, organization,
and impact of charter schools.

Historical Background

Charter schools have been a prominent item on the
U.S. educational reform agenda since Minnesota
passed the first charter school law in 1991. At the
beginning of the 2005-2006 school year, forty states
and the District of Columbia had charter school laws.
In 2003-2004 approximately 3,000 charter schools
were in operation in thirty-nine of these areas; just
over 789,000 students, or 1.6 percent of all public
school students nationwide were enrolled in charter
schools, although enrollment varied considerably
across states.

For example, the District of Columbia had the
highest percentage of students enrolled in charter
schools (16.6 percent) followed by Arizona (8 percent)
and Delaware (5.3 percent). With only one school
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enrolling 196 students, which amounted to a fraction
of its 869,113 public school students, Maryland had
the lowest enrollment of students in charter schools.
Not surprisingly, as the state with most public school
students, California had the highest share of the total
charter school students in 2003-2004 (20.2 percent),
followed by Arizona (10.4 percent) and Michigan
(9.1 percent).

Legal and Policy Issues

Charter school laws are not only constantly evolving,
but they also differ widely from state to state. This is
illustrated by a comparison of a few aspects of the
charter school legislation in effect as of May 2005
for the three states that enroll the greatest number of
charter school students—California, Michigan, and
Arizona. There are similarities and differences across
the three states in (a) the types of public agency
empowered to authorize charter schools, (b) the certi-
fication requirements for charter school teachers, and
(c) provisions allowing private schools to convert to
charter school status.

In California, most charters are granted by local
school districts, although county boards of education
and the state board of education can also approve char-
ter schools if a charter is denied by a local school dis-
trict or if the school provides countywide or statewide
services that are not provided by local school districts.
In Michigan, charter schools are called Public School
Academies (PSAs) and can be authorized by local
school boards and the governing boards of community
colleges and public universities. In Arizona, charters
can be granted by school districts, the state board of
education, and the Arizona State Board for Charter
Schools, the state agency charged with overseeing
charter schools.

Both California and Michigan require charter
school teachers to hold state certification. Arizona’s
charter school law does not require that charter school
teachers be certified.

California specifically prohibits existing private
schools from converting to charter schools; Arizona
and Michigan allow such conversions. Arizona
requires that private schools converting to charter

school status have an admissions policy that is “non-
selective and nondiscriminatory.” Michigan requires
such schools to demonstrate a “good faith” effort that
25 percent of their students be new students.

Given this variation, charter school reform is a
coherent policy in name only. The federal government
has supported charter schools since 1994 through the
Public Charter Schools Program. The Public Charter
Schools Program provides funding for charter schools
that is channeled through state departments of educa-
tion. Federal funds are also used to support research
on charter schools and to provide informational
resources for constituents ranging from parents to
educational researchers.

Charter schools are also a prominent component
of the 2002 No Child Left Behind Act (NCLB), the
most recent reauthorization of the Elementary and
Secondary Education Act of 1965. In the final NCLB
legislation, charter schools were suggested as an option
for students in underperforming schools. Students
whose schools are identified as underperforming by
state standards must be provided with the option to
transfer to other schools within their districts, including
charter schools. In addition, the law outlines a timetable
for interventions within schools identified as underper-
forming, which could ultimately entail reorganizing
underperforming schools as charter schools.

The Research Debates

Two hotly debated issues are: Do charter schools
increase racial segregation, and do charter schools
produce higher student achievement than conven-
tional public schools? Using largely national-level
comparisons, some researchers claim that the racial
composition of charter schools tends to mirror those
of all public schools. Other researchers find that dis-
aggregating the data to state and local levels and using
better segregation measures shows that charter
schools increase racial segregation.

The findings on achievement are mixed. For exam-
ple, the National Center for Educational Statistics
included a sample of charter schools in the 2003
administration of the National Assessment of Edu-
cational Progress (NAEP). On average, charter school
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students scored roughly equal to or lower than
students in conventional public schools with similar
backgrounds.

Jeanne M. Powers

See also No Child Left Behind Act; School Choice
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CHAUTAUQUA MOVEMENT

The Chautauqua movement that swept the United
States during the late nineteenth and early twentieth
centuries was one of the most innovative developments
in the history of adult education. Following the
philosophy of mainstream liberal arts colleges by
offering workshops and lectures in the arts and
humanities and eschewing mechanical, technical, and
practical education, the movement brought liberal
education, culture, and later entertainment to adults in
small towns and rural communities. The Chautauqua
movement also adapted the new fields of natural and
social sciences and modern literature to its academic
curriculum and experimented with radical programs
that brought together the sacred and secular as a
cultural response to a changing world in which science
challenged religious authority, labor conflicted with

management, women questioned their prescribed roles,
and the nation grew progressively more heterogeneous.
This entry looks at the history and impact of the
movement.

An Educational Movement

The movement began inauspiciously in 1874 when
Methodist minister John Heyl Vincent and Ohio inven-
tor Lewis Miller conducted a two-week summer insti-
tute for Sunday School teachers at Lake Chautauqua in
western New York. Two years later, the program was
expanded and diversified into an eight-week liberal
education experience for adults. The Chautauqua
Institution offered courses in the arts, humanities, and
sciences and featured lectures by the most renowned
authors, explorers, and political leaders, as well as
performances by acclaimed musicians and dramatists.
Headliners such as Mark Twain, William Jennings
Bryan, and Charles Dickens attracted huge throngs, and
eventually all of the U.S. presidents from Ulysses S.
Grant through William McKinley made appearances.
Richard T. Ely, Jane Addams, Jacob Riis, and others
expressed progressive ideas for resolving the conflicts
of American life, and William Rainey Harper initiated
critical scriptural analysis of the Holy Bible.

The Chautauqua idea spread rapidly, and 292 com-
munities from Maine to Florida and Texas to
California formed local independent Chautauquas
attempting to copy the Chautauqua Institution by
reproducing the program of lectures and entertain-
ment, and to a lesser degree, the academic program
of liberal education courses or workshops within a
summer resort setting. Although the independent
Chautauquas were not affiliated formally with the
Chautauqua Institution, many of the speakers, artists,
and musicians from the Chautauqua Institution trav-
eled great distances to take lectures and performances
across the country. Thousands of adults attended the
summer programs of the Chautauqua Institution and
the independent Chautauquas.

In addition to the summer programs of the
Chautauqua Institution, William Rainey Harper devel-
oped a year-round home study program called the
Chautauqua Literary and Scientific Circle. The Circle
was a four-year correspondence course consisting of
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intensive home reading in history, literature, sociol-
ogy, and science—the first integrated program of
adult education organized in the United States on a
national scale. The Circle encouraged learners to form
local reading circles to discuss the texts, and between
1878 and 1894 boasted over 225,000 students and
over 10,000 local reading circles. The Chautauqua
Institution’s leadership conceded that the Circle
education was not a college equivalent, but argued
that it fostered a “college outlook™: exposure to liberal
education for adults.

Its Influence

The Chautauqua Movement reflected a nationwide
interest in the professionalization of teaching and pop-
ular liberal education for self-improvement. The
Chautauqua Institution’s founder, John Vincent,
believed in the universal right to knowledge and
insisted that continued learning in adulthood was a
religious obligation. Vincent’s ideas shaped the move-
ment as a whole, which reflected belief in traditional
moral authority, Enlightenment rationalism, and
democratization of higher learning for adults, albeit
with a Protestant purpose. Maintaining that education
could occur throughout adulthood, Vincent believed
that experiential learning was the best road to intel-
lectual improvement, an idea that anticipated philoso-
phies prevalent a half century later.

The Chautauqua Institution’s and movement’s
detractors, such as philosopher William James and
English author Rudyard Kipling, dismissed the brief
summer sessions, roundtables, and public lectures as
academically superficial. However, even critics who
questioned the course quality did not challenge the
scholarly credentials of its lecturers. Furthermore,
lower- and middle-class women, who made up the
majority of the Chautauquas’ learners, were largely
excluded from higher education: the residential
Chautauquas and the Circle provided a coherent train-
ing ground for them at an affordable price.

The influence of the Chautauqua Institution and inde-
pendent Chautauquas declined steeply during the early
twentieth century because of the emergence of “circuit”
or “tent” Chautauquas that traveled from town to town.
Because of more affordable ticket prices, they soon ran

most of the independent Chautauquas out of business.
However, because tent chautauquas were purely com-
mercial ventures, they changed the entire face of the
movement from “education with entertainment” to
“entertainment with or without education.” At its peak
in the mid-1920s, circuit Chautauqua performers and
lecturers appeared in more than 10,000 communities in
forty-five states to audiences totaling 45 million people.
Even so, the tent Chautauquas served as an opportunity
for rural communities to come together to watch musi-
cians and performers that they would never have seen
otherwise.

The movement died out by 1932 because of two
significant factors. The spread of automobiles, radios,
and motion pictures made entertainment and edu-
cation more accessible. Further, the onset of the
Depression made even tent Chautauquas economi-
cally impossible for organizers and audiences.

The national influence of the Chautauqua
Movement on higher and adult education was
immense. Under the direction of John Vincent and
William Rainey Harper, the Chautauqua Institution
pioneered summer sessions, correspondence courses,
extension services, and the university press. Harper, as
the first president of the University of Chicago, trans-
mitted these and other Chautauquan innovations that
influenced American higher education as a whole.
While now less national in scope, the Chautauqua
Institution still offers a thriving eight-week summer
program of lectures, arts, and music and serves as
a respected center for adult education and Christian
religion.

Susan Birden
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CHEERLEADING

Cheerleading originated on Ivy League campuses
with male cheerleaders who performed during
football games in the late 1880s. Today, 3.8 million
people participate in cheerleading in the United
States, and 97 percent of them are female. The impact
of gender, race, ethnicity, social class, and sexual
orientation can be seen in the way cheerleading
operates in elementary and secondary schools, in
higher education, and in society at large.

Throughout its first fifty years, cheerleading was
an exclusively male activity and represented norma-
tive masculinity. Being a cheerleader or yell leader
was understood as a noble endeavor that helped pre-
pare young White men for their rightful place as lead-
ers in the emerging industrial order. Women began
entering collegiate cheerleading in small numbers in
the 1920s, but as late as the 1930s, cheerleading was
still considered a male activity and was associated
with athleticism and leadership. Most high school and
collegiate squads were resistant to young women
entering this masculine sphere, and it was feared that
female cheerleaders would become loud and unlady-
like. When men left college campuses to fight in World
War II, females stepped into the vacant spots on the
squads, and by the 1950s, cheerleading had become a
feminized activity. With her physical attractiveness,
peer popularity, and wholesomeness, the cheerleader
typified ideal American girlhood.

Cheerleading, as the symbol of ideal girlhood,
became a contested activity with the implementation
of school desegregation. The selection of cheerleaders
in desegregated schools resulted in riots, walkouts,
and one death in Burlington, North Carolina. In addi-
tion to racial politics, the women’s rights movement,
passage of Title IX, and the introduction of the pro-
fessional Dallas Cowboys Cheerleaders in 1972 all
challenged the idea that cheerleaders still represented
ideal femininity. Cheerleaders became characterized
as young women who conformed to oppressive
notions of femininity. By the mid-1970s, the National
Cheerleaders Association and the newly formed
Universal Cheerleaders Association helped revitalize

cheerleading by introducing a more athletic form that
included gymnastics tumbling. National competitions
were introduced in the early 1980s with their eventual
international television broadcast.

By the 1990s, an entirely new form of cheerleading
was introduced—competitive or All-Star cheerleading
whose squads were affiliated with private gyms and not
public schools. They exist solely to compete against
other private squads. This is the fastest growing seg-
ment of cheerleading in the United States, and males
have returned to the activity in order to compete.

Cheerleading remains popular with girls because it
allows them to acquire many of the traits once associ-
ated with masculinity (e.g., athleticism, self-discipline,
assertiveness, and risk taking) while still participating
in an activity firmly entrenched in heterosexualized
femininity. In recent years, cheerleading has been
adapted as a political vehicle by radical cheerleaders,
gay and lesbian groups, and senior citizens. Outside of
the United States, cheerleading can be found around the
world, although it has been modified frequently to
reflect the culture that has adopted it.

Natalie G. Adams and Pamela J. Bettis
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CHiLD ABUSE: IsSUES FOR TEACHERS

Child abuse is the intentional infliction on children
of physical, sexual, and emotional mistreatment by a
parent, guardian, or other adult entrusted with their
care. Teachers are among the most important people
needing to be able both to identify and defend against
child abuse since they are in close daily contact with
their students. As mandated reporters, teachers need to
better understand the wide variability of situations and
behaviors that might suggest child abuse. This entry
provides an overview.

Prevalence Data

According to a U.S. Department of Health and Human
Services report in 2004, 64.5 percent of child abuse
survivors suffered neglect (including medical neglect),
17.5 percent are physically abused, 9.7 percent are
sexually abused, and 7.0 percent are emotionally or
psychologically abused. Not all children survive their
abuse. Approximately 1,500 children died in 2004 as
a result of abuse or neglect.

Completely accurate figures are difficult to obtain
because evidence of abuse and neglect is not necessar-
ily clear-cut. Most cases of abuse and neglect never get
reported because there are no outward physical effects
in the case of neglect or psychological and emotional
abuse, or there are attempts to cover up or hide these
physical effects. In the case of sexual abuse, there is
secrecy and shame that surrounds the survivor, and
potentially the family, and often prevents the survivor
from coming forward to tell his or her story.

The Reporting Role

There is one commonality in almost all cases of child
abuse—abused children go to school. In all fifty states,
teachers and other school officials are mandated
reporters, as are doctors, nurses, any law enforcement
official, and a long list of other professionals who
come into contact with children in various capacities.
Through its legislature, each state defines abuse and
prescribes the rules for those who report cases.

Teachers and other school officials who have a rea-
sonable suspicion that a child is being abused must
file a report with the appropriate social service agency
for their particular state, such as Child Protective
Services (CPS) in California or the Department of
Children and Families (DCF) in Florida. Some
schools and/or districts have a policy that states that
the teacher or other school official first report their
suspicion to the school’s principal, while others
expect the teacher or school official to contact the
social service agency on their own.

Whichever is the case, a report of suspected child
abuse must be filed in a timely fashion—typically
between twenty-four and seventy-two hours after
becoming aware of the suspected abuse either by
phone or face-to-face. This is followed by filing a
written report within seventy-two hours of the original
report. Once the report is on file with the appropriate
social service agency, a determination is made
whether or not to investigate the allegations of abuse
or neglect by child protective services based on the
information provided.

Because teachers and other school officials are
mandated reporters of child abuse, each state provides
the mandated reporter with immunity from the civil
and criminal prosecution that may arise from report-
ing suspected child abuse and neglect, as long as the
report was done in “good faith” and “without malice.”
This immunity is given so that teachers or other man-
dated reporters will be more willing to file a report if
they do not fear being held criminally or civilly liable.

The Caregiving Role

Even though the investigation of the alleged child
abuse is out of the hands of the classroom teacher,
it is by no means the end of it. For the classroom
teacher, this is only the first step since the abused
child is a member of a classroom learning community
that spends six to eight hours together five days a
week. During the week, children spend more of their
waking hours in school with their classmates and their
teacher than they do with their families.

An abused child is a wounded child. Depending on
the type of abuse he or she has suffered, his or her



122 Child Labor

wounds may not be visible, but those emotional scars
are still very much a part of the child’s psyche. This
emotional pain of abuse may present itself in a multi-
tude of ways and depending on the age and situation
of the survivor. Children may act aggressively with
their peers or be disruptive in the classroom. They
may be hypervigilant, constantly on the lookout for
possible danger, or they may dissociate by mentally
separating their minds from their bodies in order to
escape the emotions running through their heads.

In terms of the responsibility of the teacher, first
and foremost he or she needs to create for the abused
child a classroom community that is loving and sup-
portive. Having an established classroom routine and
a predictable, stable environment where the abused
child (and every child) feels safe and secure is
extremely important.

The teacher should also have fair and consistent
rules and consequences where children understand the
limits of inappropriate behavior in the classroom. The
teacher can also teach problem-solving skills and
ways to deal with anger to help empower these
children that allows them to regain at least a small
portion of control back in their lives.

Child abuse is a basic problem that must be con-
fronted by educators in a well-thought-out and sys-
tematic manner. It is a problem that almost every
teacher will have to confront in his or her career, and
it needs to be well understood from both a policy and
a practical perspective.

Lisa L. Repaskey
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CHILD LABOR

By the end of the nineteenth century, industrialization
had swept the United States and the employment of
children had become an increasingly visible practice
and a controversial problem, as an estimated 2 million
children toiled in factories, mines, and offices around
the country. Frequently, countless children no older
than six or seven found themselves thrust into factory
work that destroyed their health, stunted their social
development, and left them prepared only for a life of
more of the same. Working at jobs that were solitary
and incessant, they were constantly tired and
depressed, were denied the natural expression of
childish joy and excitement, and soon began to feel
and look prematurely old. For decades, church and
government officials struggled to outlaw the worst
excesses of the child labor system, but only the
combination of protective legislation and compulsory
education instituted by the end of World War I began
to loosen the tight grip of work on the lives of millions
of American children. This entry recalls the history of
child labor and its conclusion.

Children at Work

Child labor resulted from several interrelated factors.
To many observers, the employment of children in
factories and other workplaces served a philanthropic
function, as work kept poor children from becoming
public charges, taught them the Puritan values of
industry, and protected them from the sins of idleness.
As industry developed more opportunities for low-
skill and low-wage labor, factory officials began to
aggressively seek out child workers who could do the
work of adults but could not demand the same com-
pensation. At the same time, throughout the country,
family income was often so low that parents had little
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choice but to send their children to full-time employ-
ment to supplement their own meager earnings.

Even in agricultural regions, family welfare often
took priority over the interests and aspirations of indi-
vidual family members, with children helping out on
the farm as soon as they could do the work. Still, these
children often received at least minimal education, as
their work was part time and seasonal, while industrial
jobs demanded full-time attention, leaving urban
children the clear choice between work and school.
Also, while difficult, farm labor required tasks that
varied from time to time, occurred mainly in the fresh
air and sunlight, and allowed for occasional periods of
rest. Industrial work was steady and year-round, mak-
ing it difficult to reconcile work and school, and gen-
erally demanded mind-numbing attention to repetitive
hand motions in an enclosed environment too often
deafeningly loud, dirty, and dangerous.

To many, the solution to the problem of child labor
appeared to be the passage and implementation of
protective legislation that outlawed the employment
of children in certain locations and at specific ages.
Such laws evolved from pity for the exploited
children, the sense that they were being prepared to
act as informed citizens, and the recognition that the
stunted intellectual and social skills that came from
such labor cheapened and impaired industry itself. By
the late 1920s every state had enacted some form of
child labor legislation, even if it was honored only in
the breach. Children under the age of sixteen were
prohibited from engaging in most forms of dangerous
factory work, and many companies had concluded
that unschooled children were of marginal employ-
ment value in any case.

From Factory to School

Still, it was soon evident that legislation to eradicate
child labor would not be enough to keep many
children in school, as the education itself appeared
disconnected from their lives and occupational needs.
Students often found the curriculum boring, the disci-
pline extreme, and the environment similar to the fac-
tories from which they had been excluded, leading
many children to drop out completely; rates of absen-
teeism were high among those who remained.

In response, most states initiated mandatory atten-
dance plans, and the effect was immediate. Enrollments
and attendance improved, and countless children found
their lives transformed by the new emphasis on the
expansion of childhood in environments that were
increasingly congenial. Nevertheless, schooling left
children with little more than the rudimentary skills of
reading and writing, and many were in danger of quit-
ting even without the job opportunities that might have
otherwise drawn them away. Wishing to be more phys-
ically active while earning money of their own, others
did eventually leave school to pursue whatever employ-
ment the new laws had ignored.

The solution was a change in the direction and pur-
pose of early education. Soon, countless elementary
schools offered practical work with an industrial bent,
high schools modified their curriculum to include
manual skills, trade schools emerged to provide voca-
tional training to help those who would later find
skilled work, and continuation schools developed pro-
grams for those who had already entered industry with
insufficient preparation. With these changes, schools
began to appear as a larger part of real life, while par-
ents and children could see that school attendance and
academic achievement might eventually lead to better
compensation and more pleasant working conditions.
At the same time, industrial leaders came to appreci-
ate employees who had learned specific job skills
while in school and who demonstrated higher levels
of industrial discipline that reduced the need for
constant and close supervision. Educated workers
were thrifty, efficient, and loyal and brought with
them much more than the simple skills children had
earlier learned while on the job.

While employment kept unruly children in check,
provided additional income to struggling families, and
offered cheap labor for American industrialists and
merchants, it also left children injured and incom-
plete. Only education provided an opportunity for
many to escape the worse of industrial jobs and to
learn the skills and discipline required for advance-
ment in the work they eventually found.

Bart Dredge

See also Compulsory Educational Attendance Laws
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CHILDREN’S AND EDUCATIONAL
Museums, HISTORY OF

Children’s museums represent important sites for
learning that can operate either in conjunction with or
independently from schools. Their hands-on approach
and play-based inquiry have the potential to draw
students into learning in ways that are not as easily
achieved in the public schools.

The idea of the museum as an educational force
is taken for granted today by most educators and
museum personnel. Yet it is a relatively modern con-
cept dating from the second half of the nineteenth
century, one that came to be realized in 1899 with the
founding of the first children’s museum in the United
States, the Brooklyn Children’s Museum, and with the
organization in 1905 of the first American educational
museum to be sponsored by a school system, the
Educational Museum of the St. Louis Public Schools.
This entry looks at the history and contributions of
children’s educational museums.

Museum as Educator

The concept of the museum as educator reflected not
only a new approach to learning, but also a new
approach to the organization of knowledge. No longer
a “cabinet of curiosities,” the museum in the United
States increasingly became a popular educator. The
growth and development of children’s and educational

museums and their association with the schools was a
logical extension of this concept. Implicit in the idea of
the museum as educator was the notion of the museum
as a “mass”’ educator. More than any other formal edu-
cational institution during the late nineteenth century
(including libraries), the museum was perceived as
being capable of teaching all classes of society.

It was the great international expositions that were
primarily responsible (during the nineteenth century)
for popularizing the idea of the museum as a means of
mass education. The Great London Exhibition of
1851 was the first of these “world fairs.” Its purpose
was to promote and encourage English industry by
comparing it with that of the other major industrial
nations of the world. The Centennial Exposition held
in Philadelphia in 1876 was the first international
exposition to be held in the United States. Not only
did the Centennial Exposition encourage the extensive
development of industrial and natural history exhibits,
but it also demonstrated their educational value to a
large cross-section of the population.

The Centennial Exposition directly contributed to the
establishment of several major museums throughout the
United States, including the United States National
Museum (Smithsonian Institution) and the Philadelphia
Museum of Art. Later expositions (including the 1893
World’s Columbian Exposition in Chicago and the 1904
Louisiana Purchase Exposition in St. Louis) also con-
tributed to museum development in the United States.

By the 1890s there was an increasing realization,
however, that a museum differed from an exposition
or fair in both its aims and methods. The exposition
was primarily concerned with the promotion of indus-
try and commerce, whereas the museum had as its pri-
mary purpose the teaching of a lesson inherent in an
exhibit. Both museum curators and educators in gen-
eral became increasingly aware of the need for people
to learn not only through the written and spoken word,
but also through objects.

School Museums

The possibilities of the museum as a vehicle for object
lessons, and as an integral part of the curriculum of
the schools, is most clearly evident in the work of the
American educator and philosopher, John Dewey
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(1859-1952). He argued that a small museum should
be an integral part of every school. However unfeasi-
ble the idea of the school museum was, it did not die.
Two highly successful extensions of the idea were
developed: the children’s museum and the traveling
school museum.

The Brooklyn Children’s Museum was originally
conceived as a pedagogical museum where teachers
could come see displayed apparatus and other materi-
als that they could use in their classrooms. It was soon
realized, however, that it would be impossible to pro-
vide teachers with the types of apparatus and materials
on display. Therefore, a new purpose for the children’s
museum soon developed. It would be not simply a
repository of pedagogical ideas and practices, but also
a vital center of learning that would supplement the
instruction of the public schools and also represent
an important alternative for teaching, instruction, and
learning. The potential of the children’s museum to
improve the quality of life for children living in the
city was quickly realized.

Under the leadership of Anna Billings Gallup
(1872-1956), the Children’s Museum became an
active educational center that helped children with
their daily school studies and suggested new subjects
for thought and pursuit in their leisure hours. By 1911,
the average daily attendance had jumped to 160,000.
Originally, the museum was primarily concerned with
awakening an interest in nature. Throughout the
museum, storytelling exhibits were displayed in cases
at the proper height for children and were simply
labeled. Soon, realistic miniature dioramas peopled
with costumed dolls were created in an attempt to
make the past come alive in the History Room.

By the 1920s, community groups such as the
Women’s Auxiliary were using the History Room and
its miniature scenes for educational experiments in
Americanization: Lessons were developed with the
express goal of encouraging civic and national spirit
among immigrant children. It was hoped that the
Americanization program would stimulate discus-
sions in the children’s homes and even encourage their
foreign parents to visit the museum—especially to see
their own children perform in the plays that were
being presented. Other special features such as a
library, daily lectures, clubs, games, the publication of

the Children’s Museum Bulletin, and the loan of mate-
rials to schools and the children themselves, helped
make the museum a dynamic educational force in the
local neighborhood and community.

Broader Scope

Unlike the Brooklyn Children’s Museum, the
Educational Museum of the St. Louis Public Schools
was not neighborhood oriented but instead was pri-
marily concerned with distributing supplementary
educational materials such as lantern slides, natural
history specimens, and objects from foreign countries
throughout the public school system. “Bring the world
to the child” was the museum’s motto. The idea was
clearly an outgrowth and a continuation of the spirit of
the Louisiana Purchase Exposition.

Officially opened on April 11, 1905, the museum is
commonly recognized as being the first audiovisual
program in a city school system in the United States.
Many of the ideas and approaches developed as part of
the curriculum of the Educational Museum closely par-
alleled the types of activities John Dewey and his col-
leagues had put into effect during the late 1890s at the
University of Chicago Laboratory School. The assistant
superintendent, Carl Rathman; the museum’s curator,
Amelia Meissner; and the staff managed to find a
means by which to practically implement a “hands-on
curriculum” of the type that Dewey was advocating
throughout an extensive urban school system.

Like the Brooklyn Children’s Museum, the
Educational Museum of the St. Louis Public Schools
recognized the potential of the museum to help the
child to better understand the community and world in
which they lived. Efforts to integrate the work of the
museum and the schools increased during the early
decades of the twentieth century. In 1911, for exam-
ple, the trustees of the Field Museum of Natural
History in Chicago created a traveling museum, which
contained over 1,000 cases of botanical, geological,
zoological, and economic specimens.

Other museums, such as the Commercial Museum
of Art in Philadelphia, the Cleveland Museum of Art,
and the Carnegie Museum in Pittsburgh, not only
sent exhibits out to the schools but also had teachers
stationed in the museums who were paid by their
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school boards to give talks and conduct tours for
school children. By the beginning of World War I,
museums and the public schools had combined their
forces in the development of a new type of curriculum
emphasizing visual instruction and object teaching.

A New Era

By the end of World War I, it was clear that school and
pedagogical museums were not particularly powerful
movements in American education. In large part their
function was taken over by the field of instructional
technology. Museums such as the Brooklyn Children’s
Museum and the Indianapolis Children’s Museum
continued their efforts, however, becoming important
educational institutions and community centers in their
regions. By the mid-1970s there were just a small num-
ber handful of children’s museums across the country.

Among the most visible were the Exploratorium, a
“hands-on museum of science, art, and human percep-
tion” in San Francisco and the Please Touch Museum
in Philadelphia, which has been encouraging learning
through play, not just for children of all socioeconomic
backgrounds, but for their teachers, parents, and care-
givers as well. During the late 1970s, there developed
a renewed interest in the establishment of children’s
museums, and by the late 1990s, there were approxi-
mately 300 such institutions in the United States.

The power of the children’s museum, and much of
its promise in years to come, is as a popular educator
that integrates concrete experiences with science, his-
tory, and art. Increasingly, many of these activities
will take place online, either in a child’s home or at a
desk at school. As a result, the role of the children’s
museum as a developer of innovative curriculum and
as a mass educator becomes even more important.

Asterie B. Provenzo and Eugene F. Provenzo, Jr.
See also Museums
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CHURCH AND STATE

The question of the relationship between church and
state is and has been a pervasive problem that
pervades all aspects of education in all countries and
is not peculiar to this generation. In the United States
the relationship is complicated by many religions and
the constitutional perspective. The issue should be
considered from the perspective of the one and the
many, e pluribus unum. One signifies unity and
cohesion; many signifies diversity and division.

Though a religious nation since its inception, the
United States has believed in the separation of church
and state and used the public schools to bring differ-
ent religious faiths together. The First Amendment to
the Constitution, the nonestablishment clause, is the
basis for court decisions involving church and state
questions. There was nothing in the Constitution that
set limits on what the states could do in the field of
education. At first the Bill of Rights only guaranteed
religious freedom and due process at the federal level.
In 1868 the states ratified the Fourteenth Amendment,
which applied the Bill of Rights to the state level. This
entry looks at how the relationship of church and state
has evolved and how the Supreme Court has
attempted to decide issues.

Early Years

During the colonial period in American history,
church and state were united. Though the colonists
came to America seeking religious freedom, their
form of government only provided rights to those
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who practiced the state religion. In New England,
the fundamental law was the Bible. In the South, the
church was different, Anglican, but the practices
were similar. The state enforced financial support
for the established church. It gave moral and legal
support to doctrines of worship resulting in no free-
dom of worship. Other colonies had more liberal
practices.

As the United States developed after the Revolu-
tionary War, the founders had to reconcile these
opposing thoughts and traditions as they brought
about the separation of church and state. Thomas
Jefferson advocated religious freedom in his “Bill
for Religious Freedom,” which was enacted by the
Virginia legislature in 1786. The First Amendment to
the newly enacted Constitution calls for a separation
of church and state and states that Congress cannot
legislate the establishment of religion or limit its prac-
tice. Subsequently, the First Amendment became the
basis for many Supreme Court decisions regarding the
relationship of church, state, and schools.

The church’s influence on education continued in
the early part of the National Period, which began in
1789. The number of churches rose, as did the number
of different religious groups and denominations. This
movement was happening as the state legislatures
were moving to separate from the church’s influence.
There was a lot of discussion about the relationship
between the church and the state and the support of
disestablishment. In 1833, Massachusetts became the
last state to disestablish religion.

The common school movement began in the first
part of the nineteenth century. The common school, a
school that was publicly supported and controlled,
was to be the place to bring students of different back-
grounds together to provide a type of “melting pot”
for different religious groups. As the common school
movement grew and prospered, and as the numbers of
Catholic immigrants increased, the Catholic bishops
began to be concerned about what they called secular-
ism in the schools. The number of Catholics increased
from 1789, the time of the appointment of Bishop
John Carroll, the first Catholic bishop in America, to
1884 when the Third Plenary Council of Bishops
mandated the establishment of Catholic schools.

Catholic Schools

The bishops’ concerns focused on the following public
school practices: the reading of the King James version
of the Bible, the saying of Protestant prayers, the
singing of Protestant hymns, and anti-Catholic text-
books. They were also concerned about secularism and
godlessness in the schools. While voicing these con-
cerns, the bishops were attempting to gain public funds
for parochial schools. They argued that the Catholics
were taxpayers and were entitled to have public funds
for their own system of parochial schools.

In 1884, the Third Plenary Council met and called
for the establishment of parochial schools. A school
had to be built near every Catholic Church within two
years and all the parents in the congregation were
required to send their children to these schools, unless
the bishop approved another form of Catholic educa-
tion. The bishops also expected the teachers to be
qualified and certified.

The Protestants reacted strongly to these mandates,
and anti-Catholic publications such as Josiah Strong’s
Our Country appeared. Strong complained that the
American Catholics’ allegiance was only to the pope.
Nonetheless, the parochial school movement flour-
ished and other religions also established their own
schools. The United States became a pluralistic coun-
try made up of Protestants, Catholics, Jews, Muslims,
and those of other religious faiths. There were also
agnostics and atheists adding to the common mix. The
schools tried to meet the needs of these diverse
groups, moving beyond the idea of a melting pot to
being guided by cultural pluralism, including not only
religious groups but also different racial and ethnic
groups.

Supreme Court Rulings

As the public schools grew and changed, the issue of
the relationship of church and state also came into
focus more, as evidenced by the increasing number of
Supreme Court cases which dealt with church and state
issues. These cases took many forms and can be cate-
gorized as follows: free exercise, public financial aid to
church-related schools, religious education in public
schools, and religious exercises in public schools. It
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was established that in order for any religious activity
in a public school to be constitutional, it must pass three
tests. It must have a secular purpose; it must have a pri-
mary effect which neither advances nor prohibits reli-
gion; it must avoid excessive entanglement between
religion and the public school.

The Supreme Court case of Pierce v. Society of
Sisters (1925) is a good example of a test of the free
exercise of religion. This case dealt with the question of
whether nonpublic schools have the right to exist. It
involved the Hill Military School and the Society of
Sisters parochial school. Oregon passed a law in 1922
mandating that every child between the ages of eight
and sixteen must attend public school. The Court ruled
against Oregon, saying the state could not destroy pri-
vate schools and that parents have the right to choose
their child’s education. Other cases that followed upheld
students’ right to freely exercise their religion.

The Catholic bishops tried to obtain public funds
for Catholic schools beginning in the nineteenth cen-
tury. Though unsuccessful overall, they were able to
make some inroads. Good examples of these successes
are the early public financial aid Supreme Court cases.
The case of Everson v. Board of Education of Ewing
Township in 1947, which allows for free bus trans-
portation for all schools, was decided based on the
child-benefit theory. This means that when aid is
given, it is not given to benefit the school directly, but
rather to benefit the child. The court has ruled over the
years that there can be no reimbursement for teacher
salaries, but auxiliary services can be provided
through the local public school. It is also allowable
for the state to provide vouchers to students to attend
religious schools.

The Supreme Court also addressed the issue of
released time during the school day for religious edu-
cation. In the McCollum v. Board of Education in
1948 in Illinois, the Court ruled that there could be no
released time given for religious instruction in public
schools. Later, in 1952, the Court ruled in Zorach v.
Clauson in New York that time could be given to
students for religious instruction off site. Religious
groups are also permitted to meet in schools as a result
of the Equal Access Law that was passed in 1984,
even though the Court had ruled earlier that this was
not constitutional.

Many school prayer cases have been heard by the
Court. The best known case is that of Engel v. Vitale
in 1962. The New York Board of Regents required a
nondenominational prayer in the schools. Engel com-
plained that this violated the First Amendment, and
the Court ruled that no government agency can require
prayer in the schools. Other cases involving prayer at
graduation, sports activities, and moments of silence
followed with similar results.

The issue of the relationship between church and
state in education continues to present challenges in a
diverse country with many religious faiths. The ques-
tions recur in different forms and are reconsidered and
sometimes reinterpreted by the courts because the
Constitution remains a living document.

Sally H. Wertheim
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CimizensHIP EDUCATION

Citizenship typically refers to the relationship between
the individual and the community, state, or nation.
Encompassing aspects of membership, identity, civic
knowledge, civic values, dispositions, and civic skills,
citizenship education is often narrowly defined as
taking place in civics, government, and history classes.
But citizenship education is far broader than civics;
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here, it is defined as any educational experience that
promotes the growth of individuals in regard to their
civic capacities. The civic realm, the world of political
and community work, requires particular kinds of
knowledge, skills, and dispositions. This is particularly
true in a democracy, where the role of the citizen takes
on special importance in governance.

This entry looks at citizenship education from the
perspective of the social foundations discipline,
which has conceptualized itself from the beginning
as a field concerned with promoting schools relevant
for a democratic society. Education for democratic
citizenship, therefore, is both a key commitment for
many in the field and source of inquiry across the
range of disciplinary perspectives in the foundations
of education. Whereas researchers in social studies
education and political science do much work in the
area of citizenship education, particularly in regard
to the formal curriculum taught in schools, social
foundations scholars have contributed to the inquiry
and knowledge of citizenship education by pursing
questions that are broader. Foundations scholars
have been concerned with social contexts beyond the
school, and they are more explicitly critical in their
inquiry than are other kinds of education scholars.
The contributions of social foundations scholars to
citizenship education theory and practice are
described in this entry by focusing on four overarch-
ing questions that have been central throughout the
field’s history.

Role of Citizenship Education

What is unique and important about citizenship edu-
cation in schools that are to promote and sustain a
democratic society? Citizenship education can take
place in any sort of society: fascist, communist, or
democratic. Education for democracy, and democratic
citizenship, is perhaps one of the most fundamental
issues occupying social foundations scholars since the
field’s inception. This question has particularly con-
cerned philosophers of education, since the question
is not empirical but a normative and interpretive
inquiry into the meanings of democracy and the best
ways to prepare students to contribute to a society
aspiring to democratic ideals.

John Dewey led the way in positing that citizenship
is not something people learn in one kind of classroom
or course, but all through the home, community, and
school life. For Dewey, democracy is more than a
political system or a technical description of the way
government is run; it denotes a way of living, teaching,
learning, and doing. Democracy is a moral ideal; he said
in his 1939 book Freedom and Culture that democracy
is moral in that it is based on a fundamental faith in the
ability of humans to respect the freedom of others while
creating a social and political system based on cohesion
rather than coercion.

Democratic education, in Dewey’s writings, repre-
sents the task of unleashing the powers of each
individual citizen in association with the various com-
munities and societies of which people are part.
Education for democracy involves a “freeing of indi-
vidual capacity in a progressive growth directed to
social aims,” he said in his 1916 work, Democracy
and Education. Students learn both through disci-
plined study and through the experiences of living in
a school connected to the concerns and work of their
own community, that democracy is the process of
cooperatively solving shared problems.

Some contemporary philosophers of education have
argued against this view, challenging Dewey’s broad
conception of democratic education as connected with
human freedom. Educational philosophers such as
Kenneth Strike suggest that the schools of a democratic
society must balance between the individual rights
of students and parents in a pluralistic society and
the more minimal requirements of a democratic society.
Citizenship, in this view, requires learning valuable
knowledge through the disciplines, as well as learning
skills for critical thinking and shared deliberation among
diverse learners and future citizens. Dewey’s emphasis
on shared problem solving remains a key point of con-
sensus for many foundations scholars, but since Dewey’s
time, the increasingly diverse society in the United States
and other nations has brought about changes in the way
democratic education is conceptualized.

Access to Civil and Social Rights

This question has been of special importance to
historians of education, since their work has been a
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cornerstone for understanding how and why full citi-
zenship has been long denied to many groups in the
United States and elsewhere. Scholars in the foundations
of education have particularly focused on realizing
greater equity and civic participation. This question,
therefore, has interested not just historians but also
scholars working in curriculum studies and philo-
sophical studies of education, as well.

Noted historian of education James Anderson has
documented the education for second-class citizen-
ship received by generations of African Americans in
the United States. Historians join sociologists and
philosophers of education in documenting the many
forms of unequal education provided to Blacks,
Hispanics, women, and American Indians. Assuming
the role of equal citizenship necessitates that an equal
education must be available to all children, social
foundations scholars have revealed and analyzed the
great disparities in educational opportunities and the
corresponding lack of access to civil and social rights
among many groups in the United States and other
democracies.

For example, after the conquest of Native American
lands and parts of Mexico, the U.S. government imple-
mented educational programs focused on deculturaliza-
tion; being a Native American or a Mexican American
was, in the view of the time, not congruous with being
a democratic citizen. In segregated schools designed to
train children from these groups for work as laborers,
students were assimilated but not socialized or edu-
cated for full democratic citizenship. Similarly, being a
woman and being a citizen were, since ancient times,
seen as incompatible identities. Recent feminist schol-
arship in philosophy has analyzed how our very con-
ceptions of “citizen” and “the public” are gendered, and
have proposed a revisioning of these terms to include a
wide array of political identities and political work.

On the fiftieth anniversary of the first Brown v.
Board of Education decision, many educators in the
United States reflected upon the significance of that
decision in terms of full citizenship under the law for
Blacks, as well as upon the continued challenges to
full racial integration in the United States. Foundations
scholars have also taken up these important questions.
Does a democratic society require integrated public
schools? Can students learn about participating in a

diverse democracy without experiences in schools that
reflect the diversity of the civic body itself?

Socialization for
Citizenship in Schools

In the classic sociological study of schooling, Life in
Classrooms (1968), Philip Jackson analyzes the mag-
nitude of the 7,000 hours spread across an elementary
schooler’s existence in schooling. Contributing to the
scholarship engaging the question how schools social-
ize students, Jackson documented some of the very
fundamental characteristics of school life, which he
summarized as crowds, praise, and power. Schools
teach people how to live in crowds, to be one among
many, and to learn to accept the features of this
existence (e.g., standing in lines, the importance of
keeping quiet). Schools are also places of constant eval-
uation—of behavior and academic activities. Students
learn that their work is evaluated by others—what
becomes important is not what they think of their own
work, but the mark that the teacher puts upon it. Third,
school is a place where there are sharp distinctions
between weak and powerful, Jackson showed.
Institutions are places where students are under the
control and authority of others.

Jackson’s study became a classic in the foundations
of education, though directly as a text about citizen-
ship; however, this study and others confirmed that
schools are not places where students can learn demo-
cratic citizenship through experience, discussion, and
shared inquiry. Jackson’s work argues that the hidden
curriculum of schooling often teaches students to be
passive and controlled rather than learning how to
understand, through practice, the engagement and
work of democratic citizenship.

Historiography has also contributed much to the
question of how schools as institutions have shaped cit-
izens. Not unlike the findings of Jackson’s study, many
other historical and sociological studies in the founda-
tions of education field confirm that schools have often
been places of social control and monocultural assimi-
lation rather than achieving the Deweyan democratic
ideal of realizing individual freedom within the con-
texts of diverse communities and disciplined inquiry.
A central civic mission of early twentieth-century
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schooling in the United States, for example, was the
“Americanization” of immigrants, and while the inte-
gration of new immigrants has always been a central
aim of schools, “Americanization” was often carried
out through blatantly sectarian and untruthful methods.
Textbooks, for example, have long emphasized heroic,
celebratory themes of American history, and historical
scholarship reveals a century of school districts pro-
hibiting books that were critical of American policy or
leadership. Schools, it was thought, should teach a his-
tory of progress, loyalty, and heroism if new immi-
grants were to be assimilated as proper patriots. Thus,
the history taught in the schools reflected the views of
history desirable by those groups in power but not nec-
essarily the real history of the nation or all its people.

In general, schools often socialize students for var-
ious norms that can work against the cultivation of
good citizenship. Consistently deferring to those in
power; or working primarily on individual tasks rather
than in cooperative groups on shared, relevant prob-
lems; or learning about history through a very slanted
and partial interpretation of historical events, all fail
to promote democratic citizenship among students. A
question that has accompanied these critical studies is,
therefore, how should schools educate for citizenship,
particularly in the way classrooms and schools are
run? Philosophers and curricularists have developed
responses to this question. A shining example of philo-
sophical inquiry that has strongly shaped teachers’
ideas on how we might best shape school practices
toward democratic aims is found in the work of
Maxine Greene. Among her contributions to the field
has been her focus on how the arts and arts education
can help students learn about meanings of human
freedom in democratic societies. The arts can help
people understand and empathize with diverse others,
can help them imagine alternatives to “what is,” and
can help them take risks that promote human growth
as learners and teachers.

Contrasting with the pervasive classroom norm
characterized by teacher-talk and student-listening,
educational philosopher Nicholas Burbules has writ-
ten on the centrality of dialogue in the teaching and
learning process, focusing on dialogue as a commu-
nicative relationship we enter with others. Not unlike
Dewey’s conception of democracy that is embedded

in notions of communication and community,
Burbules discusses dialogue with the hopes of
expanding the ways that teachers and learners can
come to know both as individuals and in the social
realm, gaining both relational virtues such as respect,
patience, and trust, as well as technical skills such as
listening and the articulation of one’s ideas.

Citizenship in a Pluralistic,
Globalized Society

Globalization—the political, economic, social, and
technological interdependencies that order the
world—has implications for how people understand
citizenship. Philosophers of education now debate
whether and how globalization should change the way
citizenship education is conceptualized and taught in
schools. As the world becomes smaller through tech-
nological innovations (airplanes, the Internet, commu-
nications technologies), the concept of citizenship
as one strictly encompassing one nation-state is chal-
lenged. That is, increasingly, people have multiple
identities, loyalties, and political involvements that
may cross national borders.

What does this mean for how schools prepare
students to be citizens? Many scholars have argued
that a more cosmopolitan citizenship necessitates
a greater knowledge of the world and its peoples, a
greater understanding of human diversity, and the
recognition that one’s worldview is shaped by one’s
own cultural and historical traditions. Other scholars
emphasize the increasing role that knowledge of the
ecosystem and biodiversity must play in educating
citizens for a global society.

Planetary citizenship, according to C. A. Bowers,
whose work involves education and ecology, involves a
revitalization of the commons, of shared public spaces
and practices in local communities. Bowers suggests
that educating for planetary citizenship involves far
more than understanding the harms that the current
consumer society brings to the earth, its resources, and
its inhabitants; it involves nurturing alternative eco-
nomic, political, and social systems which are more
sensitive to local cultures and ecologically sustainable
practices. What all these scholars do agree upon, how-
ever, is that globalization and its positive and negative
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effects require rethinking citizenship to suit this new
age. Education for democratic citizenship is a concept
that may have to be reinvented in this new age of glob-
alism, with all its technological wonders and environ-
mental problems.

Kathleen Knight-Abowitz
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CiviL RIGHTS MOVEMENT

Although the story of federal protection of civil rights
is conveniently told chronologically, two themes
predominate. First, federal protection of civil rights
has a paradoxical relationship with states’ rights. All
civil rights legislation has been opposed or limited in
response to the argument that the federal government
should not involve itself in areas of state responsibility.
The Supreme Court repeatedly voiced this concern and,
in the past, invalidated civil rights legislation partly
on this ground. Deference to state law enforcement
prerogatives always has been a centerpiece of Justice
Department civil rights enforcement policy. For decades,
Congress repeatedly rebuffed so basic a measure as
antilynching legislation in the name of states’ rights.

Yet the original federal civil rights statutes, and their
underlying constitutional amendments, were responses
to outrages by states or to private outrages that states
failed to ameliorate. Given the origins of the need for
federal protection of civil rights, states’ interests often
received undue weight in shaping federal civil rights
policy.

Second, there is a seedy underside to the topic of
federal protection of civil rights. For many years, the
federal government was more involved with denying
Blacks rights than with protecting them. The quest for
civil rights in education dates back to the founding of
the United States as a country. In 1787, the Reverend
Prince Hall and Black citizens petitioned the
Massachusetts State Legislature for equal educational
facilities. Their petition was not granted.

This entry highlights those themes as it reviews
U.S. history in the areas of civil rights and education.

The Reconstruction Era

It was not until the Civil War that anything looking like
federal involvement in civil rights and education took
place, with the creation of the Bureau of Refugees,
Freedmen, and Abandoned Lands (Freedmen’s
Bureau). The Bureau’s statutory charge, “the control of
all subjects relating to refugees and freedmen from
rebel states,” enabled it to perform a variety of educa-
tional and social welfare functions. Its greatest success
was education. It established or supervised many kinds
of schools: day, night, Sunday, and industrial, as well as
colleges. Many of the nation’s Black colleges were
founded with aid from the Bureau, including Howard
University, Hampton Institute, St. Augustine’s College,
and Fisk University, to name a few. This initial effort on
the part of the Freedman’s Bureau to assist Blacks was
tainted by, among other factors, its role in establishing
the oppressive system of Southern labor contracts. With
few exceptions, federal protection of Blacks via the
Freedmen’s Bureau terminated in 1868.

Congress’s other Reconstruction legislation employed
a variety of techniques to protect civil rights. The Civil
Rights Act of 1866 and the Force Act of 1870 imposed
penalties on those who enforced discriminatory features
of the Southern Black Codes, and the 1870 act made
it a crime to conspire to hinder a citizen’s exercise of
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federal rights. The 1870 act also provided special pro-
tection for Black Voting Rights Act and the Force Act of
1871 went further by providing for the appointment of
federal supervisors to scrutinize voter registration and
election practices. The Civil Rights Act of 1871 autho-
rized civil actions and additional criminal penalties
against those who violated constitutional rights and
authorized the president to use federal forces to suppress
insurrections or conspiracies to deprive “any portion or
class of . . . people” of federal rights.

The Civil Rights Act of 1875, the culmination of
the Reconstruction period civil rights program,
imposed civil and criminal sanctions for discrimina-
tion in public accommodations, public conveyances,
and places of amusement. Armed with the criminal
provisions of the civil rights program, federal prose-
cutors brought thousands of cases in Southern federal
courts and established criminal actions as the primary
vehicle through which the federal government pro-
tected civil rights. This protective legislation ended
with the compromise of 1877 engineered by President
Rutherford B. Hayes and the attendant withdrawal of
federal troops from the South. In 1878, only twenty-
five federal criminal civil rights prosecutions were
brought in Southern federal courts.

There are many reasons why federal criminal pros-
ecutions during this period were ineffective in protect-
ing civil rights—including equal access to education
and schooling. First, shortly after enactment of the
post—Civil War antidiscrimination legislation, the
Supreme Court limited Congress’s power to protect
civil rights and narrowly construed constitutional pro-
visions and statutory provisions that were not struck
down. The entire federal statutory civil rights program,
therefore, depended upon those provisions that, almost
by happenstance, survived judicial scrutiny.

Separate But Equal

The principal criminal provisions that survived, now
sections 241 and 242 of Title 18, United States
Code, are not well suited to protecting civil rights.
Enforcement of these provisions has been plagued by
doubts about the specific rights they protect and the
conduct they reach, and by doubt about the federal gov-
ernment’s role in law enforcement. Similar difficulties

characterized federal civil remedies to protect civil
rights. For example, the Supreme Court, in Plessy v.
Ferguson (1896), declared ““separate but equal” the law
of the land, providing legal justification for six decades
of Jim Crow segregation, including the segregation of
Black and White students in public schools.

From the Compromise of 1877 until World War II,
reference to federal “protection” of civil rights was
misleading. Until the war, federal employment policy
included racial segregation and exclusion. De jure
segregation in politics and the armed forces, govern-
ment participation in segregated and racially isolated
housing projects, racially prejudiced federal judges,
and segregated public services and education all
demonstrate the depth of federal involvement in dis-
crimination. Examples of federal complicity in educa-
tional discrimination were widespread.

In 1904, for example, Kentucky enacted a “separate
but equal” statute that made it illegal “for any person,
corporation or association of persons to maintain or
operate any college, school or institution where persons
of White and Negro races are received as pupils for
instruction.” Berea College, a private institution in
Kentucky, was found guilty of accepting White and
Black students and fined $1,000. In Gong Lum v. Rice
(1927), the court ruled that a child of Chinese descent
could be required to attend a Black school in Mississippi
under the separate but equal doctrine.

In United States v. Carolene Products Co. (1939), the
Court employed deferential scrutiny in the economic
realm and even greater scrutiny in the areas of civil
liberties and civil rights. Six months after the Carolene
Products decision, this approach was applied to a case
involving higher education segregation, Missouri ex rel.
Gaines v. Canada (1939). Since Missouri law required
separate schools and universities for Whites and Blacks,
Missouri law also required for the arrangement of
tuition and fees for Black students at adjacent state
institutions. Gaines brought suit against the University
of Missouri to compel the university to admit him.

Postwar Changes

The end of World War II renewed violence against
Blacks. Following a Democratic party defeat in the 1946
congressional elections, President Harry S Truman, in
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Executive Order 9008, created a presidential civil rights
committee to conduct inquiries and to recommend
civil rights programs. In its report, 7o Secure These
Rights, the committee made far-reaching recommen-
dations in the areas of voting, employment, and federally
assisted programs, many of which would be enacted
in the 1960s. Truman, like other presidents, promoted
civil rights most effectively in areas not requiring
legislative action. Southern political power in Congress
precluded significant civil rights legislation. Most of
Truman’s initiatives had to do with housing and
employment, rather than education.

A focus on education was reemphasized by the Court
and the federal government in the case of McLaurin v.
Oklahoma State Regents for Higher Education (1950).
In this case, Oklahoma’s law requiring segregated
higher education was challenged, and the Court ruled
that state-supported institutions of higher education
could not provide different education to students based
only on their race. The Court held that such segregation
deprived the individuals of their Fourteenth Amendment
rights of due process.

Civil rights enforcement received little attention
early in the administration of Dwight D. Eisenhower,
but there were important exceptions to this pattern.
Executive Order 10479 (1953) extended the antidis-
crimination provisions previously required in defense
contracts to all government procurement contracts.
After the Supreme Court’s 1954 ruling in Brown v.
Board of Education (Brown I), however, Eisenhower
and the federal government could no longer avoid
civil rights issues. Southern recalcitrance in the face of
Brown II (which required that desegregation proceed
“with all deliberate speed”) led to a federal-state con-
frontation in Little Rock, Arkansas, which was settled
through the presence of federal troops who forced local
officials to allow Black students to attend previously
segregated schools (Cooper v. Aaron, 1958).

The Civil Rights Era

But Little Rock marked no general turning point in the
administration’s enforcement efforts. Legislation
passed during this period included the Civil Rights Acts
of 1957 and 1960, involved voting rights. However, even
when armed with increased authority to investigate

denials of voting rights by the Civil Rights Act
of 1957, the Justice Department brought few cases.
President John F. Kennedy’s administration also began
with little impetus toward substantial civil rights
achievement. But the rising tide of private civil rights
activity, increased public awareness, and continued
Southern resistance to desegregation made new federal
and state confrontations inevitable.

In May 1961, federal marshals were employed to
protect freedom riders. In September 1962, in con-
nection with efforts to integrate the University of
Mississippi, heavily outnumbered federal marshals
and federalized National Guard troops withstood an
assault by segregationists. Only the arrival of thousands
of federal troops restored order. In the Birmingham
crisis of 1963, which gained notoriety for the brutal
treatment of demonstrators by state and local law
enforcement officers, the federal government tried to
act as a mediator.

The administration’s inability under federal law to
deal forcefully with situations like that in Birmingham
led President Kennedy to propose further federal civil
rights legislation. In November 1962, President
Kennedy issued an executive order prohibiting dis-
crimination in public housing projects and in projects
covered by direct, guaranteed federal loans. And in
executive orders in 1961 and 1963, Kennedy both
required affirmative action by government contractors
and extended the executive branch’s antidiscrimina-
tion program in federal procurement contracts to all
federally assisted construction projects.

Soon after Lyndon B. Johnson succeeded to the
presidency, he publicly endorsed Kennedy’s civil
rights legislation. Due in part to his direct support,
Congress enacted the Civil Rights Act of 1964, the
most comprehensive civil rights measure in American
history. The act outlawed discrimination in public
accommodations, in federally assisted programs, and
by large private employers, and it extended federal
power to deal with voting discrimination. Title VII of
the act created a substantial new federal bureaucracy
to enforce antidiscrimination provisions pertaining to
employment. The 1964 act also marked the first time
that the Senate voted cloture against an anti—civil rights
filibuster. Educational institutions receiving federal
funding were profoundly affected by the act.
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Despite the efforts of the Kennedy and Johnson
Justice Departments, the Civil Rights Acts of 1957,
1960, and 1964 proved inadequate to protect Black
voting rights. Marches and protests to secure voting
rights led to violence, including an infamous, widely
reported confrontation in Selma, Alabama, in which
marchers were beaten. In March 1965, President
Johnson requested new voting rights legislation. He
included in his speech to the nation and a joint session
of Congress the words of the song of the civil rights
movement, “We shall overcome,” thus emphasizing
the depth of the new federal involvement in civil
rights. By August, the Voting Rights Act of 1965 was
in place. Within ten years of its passage, large numbers
of Black voters were registered without great fanfare,
but with corresponding gains in the number of Black
elected officials. In 1968, after the assassination of
Martin Luther King, Jr., Congress enacted a fair hous-
ing law as part of the Civil Rights Act of 1968.

Unlike the Reconstruction civil rights program,
Congress’s 1960s civil rights legislation survived judi-
cial scrutiny. In a series of cases from 1964 to 1976,
the Supreme Court both sustained the new civil rights
program and revived the Reconstruction-era laws.
These rulings involved public accommodations and
voting rights. In Jones v. Alfred H. Mayer Co. (1968)
and Runyon v. McCrary (1976), the Court interpreted
the Civil Rights Act of 1866 to fill important gaps in
the coverage of the 1964 and 1968 acts.

With the passage and sustaining of the 1964, 1965,
and 1968 acts and the revival of the 1866 Act, the legal
battle against racial discrimination at least formally
was won. The federal civil rights program encom-
passed nearly all public and private purposeful racial
discrimination in public accommodations, housing,
employment, education, and voting. Future civil rights
progress would have to come through vigorous enforce-
ment, through programs aimed at relieving poverty,
through affirmative action, and through laws benefit-
ing groups other than Blacks.

Enforcing the Law

The fight for educational equality and civil rights was
by no means over. For example, President Richard
Nixon’s 1968 “Southern strategy” included campaigning

against busing, which was deliberately intended to
decrease the segregation of schools. Within six
months of Nixon’s inauguration, the Justice
Department for the first time opposed the NAACP
Legal Defense and Education Fund in a desegregation
case. But despite this seeming setback, under the pres-
sure of Supreme Court decisions, and given the
momentum of the prior administration’s civil rights
efforts, the Nixon administration did finally promote
new levels of Southern integration—despite its con-
tinued opposition to “forced busing.”

The period from 1970 to 1986 represents an era of
ambivalence and uncertainty in terms of civil rights
enforcement. During this period enforcement efforts
became engulfed in the constitutionality of deseg-
regation remedies—for example, whether to bus
schoolchildren for purposes of desegregation. State-
mandated school segregation was addressed in Swann
v. Charlotte-Mecklenburg Board of Education (1971);
Davis v. Board of School Commissioners of Mobile
County (1971); Moore v. Charlotte-Mecklenburg
Board of Education (1971); North Carolina State
Board of Education v. Swann (1971); Keyes v. School
District No. 1 Denver, Colorado (1973); San Antonio
School District v. Rodriguez (1973); Milliken v. Bradley
(Milliken I; 1974); Pasadena City Board of Education
v. Spangler (1976); Milliken v. Bradley (Milliken II;
1977); and Plyler v. Doe (1982).

New means were provided for the enforcement of
legislation. In the 1970s, for example, the Internal
Revenue Service (IRS), under the pressure of court
decisions, began to foster integration by denying tax
benefits to private segregated academies and their
benefactors. This process, however, was curtailed by
other sectors of the federal government. Congress, for
example, intervened to limit the IRS’s use of funds
for such purposes. Similarly, Congress also restrained
executive authority to seek busing as a remedy for
school segregation.

The comprehensive coverage of federal civil rights
law did not eliminate the inferior status of Blacks in
American society. Pressure mounted for assistance in
the form of affirmative action or preferential hiring and
admissions in higher education. Court cases ensued:
DeFunis v. Odegaard (1973), Regents of the University
of California v. Bakke (1978), United Steel Workers of
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America v. Weber (1979), Fullilove v. Klutznick (1980),
and Wygant v. Jackson Board of Education (1986).
These divided even the liberal community that was
traditionally supportive of civil rights enforcement.

School desegregation also triggered a legal backlash
under Presidents Ronald Reagan, George Herbert
Walker Bush, and George W. Bush. From 1986 to 2006,
an era of retrenchment and unpredictability directed a
more conservative policy direction for civil rights law
and legislation. During this period, the Supreme Court
narrowly interpreted constitutional provisions and
federal statutes that provided protections for civil rights
of racial and ethnic minorities. Minorities experi-
enced setbacks in many areas, including education.
Decisions related to desegregation include Missouri v.
Jenkins (1991); Board of Education of Oklahoma City
Public Schools v. Dowell (1991); Freeman v. Pitts
(1992); United States v. Fordice (1992), and Parents
Involved in Community Schools v. Seattle School
District No. 1 (2002). Other rulings involved affirma-
tive action: United States v. Paradise (1987), City of
Richmond v. J. A. Croson (1989), Metro Broadcasting
Inc. v. FCC and Astroline Communications Company
(1990), Limited Partnership v. Shurberg Broadcasting
of Hartford, Inc. (1990), Hopwood v. Texas (5th
Cir., 2000), Gratz v. Bollinger (2003), and Grutter v.
Bollinger (2003).

Federal involvement in civil rights legislation has
both hindered and advanced the process of achieving
more equal schools. Since the 1954 Brown decision,
the principle of educational equity for all citizens has
predominated, but not without significant attempts to
curtail the general movement toward a universal
equality for all citizens.

Paul E. Green
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CrassicAL CURRICULUM

The classical curriculum was intended to prepare the
children of the Greek and Roman privileged classes for
a life of limited self-government. To meet that goal, the
student studied grammar, rhetoric, and dialectic, which
medieval scholars labeled the trivium, and music,
arithmetic, geometry, and astronomy, later called the
quadrivium. If the Greek or Roman student intended
to practice medicine or law, he would enter into an
apprenticeship following his formal schooling. Trades,
including any form of manual labor, were strictly taboo
for the Greek and Roman aristocracies.

The classical curriculum is historically important for
being the first systematic program of intellectual, phys-
ical, and spiritual development. It is of particular cul-
tural importance for perpetuating the Greeks’ advanced
knowledge of mathematics and astronomy and for lay-
ing the groundwork for most contemporary academic
disciplines. Because it is the oldest systematic approach
to education, the character of classical education has in
the past been, and continues to be, gender specific. The
education of girls and young women occurred at home
in Ancient Greece as well as in Rome, and the practice
went unchallenged in much of the Western world until
the eighteenth century. The most well-known excep-
tion is Sparta, where young women endured difficult
physical training as warriors.

Latter-day proponents of the classical curriculum
have a somewhat broader meaning in mind than did
their ancient and medieval counterparts. Getting at
that meaning has opened the field to theoretical
speculation about the boundaries of philology, history,
area studies, and the canon. Today, many classicists fall
into one of two methodological camps, divided by con-
flicting ideologies as much as national boundaries:
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(a) philologists, led by Cambridge and Oxford scholars
who wish to take texts at face value; and (b) text theo-
rists, largely American, who apply Freudian, Marxist,
and postmodern methods to an evaluation of content.

Declining enrollment in classics departments has
prompted many scholars to question the future of clas-
sical studies. The source of the West’s philosophical,
moral, and legal systems is bound up in the tradition
of classical education—a fact that raises questions
about present capacity to comprehend basic principles
still guiding Western culture. Because the study of
Ancient Greek and Latin is intellectually challenging,
a measure of elitism may be built into classical edu-
cation. It is therefore possible that classical education
is essentially contrary to contemporary egalitarian
sensibilities, and so its demise may come as a matter
of zeitgeist rather than irrelevance.

Shawn Pendley
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CLAss SizE

Class size has been defined as the number of students
who regularly appear in a teacher’s classroom and for
whom the teacher is primarily responsible and account-
able. It has also been referred to as the number of students
for whom a teacher is primarily responsible during a
typical lesson. In its simplest form, class size is the
number of students in each teacher’s classroom each day.

The reduction of class size has been a topic of heated
debate in America. It has taken center stage both in the
political and social arenas of American lives. A clearer
understanding of issues surrounding class size has

significant implications for educational and economic
policy. Arguments for reducing class size include
increasing individualized instruction, higher quality and
more innovative student-centered instruction, increased
teacher morale, fewer disruptions, decreased behavioral
issues, and greater student engagement. Yet, the major-
ity of the research on class size appears inconclusive at
best. This entry explores the research on class size and
its implications for educational policy.

History of Class Size Research

Research on class size began as early as the 1970s
and quickly identified a connection between class size
and achievement scores. In 1978, Gene V. Glass and
Mary Lee Smith synthesized using a meta analysis of
seventy-seven studies and their subsequent 725 effect
sizes. Effect sizes measure the strength of a relation-
ship between two variables. Variables are constructs
of interest that can be measured, such as class size and
achievement (i.e., via test scores).

According to Glass and Smith, reducing class sizes
from forty or more to twenty students led to a very
small increase in achievement. However, when class
sizes dropped to fifteen students or less, there were
larger effects on achievement. Yet due to the fact that
the studies looked at were of short duration and
included non-school-related cases such as tennis
coaching, this analysis faced much criticism.

In 1989, Robert E. Slavin reevaluated only the
studies that met higher criteria: lasting at least one year,
involving a substantial reduction in class size, and ran-
dom assignment or matching of students across larger
and smaller classes (characteristics of scientific research
that ensure differences in classrooms are not due to
other factors aside from class size). Slavin concluded
that substantial reductions in class size have small posi-
tive effects on students. These effects were not found to
be cumulative, and disappeared within a few years.

In 1985, due to the stir caused by Glass and Smith’s
compilation of studies, and positive news coming from
the state of Indiana regarding their class-size reduction
program, a landmark study emerged. For Tennessee’s
Project STAR (Student Teacher Achievement Ratio),
about 6,500 students in 329 classrooms in 79 schools
(from rural, suburban, urban, and inner-city settings)
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entering kindergarten, were randomly placed in either
a regular class (twenty-two to twenty-six students), a
small class (thirteen to seventeen students), or a regu-
lar class with a full-time teacher aide. Participation in
this study was voluntary. However, schools had to be
large enough to support one control group and two
treatment groups at any grade level.

Students involved in this $12 million project were to
stay in classes of the same size for three years, and then
move to ‘“regular’-size classes afterwards. Teachers
were also assigned at random to the various class groups
without any special instructions. The study found that in
each grade, the benefits of additional years in a small
class were greater. Interestingly, after the students
returned to regular-size classes, the effects began to
decrease. In addition, when looking at gains over time,
John Hattie found that the greatest gains in reading were
made by the students in regular-size classes. One should
note however, that for this project, as mentioned pre-
viously, regular-size classrooms consist of twenty-two
to twenty-six students.

A notable finding that emerged was that effects
sizes were greater (almost double) for minority
students compared to White students in all achieve-
ment areas, and zero effects were found for student
motivation and self-concept. Once again, flaws in the
project raised questions. Bias may have been evident
due to the fact that the schools participating were not
random, but voluntary. Also, teachers’ awareness of the
project and desire for smaller classes may have caused
them to work harder for more positive results.

Nonetheless, other states followed in Tennessee’s
footsteps. Unfortunately, when California tried a sim-
ilar study in 1996, it was suffering from a shortage of
teachers. The speed in implementation of California’s
initiative resulted in lax standards for hiring educa-
tors. Thus, in 2003, 15 percent of California teachers
in Grades 4 through 12 were not fully certified. None-
theless, the results were positive for smaller classes.
However, researchers found that due to uncontrollable
factors in the study, gains could not be attributed
directly to reduced class sizes.

The history of class size research has been plagued
by inconsistencies and contradictions. Factors con-
tributing to the difficulty in equally considering
studies on this matter include the use of pupil-teacher

ratio as a definition for class size in some studies, the
context-embedded nature of educational research, and
the fact that class size interacts in complex ways with
a range of other variables.

Findings

Nonetheless, it appears that attending smaller classes
for three or more years increases the likelihood of
long-term carryover effects. When analyzing small
versus large classes, the literature appears to consider
the class with fifteen to twenty students a smaller,
more ideal class size. Small classes can provide con-
ditions for better academic performance in content
area subjects for bilingual students. In addition,
smaller class sizes appear to be especially beneficial
for at-risk or struggling students.

Teachers and parents strongly advocate small
classes. Thus, other benefits of small classes are con-
tent parents and higher teacher morale. In fact, private
“elite” schools advertise smaller classes as a bonus.
Market research reveals that this advertisement is
indeed an attractive feature for parents.

However, studies have also found that teachers that
get smaller classes may be holding on to the same
teaching methods they used with larger classes, and
thus need to be trained in more effective methods that
can be used with smaller classes.

Smaller classes have also been linked to higher
attainment in reading in the “early” years of school.
And at the high school language arts level, smaller
classes create a more feasible workload for teachers
grading writing assignments.

Factors to Consider in
Class Size Reduction

There are many factors to consider when looking at
reducing class sizes for public policy. It is a very expen-
sive intervention, requiring more teachers, buildings,
and supplies. In addition, a rapid expansion of the pol-
icy may lead to a deterioration in average teacher qual-
ity in schools. This is a significant facet to consider
when the literature shows that the quality of teachers
appears to have a larger impact on student achievement
than any other school-related factor. The literature also
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points to the fact that disruptive students can disrupt a
small class just as badly as a large one.

The average number of pupils per teacher in
American public and private elementary schools
between 1969 and 1997 fell from 25.1 to 18.3, a decline
of greater than 27 percent. In secondary schools, class
sizes also dropped from 19.7 to 14.0. The National
Assessment of Educational Progress, however, showed
no significant or consistent gains in academic perfor-
mance during this time period.

Many studies look to these small improvements on
standardized tests as a reason why reducing class sizes
may prove unfruitful. However, those in favor of
smaller classes argue that better work-related condi-
tions for students and teachers and other beneficial
factors affected by a smaller class size (i.e., high
school dropout rates) may not translate into effects on
student learning as measured by these standardized
tests. Demographic shifts in our country also make it
difficult to isolate effects of reductions in pupil-
teacher ratios.

Class size is not only a topic of interest in America
but abroad as well. Ideal class sizes appear to be cul-
turally connected. Societies that focus on collective
group identity may function better with larger class
sizes as opposed to individualized cultures. Thus, in
Japan, for example, there are substantially larger class
sizes than in the United States.

In conclusion, class size remains a highly political
issue for policy makers. Research findings are not nec-
essarily conclusive, although the general trend seems to
be to consider smaller classes as being better.

Maribel G. Mora
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CLOTHING, BANNING OF SYMBOLIC

Dress codes and uniform policies have been enforced
in very different ways by various schools. Schools’
rationale for banning symbolic clothing may include
protecting students’ health and safety, minimizing
social class indicators between students, and creating
cohesion and uniformity. However, schools have been
faced with an increasing number of controversial cases
when they have banned certain clothing representative
of students’ political, social, or religious identities.
The inconsistent and ad hoc approach to addressing
this issue is noticeable.

The recent ban of conspicuous religious symbols in
French state schools has received international attention.
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Justification for the ban was that there should be a strict
separation between church and state (laicité). Defenders
point to a policy of neutrality inside the boundaries
of the school. Unlike the United States, where the
separation of church and state is based on a notion of
neutrality of equal inclusion—meaning that schools
accommodate all conceptions of the good (at least in
theory)—France bases its notion of neutrality on equal
exclusion. Thus, students and teachers are to shed
their private conceptions as public equals once they
enter the school.

A number of cases in the United States have chal-
lenged the right to freedom of expression regarding
attire worn to school. In Detroit, Bretton Barber chose to
wear a t-shirt to school with a picture of President
George W. Bush on the front along with the caption,
“International Terrorist.” The school insisted that
Bretton remove the shirt, turn it inside out, or return
home, for fear the shirt would cause “disruption” among
students at school. Elsewhere in Michigan, Timothy
Gies, a high school student in Bay City, was repeatedly
suspended for wearing t-shirts with a peace sign, anar-
chy symbols, an upside-down American flag, and an
antiwar quote from Albert Einstein. When the student
attempted to defend his right under freedom of expres-
sion, the administrator said that this right did not apply
to students. The court reversed that decision.

In Canada, a different court decision occurred
regarding a child being allowed to bring the Sikh cer-
emonial dagger (kirpan) to school. The case went to
the Supreme Court of Canada, where in March 2006, the
Court ruled in favor of the Sikh family, overturning
the ban in a unanimous consent of 8—0 allowing
the kirpan in schools (Multani v. Commission scolaire
Marguerite-Bourgeoys). The main consideration
before the Court was the extent of the infringement of
freedom of religion and whether this infringement
should outweigh concerns about potential safety. The
judges felt that a symbolic ceremonial dagger was not
a trivial or superficial religious symbol but an essen-
tial part of the student’s identity and faith. The second
major consideration was the potential safety risk that
the dagger posed to students and staff; the judges
ruled that the dagger was no more dangerous than
common school equipment such as sports equipment
Or SCiSSOrS.

Divergent education policies regarding banning
symbolic clothing are evident and increasing in preva-
lence. These tensions parallel greater societal dilem-
mas in balancing multicultural policies with greater
societal cohesion.

Dianne Gereluk

See also Dress Codes; Multicultural Education
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COEDUCATION

Coeducation refers to the practice of educating both
sexes in the same setting. In its thinnest sense, this
term coined in the nineteenth-century in the United
States, need not signify that both sexes teach, or that
the curriculum represents or addresses both sexes, or
even that both sexes learn together rather than apart
within that setting. The only requirement this
otherwise vaguely descriptive term signifies in both
popular and professional usage is both sexes’ presence
as learners in a setting, perhaps not even in nearly
equal numbers, nor with nearly equal value.

This theoretically naive way of discussing coeduca-
tion may owe some of its currency even among profes-
sional educational theorists to John Dewey’s strong
polemical advocacy for coeducation in a 1911 Ladies’
Home Journal (LHJ) article where he asserted the
absurdity of developing a theory of coeducation. Yet he
demonstrates the need for subtler coeducational thought
when his own cogent LHJ critique of sexual essential-
ism with regard to elementary education and his admin-
istrative argument for coeducational classrooms at the
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University of Chicago seem to contradict his LHJ
defense of higher education in home economics for
women only. Like most twentieth-century philosophers
of education, he ignores coeducation’s philosophical
history, which is ancient: Plato, whose Academy was
coeducational, includes in the Republic, V, Socrates’
argument for providing both sexes the same education
within a Guardian class organized without families.

But in its thinnest, descriptive sense, as Dewey’s
own self-contradictory polemic and Booker T.
Washington’s also influential conception of racially
segregated coeducation for ex-slaves at Tuskeegee
both illustrate, coeducation need not denote the same
education for both sexes. Washington’s coeducational
curriculum includes home economics for women and
other vocational training for men, whereas W. E. B.
Du Bois constructs implicit premises for a more radi-
cal concept of coeducation in The Souls of Black Folk,
by narrating the tragic case of an intellectually hungry
woman’s poverty, educational deprivation, domestic
enslavement to family cares, and early death from
overwork, largely because of her brothers’ uneducated
domestic skills and responsibility. These three prag-
matists’ theoretical differences on gender questions in
education following abolition of slavery suggest a sel-
dom noted need for interracial theorizing about coed-
ucation. This entry looks at coeducation as viewed by
some key female thinkers.

Rationale

The most substantial English-speaking tradition of
coeducational thought originated in 1791 to 1792 with
Mary Wollstonecraft’s A Vindication of the Rights of
Woman, which critiques slavery as it formulates co-
education in a thick normative sense. Admiring
Catherine Macaulay’s 1790 argument for coeducation
in Letters on Education, Wollstonecraft constructs her
revolutionary rationale for coeducation, without ever
having experienced its formal practice, by critiquing
the monarchist property system’s moral miseducation
of both sexes: patriarchal, sex-segregated education
premised upon both an essentialist conception of sex-
ual difference and an imperialist dependence upon
slavery. Following her coeducational thought experi-
ment, feminists have grounded their rationales for

coeducation in their own reflective responses to
Wollstonecraft’s and their other forebears’ coeduca-
tional thought as well as their own different cultural
landscapes. Thus, her coeducational inquiry set an
agenda for subsequent practical experiments and
thought experiments, as well as critical treatises, con-
cerning coeducation across the English-speaking
world. Despite some differences among feminists, the
feminist tradition’s rationales for coeducation are all
rooted in philosophical concerns to foster just soci-
eties and good lives for all.

Louisa May Alcott’s March family trilogy, for
example, gives fictional narrative form to many of
Wollstonecraft’s philosophical ideas about coeduca-
tion. Although obviously not concerned with monar-
chism in the United States, Alcott does portray both
sexes’ miseducation vividly, endorsing the moral
validity of Wollstonecraft’s opposition to slavery and
implicitly also her concern about the likely moral fail-
ures of a republic that fails to educate women for eco-
nomic independence, competent motherhood, and full
democratic participation as citizens, or to teach men
to value them.

Among the first generation of women to enjoy
access to higher coeducation and earn a Ph.D.,
African American, educator-orator Anna Julia Cooper
amends Wollstonecraft’s and Alcott’s republican
rationale for coeducation by insisting also upon its
value for racial development through women’s gener-
ously compassionate sisterhood and men’s respect
for their leadership, through a coeducational curricu-
lum grounded in both the law of love and the law of
reason.

In England on the eve of World War II, Virginia
Woolf, in Three Guineas, accepts such earlier argu-
ments for coeducation’s democratic necessity with her
own satiric accounts of higher education that fails to
civilize men because it overlooks how an “unpaid-for”
education does civilize some otherwise uneducated
women; she updates Wollstonecraft’s moral skepti-
cism about a patriarchal domestic and political
economy organized around property and empire, and
constructs a cogent caveat about coeducation’s strate-
gic sufficiency for preventing war and protecting
culture and intellectual liberty within such a morally
questionable context.
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Most recently, having studied Wollstonecraft’s
ideal of the educated woman and then invoking both
Alcott’s and Woolf’s educational thought in The
Schoolhome, Jane Roland Martin cites boys’ brutaliz-
ing miseducation and girls’ domesticating miseduca-
tion in the late twentieth century to retheorize the U.S.
Constitution’s concept of “domestic tranquility” as a
foundation for rethinking coeducation’s purposes rel-
ative to both sexes’ education for morally responsible
lives in the private family home, the public nation
home, and the universal planetary home.

A New Vision

Affixing the prefix co to education thus may signify not
just education of both sexes in one place but, as Cooper
argues, the education of both sexes situated interdepen-
dently within social relationships, political-economic
systems, cultural diversity, and moral responsibilities
that construct their differences from each other as
well as their nation’s character. Proposing coeducation
as one nonviolent revolutionary strategy necessary for
a republic’s moral health, Wollstonecraft theorizes a
multi-institutional, culturally complex context for
coeducation, simultaneously private and public.
Critical of private education, such as that advocated by
John Locke and Jean-Jacques Rousseau, and of public
education, such as that offered by unregulated residen-
tial schools, she nonetheless advocates coeducation that
combines both sexes’ education to love with both sexes’
education to reason: the former within loving, egalitar-
ian homes and the latter within government-financed
day schools for the rich and poor of both sexes. But no
less concerned about imperial economic oppression
than about sexual oppression, Wollstonecraft casts
severe doubt upon the notion that education can remedy
social ills without revolutionary politics, recognizing
print media and churches as consequential agents of
public education (and miseducation).

More optimistic about coeducation’s power to
address social problems, Alcott’s coeducational thought
experiment revises Wollstonecraft’s multi-institutional
context by conceptually integrating an egalitarian
home that teaches loving life-practices with an inclu-
sive school that teaches academic subjects by Socratic

method into a single private institution with a public
conscience: Plumfield (in the book Little Men). Less
optimistically, Woolf acknowledges practical difficul-
ties in establishing and changing higher education
institutions for moral purposes, theorizes their com-
plicities with fascism and war, and advocates anarchic
emphasis on critical moral education about compara-
ble tyrannies and servilities in both private house and
public world. Much as Wollstonecraft, Alcott, and
Cooper do, but with more theoretical elaboration,
therefore, Woolf advocates women’s conscientious
educative participation in print media and other extra-
institutional cultural activities as an unofficial
“Society of Outsiders” that may distinctively foster a
civilizing coeducational culture in which men and
women learn to speak honestly with one another.

Most recently, Martin acknowledges coeducation’s
multi-institutional configuration and theorizes a
broadly applicable “gender-sensitive educational
ideal,” proposing a new concept of multicultural pub-
lic coeducational schooling, the “schoolhome,” as a
“moral equivalent of home”; advocating “actions
great and small” that academic women might take to
transform higher coeducation; and conceptualizing
“multiple educational agency” as effective means of
cultural transmission that require ongoing systematic
moral evaluation.

Coeducational thought following Wollstonecraft has
also addressed, from various perspectives, the ends and
means she claims for coeducation: (1) to confound the
sex distinction, (2) to renounce sex privilege and foster
equality, (3) to cultivate friendly intersex mutuality,
and (4) to value childrearing as educational work that
requires educated intelligence and that, to be morally
sound, must meet the equality and mutuality condi-
tions. Controversies among many twentieth and
twenty-first century coeducational theorists have in var-
ious ways, to different extents, and for diverse purposes
addressed those four coeducational ends and means
postulated by Wollstonecraft—controversies that coed-
ucation’s commoner thin sense mystifies.

Susan Laird

See also Women, Higher Education of
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COLORBLINDNESS

Colorblindness is an individual and social idea based
upon two primary notions: (1) that to overtly ignore a
person’s race alleviates the possible racism that might
otherwise operate and (2) that the equal opportunity
structure of U.S. society means that failures among
various racial groups to achieve can be best explained
by deficiencies in individuals rather than by inequities
that result from group membership. Notions of
colorblindness operate throughout educational policies
and in all levels of personnel. Its pervasiveness makes
it a critical educational issue, both within individual
classrooms and in the interactions between students
and teachers, as well as in understanding educational
policies such as “zero-tolerance” discipline approaches.

Many people believe that colorblindness—the idea
that racial and/or ethnic group affinity ought to be irrel-
evant to how one is treated in social and interpersonal

interactions—is the natural response to racism, which
is often defined as the antipathy for or inferiorization
of other people based on race. The notion of operating
from a colorblind point of view has a long history in
the United States, the rhetoric for which can be found
embedded in several important American ideals such
as universal meritocracy and the idea that “all men are
created equal.”

These ideas are manifest in the Thirteenth Amendment
ending slavery and the Fourteenth Amendment offering
equal protection under the law to all U.S. citizens.
Colorblindness is an ideology frequently held by indi-
viduals but one that also works at the level of social pol-
icy due in large part to this historical legacy and
rhetorical confirmation.

Historical Origins of
Social Applications

During slavery, racism was overt and emerged from
the notion of genetic inferiority of Blacks and other
non-White races. Also known as “evolutionary”
racism, slavery-era racism grew and was legalized
during the Jim Crow era, which saw the undoing
of much of the progressive social policy found in
the Thirteenth and Fourteenth amendments to the
Constitution. With legalized segregation supported by
the Plessy v. Ferguson U.S. Supreme Court decision,
Blacks and other racial minorities began to protest
and initiated court cases that challenged legalized seg-
regation in various arenas of public life. These cases
culminated in the 1954 Brown v. Board of Education
decision, which found that the separation was inher-
ently unequal. The civil rights era continued, breaking
down the practices of evolutionary racism and pro-
moting Black empowerment.

Racism in the twentieth century did not ebb, how-
ever; rather, a new incarnation of racism emerged.
Colorblind racism, or aversive racism, led to the pub-
lic’s rejection of overtly racist statements. Political
movements of the late twentieth century, countering
outright racist acts and beliefs, used as their founda-
tion the liberal notion of impartial and equal treatment
of individuals and led to the pervasive idea of individ-
ual merit as the primary determining factor in one’s
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success. Contemporary views of colorblindness arise
from this set of beliefs. The dominant idea here was
that if one could squelch racist laws by eliminating
racist talk and the belief systems that underlie such
ideas, then race would no longer matter and individu-
als could be judged as individuals separate from their
racial category.

These hopes, however, did not become reality. In
fact, some argue that colorblindness as a social policy
has maintained and exacerbated racism to epidemic
levels. With regard to educational practice, Michelle
Moses argues that while the civil rights era initiated
important programs in bilingual education, multicul-
tural curricula, affirmative action in higher education
admissions, and remedial education, colorblindness is
an insufficient philosophical foundation upon which
to maintain one’s support of these important pro-
grams. Instead, she and other authors argue that the
present problems with racism and racial discrimina-
tion in the United States, particularly those affecting
education, require race consciousness, if social justice
is to remain the ultimate aim.

Colorblindness at the Individual Level

Colorblindness is also a philosophical and attitudinal
position held by individuals. People working from
a colorblind point of view generally believe that the
safest interpersonal policy is not to notice or acknowl-
edge someone’s race; they claim that operating from a
“colorblind” point of view inoculates them from possi-
bly enacting deep-seeded racism. Essentially, a color-
blind point of view purports to be an antiracist point of
view. Thus, people working from this perspective may
say to someone of color, “You’re just my friend, I don’t
even notice that you’re (fill in race).”

Rather than reflecting an authentic, cultivated
antiracist stance, Beverly Daniel Tatum argues that a
colorblind perspective is more about civility and man-
ners. She suggests that colorblind individuals have
primarily learned that it is impolite to mention or
discuss race, thus avoiding talk about race altogether.
Such an outcome is only one of several detrimental
results that multiculturalists commonly argue arises
from harboring a “colorblind” perspective.

In addition to the taboo that is placed upon race and
racial talk and dramatically limiting individuals’ ability
to explore this pressing educational and personal issue,
colorblindness denies that race as a social construct
(versus a biological one) influences the quality of one’s
life experience. If social conditions such as race no
longer exist in a qualitative way, then colorblindness
holds that essentially “we are all just individuals.”
Arising from this perspective is the idea that when
people of color do not succeed, it must be due to indi-
vidual deficits rather than the differential quality of
educational, social, political, and economic resources
and experiences that people of color endure. It purports
that racial discrimination has ended and that racism is
no longer problematic in U.S. society.

In addition, in this point of view intent, rather than
effects, is emphasized, which puts enormous burden
on the victims of racism to prove their case, while
offering near immunity to transgressors because of a
built-in benefit of the doubt. If, for instance, a color-
blind individual says something a person of color
finds racist, the colorblind person simply says “I could-
n’t possibly have meant that statement in that way, 'm
colorblind to racial differences. We’re all just human.”
Thus the victim of the racial epithet is left with the
responsibility of defending the position in a nearly
impossible situation.

Equally problematic is that colorblindness tends
to “see” other racial groups while remaining blind to
White as a racial category, effectively limiting the
type of intense self-examination that most multi-
culturalists agree is key for White people in order to
unlearn racism. Consequently, when mainstream
Whiteness is not interrogated, mainstream culture is
reified and assimilation becomes the key practice in
creating racial integration, an idea that most multicul-
turalists would find deeply problematic.

Perhaps most damaging is the concomitant claim
in colorblindness that color consciousness and race
consciousness are inherently racist. Using the White
supremacist as their example of an individual who is
racially conscious, colorblind individuals suggest that to
acknowledge race means to operate with antipathy and
inferiorization as primary principles. Multiculturalists
calling for race consciousness argue that instead of
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replacing “evolutionary” or overt racism with the equally
powerful yet more subtle form of colorblindness, U.S.
society should move toward acknowledging the ways
in which race influences the lives people lead and pro-
mote the ability to discuss openly these effects so that
authentic solutions to the problem of racial segregation,
discrimination, and hatred can be found.

Understood by some as progressive social policy,
the notion of colorblindness is a historically charged,
individually and socially detrimental ideology that
is often used to frame educational policy. Ostensibly,
colorblindness argues for omitting race as one among
many factors when allocating educational resources.
Such a position may appear like good policy for edu-
cational decision making. However, in a society where
racism exists in countless ways and is prevalent
throughout all public spheres, the notion of retreating
from using race is completely implausible, if not
impossible. Colorconsciousness, rather than color-
blindness, is the educational policy that actually con-
tains the greatest power in addressing the most
pressing issues of educational equity that continue to
worsen over time.

Sue Ellen Henry

See also Antiracist Education
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COMMERCIALIZATION OF SCHOOLS

Over the past two decades, business leaders have
gradually instituted commercial logics and practices
across the educational landscape for the purposes of
making a profit, attracting a generation of loyal
customers, and creating a positive image of the corporate
involvement in social affairs. The commercial
involvement in schooling has had a profound influence
on how educators, students, and the general public
view the purpose of schooling, on the state’s role in
relationship to its citizens and institutions, and on the
nature of life inside classrooms. This entry examines
the constitutive forces behind the commercialization
of schools; documents how commercial imperatives
are altering institutions of higher education, specific
programs such as teacher education, and K—12 schools;
and documents how educators, socially conscious
students, and concerned citizens have taken action
against this trend.

The Roots of Commercialization

The commercialization of schools is not a new phe-
nomenon; businesses leaders have earned a profit from
selling textbooks for many decades. However, a new
tide of corporate involvement began in the 1970s and
1980s. During the Ronald Reagan administration, the
Commission on Excellence in Education prepared a
report, A Nation at Risk (1983), which found that U.S.
students had fallen behind their counterparts elsewhere
in academic achievement and placed the blame on
schools. Critics of the report said that it unfairly
targeted schools for outcomes that were really owing to
the globalization of capital and deindustrialization.
From this point forward, a marked shift took place
in the influence corporations would have in the domain
of schooling. Under conservative administrations in
the 1980s and 1990s, Western governments cut funding
to their public school systems, which opened avenues
for increased corporate involvement in the education
system. Increasingly, educational institutions turned
to corporations for funding, resources, and guidance.
In the case of underfunded K-12 schools and urban
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community colleges, this outside funding was needed
to meet students’ basic needs. In the case of public
colleges and universities, these business linkages were
needed to remain on a par with competing private insti-
tutions across the region or country.

Commercialization and
Higher Education

Within the context of higher education, corporate poli-
cies, practices, and market ideologies have braided
together to infiltrate all aspects of campus life. For
instance, many public institutions of higher education
in the United States have lost significant amounts of
funding from state governments and face strong com-
petition for student dollars from the growing pool
of for-profit higher-education institutions. University
administrators are compelled to base hiring decisions,
the utility of academic programs, faculty research, and
student learning with a “bottom line” mentality. Not
coincidently, contingent adjunct faculty members are
growing as the dominant teaching force; teaching assis-
tants are used to replace full-time faculty members;
prospective faculty are compelled to secure grants to
obtain tenure-track positions; and programs that are not
economically attractive are generally eliminated.

Meanwhile, university personnel often feel pres-
sured to treat their students as “customers.” They must
meet student demands or face the possibility of losing
needed resources with their institution, which may
translate into losing their own positions. Since
students have often come to view education as merely
another commodity, deeming education as important
to the extent it provides value in the marketplace,
faculty modify their pedagogy to keep them “happy.”
They teach students what they find practical, rather
than preparing them to become active citizens in the
pursuit of forging a society predicated on justice and
democracy.

Teacher Education

Looking more specifically at one academic program,
teacher education, provides a view of how corporate
dominance is now woven into the fabric of higher

education. Over the past decade, business and govern-
ment leaders have instituted an array of business-
oriented policies and practices for the purposes of
making a profit and blocking teacher educators from
guiding pre-service and in-service teachers to chal-
lenge institutional forms of oppression inside and out-
side of their classrooms.

For example, in 2001, President George W. Bush,
with support from corporate leaders, proposed and
later implemented the No Child Left Behind Act,
which has had the effect of linking K—12 teaching
expertise with mastering a fixed body of knowledge
on corporate-sponsored examinations. While corpora-
tions gain financially from the standardization of
teaching “expertise” by producing “teacher-proof”
curricula, teacher educators are in turn compelled to
redirect their pedagogies. This is done by forcing
them to focus on helping students who plan to be
teachers to internalize the basic facts and skills needed
to pass certification examinations and demonstrate
potentially questionable “accomplished practices” in
the classroom instead of creating pedagogical projects
that help future teachers become better teachers.

Likewise, teacher accreditation agencies, such as
the National Council for Accreditation of Teacher
Education (NCATE), have supported a market-driven
approach to teacher education. They support Bush’s
NCLB and aim to regulate teacher-educators’ labor in
a similar manner. Such accreditation agencies envision
teaching and learning as exercises with simple, quan-
tifiable “outcomes,” while concomitantly instituting
learning standards that keep in-service and pre-service
teachers from examining the social, philosophical, and
historical dimensions of schooling.

Many corporations have also been behind the prolif-
eration of market-driven teacher programs instituted
across North America. For example, corporations, such
as Kaplan Inc. and Sylvan Education Solutions, have
designed technical coursework, computerized examina-
tions, and professional development initiatives to help
in-service and pre-service teachers earn their teaching
credentials as quickly as possible. Schools of education
and other corporate conglomerates have created simi-
lar, fast-track, alternative route programs. As a result,
many future teachers are earning credentials without
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taking any courses that might help them orchestrate
classroom practices which might reveal or discuss
social and economic inequalities.

K-12 Schooling

Irrespective of context, the vast majority of schools in
North America have been forced to secure resources
from corporations to meet students’ needs. In exchange
for monetary compensation, school districts have given
corporations the exclusive rights to sell, market, and
advertise their products to teachers and students.

Private firms have promised the antidote to
decaying public schools and communities. They have
gone into the business of building, financing, and
wiring new, state-of the-art schools in economically
depressed areas. Corporate leaders argue that building
technologically enhanced institutions will help mar-
ginalized students and communities lift themselves
out of poverty. These school structures, however, may
be challenged to overcome conditions such as urban
blight, crime, and violence, or to destroy institutional
practices that inhibit the educational performance of
marginalized youth.

Reaction

Some working-class people and educators have
argued that commercial involvement in schools is part
of a much larger agenda to commodify all social life.
On a large scale, global citizens have protested against
international policies and institutions that have sup-
ported commercial over public interests, such as the
WTO (World Trade Organization), International
Monetary Fund (IMF), and NAFTA (North American
Free Trade Agreement). On a micro-level of educa-
tion, teacher unions, other labor councils, and socially
conscious university students in Canada and the
United States have written position papers, launched
strikes and demonstrations, and adopted policies that
oppose corporate involvement in public schools.
Finally, teacher educators, schoolteachers, progressive
organizations, and concerned parents have created
online resources, hosted international conferences,
and developed curricula aimed at challenging these

forces and reconstituting the notion of education as a
public good.

Bradley Porfilio

See also Charter Schools
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CoMMITTEE OF EIGHT

In 1905,
commissioned the first conference on the teaching of
history in American elementary schools. The resultant
report was titled, The Study of History in Elementary
Schools: Report to the American Historical
Association by the Committee of Eight (1912). It
advanced a plan that increased the number of hours
devoted to teaching elementary history, with a clear
emphasis on U.S. history.

the American Historical Association
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In the early 1900s, the teaching of history in U.S.
primary grades remained largely unexplored. The
reports of the Committee of Ten and the Committee of
Seven, other American Historical Association com-
mittees, which researched secondary school history
teaching, served as blueprints for this later investiga-
tion of history teaching in elementary schools.

The Committee of Eight employed novel social
science methods for its study of elementary history
teaching methods. The Committee of Eight sent circu-
lars of inquiry to approximately three hundred super-
intendents of schools throughout the United States
and examined the replies, analyzing the existing con-
dition of elementary history teaching. Suggestions and
recommendations were made to enhance the teach-
ing of history in first through eighth grades. Members
of the Committee of Eight included James Alton
James, Henry E. Bourne, Eugene C. Brooks, Mabel
Hill, Julius Sachs, Wilbur Gordy, J. H. VanSickle, and
Henry W. Thurston.

Chara Haeussler Bohan
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CoMMITTEE OF FIFTEEN

In 1893, the National Educational Association (NEA)
established the Committee of Fifteen, whose purpose
was to revise the elementary curriculum in American
public schools in much the same way that the NEA’s
Committee of Ten was revising the secondary school
curriculum. Groups such as the American Herbartians,
under the leadership of Francis W. Parker and Frank
and Charles De Garmo, called for an elementary school
curriculum that was child centered and focused on the
moral development of the child. More conservative
approaches, led by figures such as William Torrey
Harris, argued that the curriculum should be primarily

concerned with preparing the child for his or her place
in society.

The arguments of the committee are important in
that they reflected tensions at work within American
schools that would be debated for years to come.
Should the schools and their curriculum focus first
and foremost on the development of the child, or
should they simply train students to meet the basic
social needs of the culture? The conservative, less
child-oriented stance predominated, setting a tone for
years to come, and was further reinforced by the
social efficiency movement, which viewed schools as
“factories” that turned out students to meet the com-
mercial and cultural needs of American society.

While on the surface, the decisions of the Committee
of Fifteen may seem obscure, they represent the codifi-
cation of an important trend in the history of American
education—one involving the emphasis in public educa-
tion on the needs of society to predominate over the
needs of the personal development and growth of the
child. This trend has continued into the contemporary
era, as manifested in recent educational reforms such as
the No Child Left Behind legislation.

Eugene F. Provenzo, Jr.
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COMMITTEE OF SEVEN

The Committee of Seven’s (1896-1899) report, titled
The Study of History in Schools: Report to the
American Historical Association by the Committee of
Seven, had a significant and lasting impact on the
practice of history and social education in American
schools. Concerned about the status of historical
studies in secondary education, August F. Nightingale,
Chairman of the National Education Association’s
Committee on College Entrance Requirements, asked
historians at the 1896 meeting of the American
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Historical Association to provide a report detailing the
practice of teaching history in American schools. As its
charter, the committee planned to make recommen-
dations about the teaching of history and to foster more
uniformity in secondary school history.

A committee was appointed, and to make an accu-
rate evaluation, they conducted a nationwide survey of
the subject of history in schools, analyzed the resultant
data, and made appropriate recommendations based
upon the social science findings. The Committee of
Seven considered the scope and sequence of history
offerings in secondary schools and suggested college
entrance requirements. The report recommended a
four-year course of study that included ancient history,
medieval and modern European history, English
history, American history, and civil government.
The report also proposed that amount of time students
engaged in historical studies increase and supported a
broadened conception of citizenship. The report had a
lasting impact upon historical studies in secondary
schools, as a four-year course of study remains typical
of many curriculum offerings.

Members of the committee, all members of the
American Historical Association, were: Andrew
McLaughlin (chairman), Herbert B. Adams, George
L. Fox, Albert Bushnell Hart, Charles H. Haskins,
H. Morse Stephens, and Lucy M. Salmon. Six mem-
bers were prominent historians. George L. Fox,
Headmaster of the Hopkins Grammar School in New
Haven, Connecticut, was the only individual practic-
ing in a secondary school. The only woman on the
committee, Lucy Maynard Salmon, was chair of the
history department at Vassar College.

Chara Haeussler Bohan
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COoMMITTEE OF TEN

The Committee of Ten was convened in 1892 by the
National Education Association. The purpose of the
committee was to develop recommendations for a
standardized high school curriculum. Leading educators
of the time were worried that too great a degree of
variance existed in basic high school curricula across the
country, resulting in a lack of consensus on what an
educated person should know and generating confusion
in college entrance requirements. Charles W. Eliot,
president of Harvard University, was appointed chair
of the task force. All but one member, William Harris,
then U.S. Commissioner of Education, were at the
time college/university presidents or secondary school
principals or headmasters.

Nine subcommittees were formed, each to study
a specific academic area: Latin, Greek, English, other
modern languages, mathematics, physical sciences
(physics, astronomy, chemistry), natural sciences
(biology, botany, zoology, physiology), civics (history,
civil government and political economy), and geogra-
phy (physical geography, geology, meteorology). Each
of the subcommittees was comprised of ten members,
mostly college professors or presidents and secondary-
school principals and headmasters. Per the guidelines
of the Committee of Ten, each of the subcommittees
convened three-day conferences in separate cities
(except for Latin and Greek, both of which met in Ann
Arbor, Michigan) from December 28-30, 1892. The
conferences were designed so that each subcommittee
would respond to a standard set of eleven questions
regarding how a course of study should be designed
and implemented at the secondary school level. Each
subcommittee was to produce a conference report for
the committee based on the assigned questions.

The conference reports were submitted to the com-
mittee in October 1893. Chairman Eliot prepared a
draft report, and in November 1893 the Committee of
Ten met at Columbia University in New York City to
prepare the final draft, which included a minority report
authored by James Baker, president of the University of
Colorado. The final report was the subject of much dis-
cussion from the moment it was released. The initial
circulation of 30,000 copies, published by the U.S.
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Bureau of Education, was distributed free of charge. An
additional 10,000 copies were published and sold out
within six years.

The final report included multiple sample courses
of study. Committee recommendations included the
amount of time spent per day, week, and year on each
subject, as well as the proportion of time that each sub-
ject should occupy in the high school curriculum.
These recommendations influenced later work by the
Carnegie Foundation for the Advancement of Teaching
that resulted in the standard unit of credit for high
school work. Though ostensibly a project designed to
recommend standardization in the high school curricu-
lum, the final report included recommendations for the
first eight years of schooling in preparation for high
school. The report was noted for the recommendation
that all students in a high school, whether college-
bound or not, should take the same course of study.

Greg Dubrow
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COMMUNITY OF PRACTICE

The idea of community of practice (CoP) has been
appropriated by agencies whose enterprise is concerned
with teacher education. Its use as a unit of analysis
has been limited. However, the Finnish activity theorist,
Y1jo Engestrom, has developed a theory of activity
systems that may be useful for modeling a CoP.
Engestrom argues that a CoP is an activity system by
another name. Members of an activity system transform
the shared objects to produce individual and shared

outcomes, learn to solve problems that disrupt their
activity, transform existing practices, and develop new
practices to sustain the activity system. This entry looks
at the theoretical background of these ideas and then
examines their implementation in education.

Intellectual Roots

Since the early 1900s, behaviorism, led by Edward
Thorndike and B. F. Skinner, and social construction-
ism, led by John Dewey and Lev Vygotsky, have com-
peted to influence the education of children and
teachers. Behaviorists view learning as a process of
enhancing individual cognition inside the heads of
individual learners and reduce the learning environ-
ment to a minor role. Teaching is understood as the
transmission of skills and subject matter to learners
through instructional scripts and repeated exposure.
The focus of instruction is on engaging learners in
attending, listening, viewing, reading, and recalling,
and processing information taken in. Assessment of
learning is usually based on criterion-referenced,
norm-referenced, and high-stakes tests.

Learning to teach is generally conceptualized as
the sequential mastery of decontextualized skills and
subject matter presumed to enable the performance
of behaviors associated with effective teaching. The
certification of teachers is based on standardized
measures of subject matter and pedagogy and the
evaluation of artifacts produced during courses, field
experiences, and student teaching.

In contrast, social constructionists view learning
as the outcome of participation in socially organized,
goal-oriented activity. Learners interact with their envi-
ronment, indicate to themselves what information is
important, and construct its meaning through social
interaction with others. Material and social resources
outside the individual are given primacy. Learning is
understood as the internalization of cognitive structures
located, first, in the structures of social interactions.
The process of internalization hierarchically restructures
the contents of memory and cognitive processes.
Teaching is conceived as arranging the distribution of
learning resources so that they are accessible to learners
and coordinating social interactions among learners.
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Although behaviorism has exerted the most influ-
ence on education, educational theory and practice
have been making a gradual turn to a social con-
structionist view. Based on the work of John Dewey
and Lev Vygotsky, a family of theories has emerged
that include sociocultural studies, distributed cogni-
tion, community of learners, situativity, and commu-
nity of practice. Common threads of these theories
include the ideas that (a) learning is accomplished
through participation in activity that emphasizes
social and environmental factors, (b) learning and
development are the outcomes of culturally mediated
(tool-mediated) activity, (c) learning occurs across
multiple contexts, and (d) knowledge is created in
communities.

Definitions

The current interest in CoP has been energized by the
Institute for Research in Learning at Stanford
University and the work of Jean Lave, Entenne
Wenger, Ann Brown, and Joseph Campione. While the
others were more interested in adult learning, Brown
and Campione were interested in explaining class-
room learning. Broadly conceived, the idea of CoP
represents the fusion of two concepts, community and
practice, to explain learning and development.

community

The origin of community is Latin, communitatem
and communitas, meaning community and fellowship,
and communis, meaning common, public and shared
by many. The meaning of community evolved in a vari-
ety of senses (e.g., coming together; unity of collective
will; holding something in common, such as interests,
goods, and identity; and bringing forth a feeling of agree-
ment and a unified participation). Communities have
often been referred to as thought communities, com-
munities of concept users, discourse communities,
speech communities, virtual communities, communi-
ties of reflective practitioners, communities of memory,
and communities of practice.

The German sociologist Ferdinand Tonnies
described two kinds of communities. Gemeinschaft

communities are informal communities constituted
of informal, self-regulated collective relationships.
Members, who are inducted informally, share common
values, rituals, and meanings and engage in coopera-
tive activity to attain a common goal. Examples of infor-
mal communities include collectors of baseball cards,
dance clubs, little league baseball teams, community
bands, and bowling leagues. Informal communities
regulate themselves on the local level.

In contrast, gesellschaft communities involve con-
tractually coordinated, formal relationships. Members
are inducted formally. The most common idea of a
formal community refers to the aggregate practices of
a professional group. The group displays a sign point-
ing to the professional activity in which it engages,
for example, the practice of law, medicine, or architec-
ture. Communities such as departments of education,
safety, health, and schools are communities legislated
and funded by the public to assist in meeting needs of
the public. Services and goods provided by formal
communities have value and meet standards gener-
ally set by the larger professional communities to
which they belong. The larger professional communi-
ties are responsible for their codification and certifi-
cation and are empowered to evaluate and sanction
performance.

Practices

Practices are observable actions. However, not all
actions are practices. Swerving a car to miss a pothole
and dashing to the sink to turn off the spigot before
the sink overflows are responses to environmental
stimuli rather than practices. Greeting a dinner guest
by saying, “Come in! We are glad you could come!”
the habits of an actor preparing for a role are practices.

or

Institutions, such as schools, are constituted of prac-
tices, for example, organizing students by grade levels,
changing classes, assigning lockers to students, requir-
ing students to take end-of-semester exams. Examples
of teacher practices include writing interim reports,
completing report cards, and convening parent-teacher
conferences and back-to-school nights. As practices
are repeated again and again, they come to be expected
to normatively recur.



152 Community of Practice

Characteristics of
Community of Practice

A CoP is a cultural-historical-social space defined by a
set of shared objects that glue its members together
and provide direction for its central activity and by the
practices that mediate its activity. Members of differ-
ent backgrounds, professional preparation, and exper-
tise complement each other as they enact practices to
accomplish personal and collective goals. A common
discourse coordinates the activity of members and
brings forth the thoughts, actions, values, attitudes, and
objects for the generation of practice. The discourse
provides a framework for what thinking, speaking, and
writing counts as meaningful, expected, and acceptable
performance, and provides opportunities for members
to make their knowledge and skill explicit, to argue,
and to challenge each other’s beliefs.

The membership of a CoP reflects levels of exper-
tise, ranging from that of novices to experts. Categories
such as old timer and newcomer are ways of organizing
mutual participation rather than identifying levels of
performance. The desire of novices to increase their
skill levels and understandings leads to their acquisi-
tion of new practices.

There is an explicit and agreed-upon relationship
between the newcomer seeking membership in a CoP
and an old timer of the community. The old timer pos-
sesses a license to interpret and evaluate the perfor-
mance of the newcomer in relation to the performance
of practices of the CoP. In turn, the newcomers agree
to be apprenticed to and evaluated by the old timer.
Apprenticed participation provides members with
identities, tool kits, ideologies, discourses, values, and
ways of thinking that characterize one as a practicing
member of the particular CoP.

Teacher Education

Teacher education is an enterprise that involves move-
ment back and forth across contextual boundaries.
Institutions of higher education and local education
agencies collaborate to arrange university and class-
room experiences that provide teacher education
students with learning experiences across multiple
contexts. The CoP of teacher education is organized to

develop and implement teacher education programs
and to communicate about teacher education in ways
that make sense to prospective teachers, classroom
teachers, researchers, policy makers, and the public.
The CoP of classroom teaching is organized to provide
pupils with learning experiences leading to the attain-
ment of educational outcomes. Both CoPs collabo-
rate to provide the route by which teacher education
students acquire teaching practices.

The practice and practices of classroom teaching
include most everything teachers do that contributes
to their planning and interactions with students; their
interactions with colleagues, administrators, and par-
ents; and what they think, believe, and value about
professional teaching. The major practices of class-
room teaching are to (a) provide instruction, (b) estab-
lish meaningful relationships with students, (c) develop
meaningful relationships with colleagues and adminis-
trators, (d) establish meaningful relationships with
parents, (e) maintain continuous professional growth
and development, (f) engage in reflection, (g) and trans-
form practices.

Teaching practices are enacted by the application
of the common declarative (what), procedural (how), and
conditional (when and why) knowledge to accomplish
bundles of tasks. Classroom teaching provides a good
example of practices. As an illustration, the practice of
providing classroom instruction is expected of teachers
of every subject matter at every level of schooling.
Planning is accomplished by skill in coordinating the
application of declarative, procedural, and conditional
knowledge necessary to accomplish a bundle of fasks that
include (a) deciding about goals of instruction, (b) deter-
mining students’ instructional needs and learner charac-
teristics, (c) deciding what to teach and how much
time to allocate for instruction, (d) identifying students’
instructional levels, (e) selecting instructional materials
and strategies, (f) grouping students for instruction,
(g) deciding how to measure the effects of instruction,
and (h) anticipating problems that might occur during the
lesson and planning solutions that are held in abeyance.

An Activity System by Anhother Name

Teacher education and teacher education candidates’
acquisition of teaching practices are the outcomes of
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collaboration between two CoPs, the university and
a local school. The professional trajectory of prospec-
tive teachers is a gradual transition from peripheral
participation to full participation in professional
practices. In the beginning, core education founda-
tions courses and early field experiences, followed by
methods courses and clinical teaching experiences, and
student teaching enable prospective teachers to begin
their participation in both CoPs. Their professional
trajectory moves on to a beginning teacher-induction
period that is often supported with a teacher-support
network that opens the gateway to a professional
teaching career.

Yrjo Engestrom argues that a CoP is actually an
activity system that is organized around the shared
objects of its central activity. The shared objects shape
and provide direction for individual and collective
activity. Figure 1 applies Engestrom’s model to two
interacting CoPs collaborating on teacher education.

As can be seen, the mediating components of each CoP
include: (a) members, the diverse subgroups and indi-
viduals who transform the shared objects into collec-
tively and personally shared outcomes; (b) objects
consist of the material, ideal, and social material that is
transformed into outcomes; (c) outcomes, the collec-
tively and individually expected and desired products
produced and received by members; (d) fools, the set of
instrumental and psychological tools used by members
to mediate activity directed toward objects; (e) divi-
sion of labor, the organization and roles of members
and what tasks are performed, by whom, when, how,
and where; (f) rules and procedures, the explicit and
implicit rules and procedures that coordinate perfor-
mances and govern interactions within, between, and
among CoPs; and (g) the community of practice, all
members who share the outcomes and values of the
main activity. In addition to collaborating on teacher
education, both CoPs interact with a diverse group of
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local and distant CoPs that affect their individual
activity and their collaboration on teacher education.
Figure 2 provides a model of the teacher education
program as a CoP. As can be seen, the main outcome
is certified beginning teachers who can enact the prac-
tices of professional classroom teaching. The objects
to be transformed into outcomes are undergraduates
who seek teacher certification, information, experi-
ence, understanding, reflection, and social justice. The
tool set used to mediate transformation of objects
into outcomes include a conceptual framework; pro-
fessional discourse; state and national assessment
tools; portfolio assessment; telecommunications; dig-
ital technology; multimedia; and a database manage-
ment system for analyzing data, developing reports
for state and national agencies, and archiving artifacts
created by undergraduates of the program. The cur-
riculum is aligned with national and state standards.
Rules and procedures are comprised of traditional
academic rules, compliance with national and state

standards, performance of supervised field experiences
and student teaching, and the presentation of a profes-
sional portfolio by undergraduates. The division of
labor includes university and school of education facul-
ties, departments, committees, and school of education
professors who assume the role of professors-in-
residence at the school site and supervise field experi-
ences and student teaching, and cooperating classroom
teachers who are trained to provide clinical supervi-
sion to apprentice undergraduates. The members of
the CoP consist of all the subgroups with a central
interest in or a key responsibility in the teacher educa-
tion program and its outcomes.

Figure 3 models the local school collaborating with
the teacher education program. Like most schools,
the expected outcomes include improved basic
knowledge and skills underlying performance on
statewide measures of achievement and an in-service
education program to improve classroom teaching.
The objects to be transformed include students and
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classroom teachers, meaning, interpretation, under-
standing, and critical analysis. The rules and proce-
dures governing the CoP include the requirement that
instruction focuses on state standards; schools receive
publicly posted grades based on the performance of
students on statewide achievement test performance,
curriculum auditing, and inclusive practices. Tools
include a system for evaluating the professional
performance of teachers, statewide criterion- and
norm-referenced tests, research-based instruction,
curriculum, local testing program, in-service edu-
cation, computers, and, multimedia.

Communities of practice and their collaboration
are not tranquil and stable states. Disequilibrium and
perpetual change is more like their normal state.
They are riddled with problems created by the
dynamics inherent in social systems. Communities
of practices are constantly colliding with each other,
creating endless issues that must be resolved.

Contradictions, disruptions, and breakdowns occur
between the components mediating their activity and
must constantly be repaired. The multiple intentions
and motivations of individual and collective mem-
bers who share the same resources are also problem-
atic. The engine that transforms and sustains CoPs is
fueled by motivation of their members to collectively
learn, invent, and import innovations to repair break-
downs and ruptures, problems, and resolve critical
issues.

In summary, the CoP concept is built on a rich
intellectual tradition. The application of Engestrom’s
activity system model to teacher education is useful
for understanding the inner workings of CoPs and
their collaboration in teacher preparation. The model
provides a way for researchers and evaluators to ana-
lyze the contradictions, breakdowns, and disruptions and
shuttle qualitative and quantitative data back and forth
to explain how CoPs attain or fail to attain their outcomes
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as they churn through cycles of transformation and
expansion and sustain themselves.

William E. Blanton, Adriana Medina,
and Paola Pilonieta
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COMPANY-SPONSORED SCHOOLING

Beginning in the early nineteenth century and ending
only after World War II, American companies
frequently engaged in industrial welfare plans that
included extraordinary investments in company-
sponsored education. Industrial towns, with company
houses, churches, recreation, and medical care, dotted
the American landscape. Still, the most expensive and
significant welfare programs involved company
schools, which made a significant contribution to the
history of education in the United States. They also
helped provide a relatively smooth transition from an
agrarian past to an industrial future. This entry recounts
their history and assesses their impact.

Educating Good Workers

In 1913, a number of interested companies formed the
National Association of Corporation Schools, an
organization supporting the educational efforts of
businesses as diverse as the Colorado Fuel and Iron
in Colorado; Ellsworth Collieries and Cambria Steel
Companies in New Jersey; Akron Iron in Buchtel, Ohio;
the huge Piedmont and Pelzer textile manufacturing
plants in South Carolina; and the Red Jacket Consolidated
Coal and Coke Company in West Virginia. These and
many other companies operated their schools to reduce
absenteeism and turnover, increase workplace efficiency,
defeat union organizing campaigns, and raise the moral
quality of their workers. The children enjoyed what
seemed to be an unalloyed benefit of free schooling, but
it was often an education that also increased dependence
on a single industry and failed to provide skills and
knowledge that might have been taken elsewhere.

Many company schools began with a sponsored
kindergarten program. Company and school officials
recognized that education would be most effective if



Company-Sponsored Schooling 157

children were brought into the system at the earliest
possible age, even in industrial sites such as coal min-
ing that generally offered little work to women, who
were free to stay home with their children. In addition,
many industrialists recognized that their workplaces
would later be more stable if the language barriers
between immigrant workers could be removed. The
kindergartens provided an opportunity for students,
at the best possible age, to be immersed in English.

Following kindergarten, children often found them-
selves in company schools whose primary purpose was
not general education but the teaching of the proper
“habits of industry,” deference to authority, and appreci-
ation for efficiency on the job. These attributes became
more crucial as technological and managerial advances
allowed for the increasing recruitment of unskilled or
semiskilled workers. Tending dirty and dangerous
machines, these employees engaged in often repetitive
and boring hours of work, which created an immediate
need for “industrial discipline.” Company officials
throughout the country discovered that six or seven years
in their schools could develop in children the discipline
they needed to complete their work, and to do so while
becoming progressively more efficient and loyal.

Seeing these advantages, hundreds of industrialists
made substantial investments in company schools.
They built the schools, often immediately next to the
factory; set the curriculum; and hired, trained, and paid
the teachers who often lived on the factory premises in
boarding houses or “teacherages.” In many cases, com-
pany officials also helped to write or design books that
instructed students on typical school subjects, but in
the context of the industry itself. Cotton mill workers,
for example, learned math—but often only by calcu-
lating answers to practice problems that foreshadowed
the work they would soon face in the mills. In every
instance, company officials kept a close eye on expen-
ditures and the effect their investments were having on
the transformation of their employees into efficient,
loyal, and docile workers.

Evaluating Outcomes

The quality of company education is difficult to assess.
Still, evidence suggests that while company schooling

was quite effective in creating workers with the proper
respect for work and authority, students gained very
little beyond basic literacy in most cases. The schools
were often poorly maintained, and in many cases the
teachers had little or no training that might prepare
them for their work with the students.

The teaching staff was also completely aware of its
mission, and comprehensive general education was a
fortunate byproduct for a few, not a goal of the schools
or the companies involved. To compound the problem,
company schools often operated on an abbreviated
schedule—sometimes for only three or four months a
year—and children were routinely pulled out of class
to assist in the mines or mills if there was a sudden
demand for more labor.

Finally, many students had no opportunity to pur-
sue an education beyond the eighth grade. Companies
often did not provide schools beyond this level
because they needed the children to go to work, and
many officials feared that education beyond the eighth
grade might prepare students for jobs other than in the
sponsoring industries. When students did have a
chance for further education, it tended to be some
form of advanced manual or vocational training that
was suited for the particular industry that provided
the opportunity. The huge Parker School District in
Greenville, South Carolina, for example, featured a
three-story cotton mill on its campus. Students were
expected to be cotton millhands.

No discussion of industrial schooling can ignore
the role of company libraries. Often reflecting the
desire to “Americanize” immigrant workers, as well
as ease the strain of industrial work and life, company
libraries became a characteristic feature of many wel-
fare plans. Some were small operations, while others
held as many as 45,000 volumes and were operated
out of the company schools. In most of these libraries,
of course, the selection of books and magazines
remained the prerogative of company officials, and
most of the books appear to have been works of sim-
ple fiction or biographies, with a strong emphasis on
“Horatio Alger” stories from which patrons learned
that with the proper attitude toward work, thrift, and
family, workers could rise from modest beginnings to
prosperity. Naturally, of course, any literature that
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suggested a hint of support for organized labor or
socialism was excluded, but even many other sources
of ideas, such as Harper’s Weekly, often failed to pass
management censorship restrictions.

While most of the old company-owned schools are
now gone, even today companies continue to educate
by offering on-site courses in technical trades and
vocational studies, while significantly supporting
local community colleges as well. Through their
efforts, working-class children by the millions have
learned to adapt to the new demands of industrial life
and work, and scores of companies have discovered
the importance of specialized education for even the
youngest of children.

Bart Dredge

See also Education, History of; Libraries, History of
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COMPARATIVE AND
INTERNATIONAL EDUCATION

The field of comparative and international education
has a long history, although some argue that it is still
in search of a distinct identity. This entry describes the
individuals, organizations, and issues that have shaped
the field, creating the problem or advantage of its
multiple identities.

Historical Roots

In most North American and European literature, the
field of comparative and international education is traced

to the work of Parisian Marc-Antoine Jullien (1775-
1848). Sometimes referred to as the “father of compara-
tive education,” he compiled data about education across
Europe and developed a plan to promote international
data collection and analysis to guide educational reform,
that is, to address the problem that the physical, moral,
and intellectual dimensions of schooling do not meet the
needs of young people or their nations. Jullien developed
a method of collecting statistics through distribution of
a questionnaire to government ministries that became the
compiling descriptive statistics by contemporary interna-
tional agencies, such as UNESCO and OECD.

In Asia, however, the field is said to have emerged
during the Han Dynasty (2006 BCE to 220 CE) and
the Tang Dynasty (618-906 CE) in China, given that
educational ideas and practices were borrowed and
lent across nations in the region. Moreover, the schol-
arly study of education in other countries was initiated
in 1849 by Xue Funcheng, who delineated the educa-
tional system in four countries to inform Chinese
educational policy in line with broader moves to
reestablish economic prosperity and political stability
in the wake of China’s defeat by Western forces in the
first opium war in 1840.

The distinction in origins of the field is not only
one of geography but also one of definition and iden-
tity—that is, what constitutes activity in and who
should be considered a member of comparative and
international education.

Traditions and Identity Sources

One source of identity for the field involves “travelers,”
who wrote up more or less systematic and in-depth
“tales” of their visits to one or more countries with the
intent to encourage compatriots to “borrow” the good
ideas and practices they observed. An American,
Horace Mann, would be a good example of this type of
effort, focusing on European societies during the first
half of the nineteenth century. Similarly, Englishmen
Matthew Arnold and Michael Sadler and Russian Leo
Tolstoy traveled abroad to observe educational systems
in other countries and document their findings at home.
Sadler’s writing was distinct, in that he advocated
against borrowing organizational and methodological
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educational elements from other country systems, argu-
ing that such elements could not be divorced from their
local context for use in another country context.

A second identity source for the field is associated
with scholars based in Europe and North America dur-
ing the first half of the twentieth century—Nicholas
Hans, Isaac Kandel, Friedrich Schneider, and Robert
Ulrich. They—as well as Ruth Hayhoe and Edmund
King in the second half of the twentieth century—
employed an idealist, humanist approach to investi-
gate ideas and forms of education across countries
in an attempt to illuminate historical trends in school
systems within societal contexts. Their concern was
less with borrowing educational ideas than with
understanding how over time education systems are
connected to societies in which they are located.

A third identity source is that associated with
C. Amold Anderson, Mary Jean Bowman, George
Bereday, William Cummings, Max Eckstein, Erwin
Epstein, and Harold Noah, who styled themselves as
practitioners of the (social) science of comparative edu-
cation. For them, the purpose of comparative education
is to develop lawlike, quantitative generalizations about
the relationships among different input and output vari-
ables related to education. Their perspective is often
described as structural functionalism, with its faith in
the application of empirical research and scientific
methods to the study of education and the social sci-
ences in general. Often such research has sought to illu-
minate how older and newer societies develop and
modernize along a single continuum of stages.

In contrast to the structural functionalist perspec-
tives of the ““scientists,” another identity source is asso-
ciated with those who investigate education and society
relations from a conflict perspective, a trend that devel-
oped within comparative education initially in the late
1960s. Robert Arnove, Martin Carnoy, A. H. Halsey,
Gail Kelly, Vandra Masemann, John Ogbu, Nelly
Stromquist, and Mathew Zachariah sought to docu-
ment—and critique—how educational organizations,
content, and processes functioned to preserve unequal
power and wealth relations across ethnic, gender, and
social class lines within countries and between core and
periphery countries internationally. In addition to the
kinds of inequality research undertaken within the

United States by social foundations scholars, scholar-
ship within comparative and international education
has sought to counter the thesis that all nation states
“develop” or “modernize’ along the lines of Western
states. Moreover, these scholars argue and seek to doc-
ument how the implementation of “Western” educa-
tional systems may contribute to reproducing economic
and political underdevelopment and dependence on
(Western) industrialized states. Finally, some of these
scholars, notably Masemann, argued for the use of
more qualitative methods of research, in order to exam-
ine school processes within the school and classroom,
which could not be generated through large-scale,
quantitative studies.

Postmodernism and poststructuralism have also
informed the work and identity of comparative educa-
tionists. For instance, Rolland Paulston’s “social car-
tography” project during the latter part of his career
serves to illustrate this strand of the field. Paulston,
along with Esther Gottlieb and other colleagues,
sought to “map” the range of ideas and authors in the
field. They and others reflecting a postmodernist or
poststructuralist (e.g., Anthony Welch and Thomas
Popkewitz) identity have sought to avoid privileging
any particular theoretical or methodological metanar-
ratives or the realities purported to describe and ana-
lyze through these narratives.

Another identity source for comparative and inter-
national educators is associated with the “problems”
approach to comparative education and, at least in
theory, what some would term international education
activities. Brian Holmes draws on John Dewey and
Karl Popper in articulating his approach to compara-
tive education work: problem analysis; policy formu-
lation; identification, description, and weighting of
relevant factors in a given context; and anticipation,
prediction, and monitoring the outcomes of policies.

While international education practitioners are also
often informed by one or more of the other perspectives
in comparative education, their activity appears to
resonate best with Holmes’s problem approach.
These practitioners are those that work for bilateral or
multilateral assistance organizations (the United States
Agency for International Development, the Japanese
International Cooperation Agency, UNESCO, World
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Bank, etc.) or as consultants to such organizations,
either individually or through a variety or “firms” which
bid on contracts and grants from the international agen-
cies. They do not mainly engage in scholarship to illu-
minate or critique educational phenomena, but rather
seek to adapt (with greater or lesser degrees of caution)
lessons learned in other countries to the contextual
reality of another country. The more applied nature of
their work does not prevent us from recognizing
comparative education and international education
as closely connected, “fraternal or Siamese twins,” as
David Wilson has characterized the two subfields.

Organizational Structures

The World Council of Comparative Education
Societies (WCCES), which was established in 1970,
has operational relations as an NGO with UNESCO,
and (in 2007) included thirty-five constituent national,
regional, and language-based comparative education
societies as constituent members. National organiza-
tional members of the WCCES are from Argentina,
Australia and New Zealand, Brazil, Britain, Canada,
China, Cuba, Czech Republic, Egypt, Germany, Greece,
Hungary, India, Israel, Italy, Japan, Kazakhstan, Korea,
Mexico, Netherlands, Philippines, Poland, Russia,
Spain, and the United States. A major vehicle for pro-
moting research and policy dialogue internationally is
the WCCES?’ triennial World Congress, which has been
held in Africa (South Africa), Asia (Australia, Japan,
and Korea), Europe (e.g., Bosnia and Herzegovina,
Czech Republic, France, Switzerland, United Kingdom),
Latin America (Brazil and Cuba), and North America
(Canada) since 1970.

One of its constituent organizations of the WCCES
is the Comparative and International Education Society
(CIES), a U.S.-based organization with a very interna-
tional membership. Founded as the Comparative
Education Society in 1956 and renamed in 1969, CIES
grew out of efforts to organize international study tours
for U.S. educators and to improve and expand acade-
mic programs and scholarship in the field. Its journal,
the Comparative Education Review, and its annual con-
ference attract considerable attention, participation, and
recognition among comparative education scholars,
education policy makers, and international education

practitioners, many of whom are also members of other
national, regional, and language-based comparative and
international education societies.

As is the case in any field, comparative and inter-
national educators publish their work in a variety of
books and journals. And while their work appears in
more general social science and educational research
journals, some of the most important work is made
available through the following specialized journals
(with the organizational base noted): Asia Pacific
Education Review; Canadian and International
Education; Comparative Education;, Comparative
Education Review (U.S. CIES); Compare: A Journal
of Comparative Education (British Association of
Comparative and International Education); Current
Issues in Comparative Education; Globalization,
Societies and Education; International Journal
of Educational Development; International Review
of Education (UNESCO International Bureau of
Education); Korean Comparative Education Society
Journal; Prospects: Quarterly Review of Education
(UNESCO Institute of Education); Research in
Comparative and International Education; and World
Studies in Education. These tend to attract authors and
readers with overlapping, though somewhat different,
identities in the field of comparative and international
education.

The following universities in the United States are
among the most recognized for offering doctoral
programs that prepare comparative and international
educators, although not all of them have specialized
programs with either comparative or international
in their names: Chicago; Florida State; Harvard;
Indiana; Maryland; Massachusetts-Amherst; Michigan;
Michigan State; Pennsylvania State; Stanford; State
University of New York at Albany and at Buffalo;
Teachers College, Columbia; and University of
California at Los Angeles. And a small sampling of
institutions offering similar programs in other coun-
tries includes: Ain Shams University (Cairo, Egypt);
Beijing Normal University; German Institute for
International Educational Research (Frankfurt);
Comparative Education Research Center, Hong Kong
University; Institute of Education, University of
London; International Institute of Education, University
of Stockholm; Ontario Institute for the Study of



Comparative and International Education 161

Education, University of Toronto; Seoul National
University; University of Havana; University of Paris;
and University of Tokyo.

Comparative and international educators are
employed in various national government agencies,
including units of ministries or departments of educa-
tion. In addition, they work within—or serve as con-
sultants to—a variety of bilateral “international
development” agencies, such as the U.S. Agency for
International Development, the Japanese Agency for
International Cooperation and Assistance, and the
Swedish International Development Agency. Other
contexts for activities that contribute to and draw on
knowledge in the field are multilateral organizations,
for example those associated with the UN system
(UNESCO; UNICEF; UNDP; Institute of Education,
Hamburg; International Bureau of Education, Geneva;
International Institute of Educational Planning, Paris)
as well as regionally framed organizations (European
Commission, Organization of African Unity, Organi-
zation of American States, Organization for Economic
Cooperation and Development). In addition, an increas-
ing role in shaping educational policy and in funding
international education projects is played by (regional/
global) financial institutions (African Development
Bank, Asian Development Bank, Inter-American
Development Bank, International Monetary Fund,
World Bank, and the World Trade Organization).

Major Topics

Besides a focus on education and national economic
development and the status and work of teachers,
comparative and international educators have devel-
oped scholarship in relation to the following topics:
factors affecting achievement, inequalities in access
and attainment in education, educational reform,
democratizing education and educating for democra-
tic citizenship, and world systems/globalization.
Each of these is discussed briefly in turn.

A variety of individuals, organizations, and projects
have focused on documenting and seeking to explain
differences in academic achievement within and across
countries, using large-scale, quantitative studies.
Perhaps the most important contribution to this litera-
ture is the work organized through the International

Association for the Evaluation of Education Achieve-
ment (IEA) initiative. Having maintained a strong focus
on mathematics and science, these studies involving
teams of researchers from some “developing” and more
“developed” countries have also examined the issues in
literacy and civic education. The objective has been to
provide cross-national data that enable scholars to
better understand how social and educational variables
(e.g., curriculum content, teacher qualifications, teacher
behavior, and student characteristics) are related and
inform policy debates in individual countries and inter-
nationally on how to enhance the achievement of
various groups of students.

Related to the issues addressed by IEA, but usually
pursued more by researchers espousing conflict per-
spectives, are empirical studies and policy and cur-
riculum analyses that seek to investigate the degree
to which and why various groups (females, ethnic
minorities, and lower social classes) are less “success-
ful” in gaining access to and attaining credentials
from public and private schools and universities. The
theoretical perspectives and the quantitative and qual-
itative methodological traditions that inform this work
would be familiar to those who do such work in the
social and cultural foundations of education focused
on the United States, but an important difference—
and potentially a real advantage—is that the findings
are compared across societal contexts. This allows
sometimes for firmer generalizations but also requires
more complex and qualified accounts, such as when
measures of socioeconomic status used in industrial-
ized countries are not related to attainment in less
industrialized societies. When done well such work
considers carefully the local, national, and global
contexts in which the quantitative and qualitative data
are collected and analyzed.

Both comparative education researchers and inter-
national education practitioners are interested in the
conditions and processes that constrain or enable
various kinds of “reform” in education. Such reforms
might concern how the system is organized (e.g., decen-
tralization or privatization), how teachers and admin-
istrators are prepared and help to develop their
capacities, the degree and forms of community partic-
ipation, the nature of curriculum and examination
systems, and how teachers and students interact in
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classrooms. Analyses of education reform tend to be
framed from functionalist or conflict perspectives,
with the respective approach tending to highlight the
evolutionary/consensual or the conflict-laden and
dialectical nature of the reform process.

Thus, the work is not unlike historical and sociolog-
ical analyses of education reform in the United States,
although a range of societies are included in the analy-
sis of national case studies. What is quite different,
however, is the focus on international relations in the
reform of education, again differentiated by functional-
ist and conflict perspectives. Here the question is how
more “developed” or “powerful” countries “lend” or
“impose” reforms on less-“developed” or ‘“‘powerful
countries. These issues are also of great interest to inter-
national education practitioners. Not only do they have
to determine what policies and practices should be
recommended or mandated as “conditionalities” as part
of loans as well as technical assistance, or training
projects. They also have to deal with the politics within
international organizations and societies regarding the
appropriateness of such transnational activities.

In recent years comparative and international edu-
cators have given more attention to what has been
labeled as the “democratization” of education. Partly,
this reflects scholars, policy makers, and practitioners
appropriating “democratic” terminology to refer to
long-standing concerns. For instance, equalizing access
to and achievement through schooling are now some-
times referenced as democratization. Increasing partic-
ipation in school affairs by students, parents, business
owners, and other community members (both in terms
of the number and variety of people involved and in the
degree of decision-making authority) is also discussed
under the rubric of democratization of education.
A focus related to democratization concerns how edu-
cation contributes to socializing students to become
effective citizens within democratic societies. In this
regard, the studies and projects broaden the conception
of the purpose of education beyond producing human
capital (economic roles) to include constructing citi-
zens (political roles). For instance, the 2002 IEA study
of civic education across sixteen countries examined
the relationship between the curriculum, the teaching
methods, and what students learn that informs their

potential to participate in society as citizens. More
focused studies of civic and citizenship education
across and within cultures have sought to determine
how political and social forces may influence what and
how citizens are taught and the nature of relevant
extracurricular, but school-based, activities. Such work
has been undertaken both in long-standing “democra-
cies” and in nations (including many former Soviet
republics and Central and Eastern European societies)
that have more recently moved toward Western demo-
cratic structures and procedures.

Finally, comparative and international educators
(e.g., Robert Arnove, Nicholas Burbules and Carlos
Torres, Mark Ginsburg, John Meyer and Michael
Hannan, and Nelly Stromquist and Karen Monkman)
have focused their attention on the world system and
globalization. They have addressed economic, political,
technological, and cultural forms of globalization, rais-
ing questions as to whether local and national education
systems are responding effectively (whether proactively
or reactively) to these dynamics as well as how educa-
tion promotes understanding and actions that shape the
nature of globalization and its impact on different soci-
eties. In addition, comparative and international educa-
tors have focused on whether the globalization of
education policies and practices represents a convergent
and/or divergent process as well as whether such devel-
opments are viewed positively and/or negatively by
international agency representatives, government offi-
cials, and citizens in different regions and nations.
Increasingly, “globalization” has found its way into offi-
cial documents of national governments and interna-
tional (bilateral and multilateral) organizations, and thus
has become part of the landscape in which international
education practitioners work.

It should be clear that there are multiple identities
possible within the field of comparative and interna-
tional education. While some might view this as a
weakness of an academic or professional field, we view
this as a sign of strength, enabling scholars, policy
makers, and practitioners to find space and contribute
based on their own multiple roles and identities.

Mark B. Ginsburg and Alison Price-Rom

See also Globalization and Education
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COMPENSATORY EDUCATION

During the 1960s, a new approach called compen-
satory education was created to support access for
academically underprepared and economically dis-
advantaged students. Compensatory education focuses
on the individual student and the living and learning
environment in which the student interacts. Proponents
of this approach charge that environmental conditions,
often induced by poverty, are responsible for the poor
academic achievement of students. Common activities
of this approach include: academic preparatory work,
supplemental learning enrichment activities, higher
parental involvement in school, and systemic changes
in the school learning environment. During the early
1960s, national civil rights legislation established the
Office of Compensatory Education within the U.S.
Office of Education.

Elementary and Secondary Education

Federal legislation through the Elementary and
Secondary Education Act and amended by the No
Child Left Behind Act created a family of compen-
satory elementary and secondary education programs.
These programs include: Head Start, Early Reading
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First, Education for Homeless Children and Youth,
Even Start Family Literacy, and Title I. Title I (now
called Chapter 1) is the largest of these programs. It
provides financial support through state and local
education agencies to schools with either high num-
bers or high percentages of economically disadvan-
taged children.

More than 50,000 schools serving about 12 million
students across the United States use Title I funds. If 40
percent or more of the children in the school meet fed-
eral poverty guidelines, a school may offer Title I ser-
vices to all students, regardless of their economic
background. Some schools focus on providing supple-
mental reading and mathematics instruction. Other
schools focus on extending the learning environment and
providing preschool, after-school, and summer bridge
programs. Parental involvement is a key component.

Transition and
Postsecondary Education

Concurrent with development of the aforementioned
programs, compensatory education programs were
created for eligible postsecondary students and those
who desired to attend college. Among its provisions,
the Economic Opportunity Act of 1964 and later the
Higher Education Act of 1965 expanded access to
higher education for disadvantaged students in two
ways: TRIO programs and need-based financial aid
for economically disadvantaged students (Pell and
Perkins Grant programs).

TRIO refers to the original “trio” of programs
(Upward Bound, Talent Search, and Student Support
Services) funded by the federal government at hun-
dreds of colleges to encourage access and success of
previously disenfranchised students. Eligibility was
limited to students who met one or more of the
following criteria: neither parent completed college,
were economically disadvantaged, and/or had an
eligible disability. Common grant features included
academic enrichment activities, career counseling,
cultural enrichment activities, and setting high expec-
tations for college graduation. Additional TRIO pro-
grams created later were Talent Search, Student
Support Services, Educational Opportunity Centers,

and the Ronald E. McNair Post-baccalaureate
Achievement Program.

David R. Arendale
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CoMPLEXITY THEORY

Complexity theory, along with fractal geometry and
chaos theory, is one of the “new sciences” that came to
prominence in the latter part of the twentieth century.
These three fields contribute to a new awareness
that nature in its organization is complex, fractaled,
and turbulent. This is quite different from the past
(modernist) view that nature is simple, linear, and
stable in form and organization. The new theory and its
application to education are described in this entry.

Order Out of Disorder

Isaac Newton, in the seventeenth century, believed
nature to be “pleased with simplicity” and ‘“‘con-
formable to herself.” Charles Darwin brought forward a
different view, one wherein nature is capricious or ran-
dom in its development. “Chance caught on a wing” is
the way one scientist has phrased evolutionary devel-
opment. In their study of nature, contemporary scien-
tists, using the mathematical tools of nonlinear
dynamics and the power of supercomputers, posit that
nature is in form self-organizing and that the disorder
observed in the cosmos, universe, and world is really an
“orderly disorder.” Models of this “stable” disorder are
found in avalanches, economic systems, evolutionary
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development, galactic births and deaths, human bodily
and social systems, and population dynamics—to name
but a few. What looks and appears disorderly is really a
new type of order, an order emerging from (and even
embedded within) disorder.

The implications of this for education are immense
and radical. Up to the present day, education, in its
forms of curriculum design and instructional strate-
gies, has been premised on a simple design, directly
transferable. To think of learning, not as a passive,
receivable act—with the mind a tabula rasa imprinted
by teaching—but as an interactive, dynamic, and self-
organizing process challenges past (and even present)
methods of syllabi design, lesson plans, and instruc-
tional strategies.

Self-Organization and Emergence

Self-organization, whether in computer simulations,
in ecological, environmental, information-processing
models, or in social interactions is the defining char-
acteristic of all complexity research and study.
Whereas imposed organization—be it institutional
(including education), political, or religious/philo-
sophical (God as progenitor of the West’s Great Chain
of Being)—is always top-down, self-organization
emerges from an interactive base of particulars. Life
itself at the cellular, species/human, and social levels
is an example of such a self-organizing system. As
particulars or events interact, they do (under certain
conditions) form a system: an interactive, dynamic,
creating system. Complex networks arise from simpler
networks, as in evolutionary theory; or conversely,
simple, unifying networks emerge from complex inter-
actions, as in galactic order, human bodily systems, or
population dynamics.

Self-organization refers not to an individual self
becoming consciously organized but rather to a dynam-
ical system—sometimes large, sometimes small—
organizing (even transforming) itself in particular
phases of its development. Such a system, often labeled
antichaotic, existent in all natural sciences but most
prominent in the biological/living sciences, maintains
its stability even as the interactions within itself and
between itself and its environment proliferate.

Complex adaptive systems is another phrase used
here, to indicate the system’s overall ability to main-
tain order as events or particulars within the system
experience change. Bodily immune systems or neuro-
logical systems are examples of this—as cells both die
and regenerate, the system maintains its overall har-
monious functioning. At a critical point, though—far
from equilibrium or the system’s center, out near “the
edge of chaos”—a small perturbation or occurrence
leads to a major, transformative change. In this view,
chaos is embedded within complexity.

Evolution here is not simply the result of random or
chance occurrences but is rather a natural, interactional,
complex process. Organization emerges, freely and
spontaneously—*“order for free”—from what seems to
be chaos. For those complexity theorists studying evo-
lutionary development, “natural selection” is not the
one and only way species evolve. Rather, development
is stochastic, combining elements of randomization
with those of natural emergence. Such emergence (aris-
ing more from than foward) is sporadic, spontaneous,
and unpredictable (although deterministic, at least in a
probabilistic sense).

Implications for Teaching

The educational implications of this emergent or self-
organizing process are numerous and radical; most
significant is the recognition of order emerging from
interactions—it need not be imposed. In fact, imposi-
tion may well be a hindrance to development. If devel-
opment is indeed a stochastic process—interactions
among elements or events themselves interacting with
random external events—then the educational design
of curricula, teaching strategies, syllabi, or lesson plans
needs to be rethought.

At the very least, flexibility needs to be built into
the structure of curricular design and teaching strate-
gies. Even better would be syllabi or lesson plans that
emerge, a real challenge to any educator. “Teachable
moments” would now be not a surprise but expected.
Here, the abilities a teacher needs to possess go beyond
the skills and methods usually offered in teacher prepa-
ration or school mentoring courses and situations. Fur-
ther, to guide a situation toward a far-from-equilibrium
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situation—away from stability, toward “the edge of
chaos,” without going over that edge into an abyss—
requires a sense of feeling for the situation not present
in current teacher-centered (or even student-centered)
designs. Situations become their own managers and
guides, with teachers (and students) playing important
but nondominating roles. Ambiguity, uncertainty,
imbalance, chance, probability all take on importance
as issues, not to avoid, but to utilize.

All the foregoing represent a major shift in curricular
design, instructional strategies, and teacher-preparation
courses and experiences. This shift is away from
preset goals, experiences prechosen to mirror those
goals, experiences organized to achieve the preset
goals, and assessment as to how the preset goals have
or have not been achieved. The shift is toward a cur-
riculum rich in problematics, recursive in its (nonlinear)
organization, relational in its structure, and rigorous
in its application.

Wm. E. Doll, Jr.

See also Chaos Theory
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CoOMPREHENSIVE HIGH ScHOOLS

The comprehensive high school is a unique product of
efforts intended to serve the educational needs of
a modern democratic society. Comprehensive high
schools are designed to educate students and prepare
them to adequately navigate employment, the duties
of citizenship, and other facets of adult life. In
comprehensive high schools, students have access to a
vast array of course offerings (e.g., foreign language,
home economics) and extracurricular activities
(e.g., sports, clubs) resulting in a diploma. The
diploma serves as a standard, signifying minimal
competence to enter postsecondary education or to
obtain competitive employment. This entry discusses
the development of comprehensive high schools and
their current configuration.

Historical Background

For a number of years, secondary education was
confined to particular geographic areas (i.e., urban
centers). The creation of secondary education, partic-
ularly high schools, was a reflection of progress in
American society. Limited options for children meant
little to no education after four or five years of instruc-
tion in the most basic of skills. Many children were
not exposed to any formal schooling, leaving many
illiterate. In response to this great need for formal
education especially in large urban areas, comprehen-
sive high schools were designed with the intent of
teaching children not only basic skills for labor, but
just as importantly, skills in citizenship.

The modern, large comprehensive high school can
be dated to the ideas espoused by James Conant.
Conant was primarily interested in the structure of
high schools (e.g., four grades) and their organization
(e.g., adequate course offerings to prepare children for
employment). After assessing the landscape of high
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schools, Conant came to the conclusion that high
schools had to be bigger to better serve students. This
notion had its basis in several ideas about how sec-
ondary schools should operate, one of which included
the lack of efficiency of smaller schools, which could
not offer students a wide assortment of courses.

The notion that high schools had to be bigger has
been confused and resulted in schools well beyond the
notions of the earliest educators responsible for devel-
oping secondary education. In the early to mid part of
the twentieth century, high schools enrolled small
numbers of students (e.g., 100 to 250). As high schools
grew and enrolled more than 400 students, many per-
ceived these schools as too big and perhaps insensitive
to the needs of students. In spite of the surrounding
controversy, comprehensive high schools did grow
much larger than 400 students and some have grown
to enroll more than 5,000 students.

The combination of Conant’s work and a burning
desire to improve the educational lot of the greater soci-
ety served as the backdrop for the development of mod-
ern secondary education. This movement began shortly
after the turn of the last century with a report from a
committee appointed by the National Education Asso-
ciation. In 1918, the Cardinal Principles report delin-
eated seven guiding principles for secondary education.
These principles included: (1) health, (2) command of
fundamental processes, (3) worthy home-membership,
(4) vocation, (5) citizenship, (6) worthy use of leisure,
and (7) ethical charter. The principles were intended to
be broad, to ensure that a substantial differentiated cur-
riculum could be developed and implemented as a way
to include the large numbers of students who were enter-
ing secondary school after World War L.

It is no mistake that almost any course of study could
be included under any one of the seven principles.
Conversations about the prevalence of varying intelli-
gence among individuals (as described by psychologists
like G. Stanley Hall) and the declining influence of par-
ents (as described by philosophers like John Dewey)
were among several factors that influenced educators
to create large high schools that could accommodate the
variability of the population. A comprehensive system
of secondary education was necessary to prepare
citizens to make meaningful contributions to society

(e.g., uphold democratic ideals) and prepare students to
fill the many positions in the growing factory-based
industries (e.g., automobile manufacturing).

Today's High School

High schools have long been conceived of as the pin-
nacle of American education, serving as an “equalizer”
for society’s children. The question surrounding the
legitimacy of this task as well as the realistic prospect
of ever providing adequate preparation for the major-
ity of American children has been a point of contention
dating back to the first days of large comprehensive
high schools. The right to compulsory education is a
well-established part of American history, and the
delivery of that education has evolved from the limited
focus on vocational tasks to include the wide array of
curricular fields and other social services.

The American high school as we know it today,
tuition-free, based in a larger school district, with four
grades, and dividing time and space into major and
minor courses, has existed for the last 150 years.
Comprehensive high schools have a distinctive “pres-
ence” in most communities. Many members of the com-
munity are proud of the “look and feel” of the high
school and express this civic pride with clothing and slo-
gans; at times, they provide financial resources to support
the sport teams or clubs. Large comprehensive high
schools can serve thousands of students (e.g., 1,500 or
more depending on the school district and geographic
location) and hold fast to strict curricular divisions,
intended to provide academic and vocational education.

A diverse mix of students, educational profession-
als, and other community members come together to
provide educational experiences highlighted by a
focus on preparation for participation in the local
community as well as the greater society. Many of the
most highly revered ideals have been incorporated
into the secondary curriculum to ensure that children
are exposed to some of the most sacred ideas about
the American way of life. These ideals have been
passed on within the classrooms, hallways, and audi-
toriums of large comprehensive high schools.

The increased size of high schools has coincided
with a growing number of children “who fall through
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the cracks.” It is possible that the students described
in this way could have benefited from a number of
different services available in schools (e.g., remedial
instruction or family support services). In order to
serve a large number of students with varying degrees
of need, it is necessary to create schools with an
unwieldy infrastructure, leading to an ironic turn of
events—students left without any services.

Charles Dukes

See also Small Schools Movement
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ComMPULSORY EDUCATIONAL
ATTENDANCE LAWS

Compulsory education requires by law that all children
receive some form of schooling. Compulsory education
is largely seen as being a universal good for the child,
as well as the society in which he or she lives. Less
often, it is considered to be a means by which the state
can exercise control and influence over its citizens. This
entry looks at the history of this practice, relevant court
rulings, and critiques.

Historical Background

The first compulsory education law was passed by the
Massachusetts Bay Colony in 1642. The law removed
control of education from the clergy and placed it under
the direction of citizens or “selectmen” of the colony.

It required parents and craftsmen or masters to make
sure that their children were able to read. In 1647 a gen-
eral school law, known as “The Old Deluder Satan
Act,” was passed requiring towns in the colony to estab-
lish schools. The law took its name from its first line,
which made reference to Satan. It was based on the
belief that children had to be able to read the Bible and
other religious texts in order to overcome his influence.

The first state in the United States to enact a com-
pulsory education law was Massachusetts in 1852.
Extremely limited in scope, the law required that
children under fifteen years of age could only be
employed if they had received a minimum of three
months of schooling prior to their employment.
Compulsory education laws were proposed in Illinois
as early as 1838, but were only first enacted in 1883.
The last state to require compulsory education was
Mississippi in 1918.

Compulsory education at the high school level
became widespread throughout the United States dur-
ing the Great Depression. The shortage of jobs avail-
able to youth made schools a good place for them to be
instead of out on the streets where they would compete
with adults for scarce jobs and potentially become
unruly. In this context, schools took on a greater
custodial function—one that they still maintain to a
large degree today.

Court Rulings

Whether or not the state has the right to compel
students to attend only public schools was decided by
the Supreme Court in the case of Pierce v. Society of
Sisters (1925). In 1922, Oregon passed a law requiring
all children between the ages of eight and sixteen to
attend public schools. The idea was to provide all
children with a uniform education subject to state
control. It was argued that Oregon had an interest in
making sure that its future citizens were educated
sufficiently to hold jobs, to vote, and to understand and
appreciate “American values.” The law had the effect
of closing down all private education—in particular,
Oregon’s Catholic schools.

It was eventually overturned on the basis that it
interfered with the rights of parents to direct the
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upbringing and education of their own children. The
decision did not interfere with the state’s right to regu-
late, in terms of minimal standards, the teaching and
content of the curriculum. Thus, it could require that
teachers in a private school have a certain minimal level
of education and that even a private school curriculum
include subjects such as civics and American history.

In the 1972 Supreme Court case of Yoder v.
Wisconsin, the issue of family rights and compulsory
education was addressed once again. In the action,
Amish parents maintained that the attendance of their
children in schools beyond the eighth-grade level
threatened their survival as a religious group. This was
based on the Amish belief that knowledge received
from books represents a distraction from the message
God provides in the Bible and that attendance at
school beyond a certain point would divert Amish
children from the beliefs of their community.

The Court maintained that both the beliefs of the
child and the parents needed to be taken into account,
and various accommodations were set in place that
allowed the Amish to continue to follow their religious
beliefs. School attendance beyond eighth grade would
not be required—thus contradicting the general rule
that children attend school until the age of sixteen. In
this context, the decision of the court took into account
basic principles of religious freedom—specifically the
rights guaranteed under the Establishment Clause of
the Constitution.

The idea of universal and compulsory education
for all children was reinforced on an international
basis when in 1948 the United Nations issued the
Universal Declaration of Human Rights, in which it
called for compulsory elementary education for all
children. In April 2000, 1,100 delegates from 164
countries reaffirmed this principle at the UNESCO-
sponsored World Education Forum in Dakar by adopt-
ing the Dakar Framework for Action, which estab-
lished the goal of free compulsory and high-quality
education for all children by the year 2015.

Critiques

There have been a number of useful systematic critiques
of compulsory schooling since the 1960s, including

Paul Goodman’s Compulsory Mis-Education (1962),
which argued that public schools represented a “com-
pulsory trap”; Ivan Illich’s Deschooling Society
(1970), which called for the elimination of traditional
schools through a process of deschooling; and John
Holt’s Escape from Childhood: The Needs and Rights
of Children (1974), which declared that children
should have the same rights as adults and not be
compelled to attend institutions such as schools if they
did not wish to do so.

In his book Horace’s Compromise (1984),
Theodore Sizer argued that society has made schools
much more difficult places in which to teach and learn
by compelling unwilling students to attend them.
More recently, John Taylor Gatto in The Underground
History of American Education (2003) has argued
that the schools are part of a larger social and cultural
system intended to suppress personal freedom and
keep power in the hands of a political and social elite.
In order to do so, mandatory or compulsory education
is a requirement.

Eugene F. Provenzo, Jr.
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CoMPULSORY HETEROSEXUALITY

Feminists conceived the term compulsory hetero-
sexuality to signify the institutional pressures on
women to be heterosexual, thereby ensuring men’s
rights of physical, economic, and emotional access.
The term compulsory heterosexuality was first used at
the 1976 Brussels International Tribunal on Crimes
Against Women to draw attention to the worldwide
persecution of lesbians.

Adrienne Rich more fully conceptualized “compul-
sory heterosexuality” in arguing that, despite qualita-
tive differences in women’s experiences across cultures
and history, women’s heterosexuality is not simply an
issue of sexual “preference” or “orientation” but an ide-
ology maintained by force that convinces women of the
inevitability of marriage and sexual orientation toward
men, even when unsatisfying or oppressive. Rich fur-
ther argued that a wide range of legal, political, reli-
gious, social, economic, and physical barriers prohibit
women from determining the forms that sexuality will
take in their lives. Some customs that enforce women’s
heterosexuality are easily recognizable: chastity belts,
clitoridectomies, foot binding, veils, rape, child mar-
riage, arranged marriages, and pornography. However,
other practices, such as taboos against homosexuality
and the historical erasure of lesbian existence, obscure
alternatives for same-sex bonding. Further, pervasive
social, economic, legal, and educational inequalities
ensure women'’s dependence upon men for survival.

Since Rich’s work was published, queer theorists
have demonstrated that compulsory heterosexuality
also negatively affects healthy development of gay
men and boys. Almost from birth, families teach not
only acceptable gendered conduct, dress, and charac-
ter traits, but disdain for cross-gendered behaviors.
Compulsory heterosexuality is reinforced and
expanded by religious institutions, peer groups, and
the media, where heterosexual love is often presented
as the only viable option and the value of nonhetero-
sexual relationships may be omitted entirely,
denounced, or denigrated.

Some school personnel, especially in religious
schools, may educate for compulsory heterosexuality
through the curriculum proper. More often, especially in

public schools, teachers, administrators, counselors, and
staff educate for compulsory heterosexuality through
the hidden curriculum. Without ever openly denigrating
nonheterosexuals, teachers of young children often
encourage children to play in “gender appropriate”
games and role-plays, reinforcing the notion that only
certain ways of play or acting are socially acceptable. In
fact, studies show that the worst verbal assault one can
make against a young boy is to call him a girl.

When derogatory epithets surface among older
children or youth, many school personnel refuse to chal-
lenge the language, intent, and misconceptions that are
being wielded against gay and lesbian persons and iden-
tities. Researchers have documented that adolescents
believe that being called “gay” or “lesbian” is the worst
insult that can be leveled against them. Teachers’ silence
about lesbian and gay identity in fact speaks very
loudly. Whether because of ignorance, design, or benign
neglect, feminists and other scholars assert, these factors
all contribute to a hidden curriculum of compulsory
heterosexuality where every child is presumed hetero-
sexual until proven otherwise and those children who
are homosexual are labeled “defective.”

Susan Birden
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CoMPUTER-ASSISTED INSTRUCTION

American education has long incorporated technology
in K-12 classrooms—tape recorders, televisions,
calculators, computers, and many others. Computer-
assisted instruction (CAI) refers to the use of computers
and computer-related applications such as the Internet to
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support instruction and cognition. CAI also takes into
consideration the processes involved in the integration
of these technologies into existing curricula. Research
on the effectiveness of computer use on educational
outcomes is mixed, but suggests that computer-based
instruction increases student achievement at least as
much as more conventional modes of instruction.
While information technologies, more specifically
desktop computers, have had an enormous impact on
American business and how business is transacted
over the past several decades, instruction at the K—12
level has not undergone the “megachange” that
technology was predicted to produce in U.S. schools.
However, CAI is still an important component of
curriculum in the Information Age. CAI may include:
assessment of students, presentation of educational
materials, repetitive drill practice, game-based drills,
and tracking of student performance and progress.
This entry looks at the growth of CAI from a tool used
to facilitate drills to a central player in preparing
students for a digital society.

Early Applications

The first computers used for instruction were com-
puter-driven flight simulators used to train pilots at the
Massachusetts Institute of Technology in the 1950s.
Before the introduction of microcomputers, computer
companies such as IBM pioneered efforts in helping
to define the role of computers in education. In 1959,
schoolchildren used IBM computers for the first time,
for solving arithmetic problems.

In the early 1970s, IBM produced the first instruc-
tional mainframe with multimedia learning stations
and worked with universities to develop CAI materials.
For example, Stanford University’s Patrick Suppes,
considered the grandfather of CAI, developed the
Coursewriter language to create reading and math
drill-and-practice lessons, setting the standard for
subsequent instructional software. After systemati-
cally analyzing courses in arithmetic and other sub-
jects, Suppes designed highly structured computer
systems featuring learner feedback, lesson branch-
ing, and student recordkeeping.

During the 1970s, another influential source of
CAI was the University of Illinois PLATO system.

This system included hundreds of tutorial and
drill-and-practice programs. Like other systems of the
time, PLATO’s resources were available through time-
sharing on a mainframe computer. Mainframes and
minicomputer CAI systems, often developed by univer-
sities to serve school districts, dominated the field at the
time. However, high maintenance costs and teachers’
dislike of centralized control by district personnel even-
tually led to a decline in their use by the late 1970s.

With the development of the stand-alone, desktop
computer in the late 1970s, control of educational com-
puters was in the hands of teachers. Educational soft-
ware became more widely available and was designed
to meet teachers’ classroom needs. With federal fund-
ing, the Minnesota Educational Computing Consortium
(MECC) became the single largest computer software
provider at the time. Teachers initially sought to be
actively involved in the creation of software and other
facets of computing, but interest faded as teachers
realized how time consuming that would be. To make
CAI more cost effective, districts purchased integrated
learning systems (ILSs) that were administered via a
central network and that used prepackaged curricula to
support standards-based instruction, shifting control of
educational computing again to a central source.

In the late 1970s, the idea of CAI developed into
computer literacy, as skills in programming and word
processing were seen as essential for functioning in
society. Non-computer-literate students were predicted
to become educationally disadvantaged. Lack of agree-
ment on what exactly these “essential” computing
skills should be and how to best measure them caused
this idea to fade. In the 1980s, mathematician Seymour
Papert’s LOGO programming language sought to shift
the focus from drill-and-practice applications of tech-
nology to viewing computers as a tool for problem
solving. While some research did indicate positive
effects from the use of LOGO, by the 1990s, LOGO
was all but forgotten in educational circles.

In the 1970s and 1980s, drill-and-practice software
was readily available and commonly used in class-
rooms. Often mimicking electronic flash cards or
workbooks, this type of software showed math prob-
lems or tested vocabulary, giving simple feedback
after a student response. However, incorrect answers
often yielded more intricate or interesting forms of



172 Computer-Assisted Instruction

feedback, leading students to purposely give wrong
answers. Further, issues with a limited catalog of soft-
ware titles, aging hardware in the schools, inadequate
staff development, and a perceived lack of direct
correlation between technology and traditional
school curricula led to a waning interest in educational
technology.

The Internet Era

The dawning of the Internet era in the 1990s reignited
teacher interest in using CAIL. Mosaic, the first browser
software, transformed a formerly text-based Internet,
used predominantly by the engineering and scientific
communities, into an easily accessible medium com-
bining text and graphics. With the arrival of the new
millennium, educators and students delighted in the
connectivity that the Internet era ushered in. Further,
the proliferation of educational software titles, efforts
to address compatibility issues among operating sys-
tems, and successful attempts at meaningful integra-
tion of school curricula with emerging technologies
spurred educators to reevaluate technology’s role in
classrooms. E-mail, videoconferencing, portable wire-
less devices, multimedia capability, and ease of access
to online resources led to increases in distance learning
opportunities.

While educational games and drill-and-practice
software continued to be popular in schools, common
uses of CAI now routinely include tutorials, simula-
tions, and other open-ended applications to encourage
divergent thinking. As new technologies were being
adapted for classroom use, the International Society
for Technology in Education developed the National
Educational Technology Standards (NETS) for teachers,
students, and administrators to provide a framework to
guide classroom activities and foster the cohesion that
was previously lacking.

CAI software, often called instructional software,
teaches specific skills and knowledge, often narrowed
to a specific content area and grade range. This is in con-
trast to tool software, which can be used in general to
help students through problem processing at any grade
level and in any content area, including word proces-
sors, concept processors for outlining ideas, spread-
sheets, databases, audio-video editors, presentation

programs, Web browsers, Logo programming language,
and others.

Today, computers are powerful enough to act as file
servers, and CAI can be delivered either through an
integrated learning system or as stand-alone software.
Typical CAI software provides text and multiple-
choice questions or problems to students, offers imme-
diate feedback, notes incorrect responses, summarizes
students’ performance, and generates exercises for work-
sheets and tests. CAI typically presents tasks for which
there is one correct answer; it can evaluate simple
numeric or very simple alphabetic responses, but it
cannot evaluate complex student responses.

Outcomes Research

While the ubiquity of classroom technologies cannot be
denied, clear impact on student academic achievement
is not easy to determine because of sparse empirical
evidence mostly due to methodological problems. A
great deal of research was conducted during the 1970s,
1980s, and early 1990s on the effects of computer use
on student achievement, attitudes, and other variables.
Lack of depth in CAI inquiries makes generalizations
difficult. Studies of effectiveness often pit one com-
puter application against another or compare computer-
based methods to teacher-directed activities. This type
of “horse-race” research mentality does not yield effec-
tive data from which to draw conclusions.

Despite the lack of comprehensive studies of over-
all use, substantial research has examined the effects
of using computers for particular kinds of instruction
across a wide range of topics and age groups.
Qualitative inquiries on the uses of computers in
classroom instruction have documented positive
effects on student affect and student and teacher moti-
vation, as well as some positive impact on learning in
specific classroom contexts.

Research clearly indicates that merely installing
the hardware does not produce the desired outcomes.
One of the main reasons for this is that technology has
often been introduced as an addition on to an existing,
unchanged classroom setting. Nowadays educators
have a more integrated vision in which technology
is considered together with the educational strategies,
contents, and activities of the classroom, realizing that
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successful and effective learning with computers must
rely on sound instructional practices that are congru-
ent with how teaching and learning are viewed today.

Social Context

Historically and presently, the introduction of tech-
nologies in education has at times coincided with a
need to improve educational outcomes or solve prob-
lems in U.S. schools. For example, after the Soviet
launching of the Sputnik satellite in 1957, the National
Defense Education Act sought to place overhead pro-
jectors in classrooms as a way to improve science and
math achievement in public schools. In the 1960s,
educational television for youngsters, often featuring
culturally diverse children and themes, brought into
focus a changing U.S. demographic and their social
and literacy needs. Educational television flourished,
capturing the interest of the American populace. After
the publication of the report A Nation at Risk in 1983,
which highlighted the shortcomings of American
schools, educational reformers urged better integra-
tion of CAI to support a student-centered, inquiry-
based mode of learning in classrooms.

During the 1990s state and federal initiatives sought
to increase educational technology in classrooms and
to link the nation’s classrooms to the Information
Super Highway in an effort to prepare students for the
world of work in a digital society. The sophisticated
educational software available today bears only mini-
mal semblance to early electronic applications. Today,
electronically linked text, or hypertext, “intelligent”
computer tools that shape computer programs to suit
learner needs, and integrated learning systems that
monitor progress in academic subjects provide an end-
less number of CAI opportunities. A strong argument
for increasing CAI is that computers are essential for
preparing students for an increasingly digital world.
Add to this the likelihood that school will be the only
place the urban poor will ever use a computer before
going into the job market, and it becomes even more
imperative that schools maximize how CAI is used.

Presently, many state and national educational ini-
tiatives are supporting technology reform efforts in
many schools. Educators realize that electronic com-
munication is becoming less an option and more a

requirement for students’ success in the twenty-first
century. The International Reading Association recog-
nized this in its 2001 position statement on integrating
technology into the literacy curriculum. Becoming
fully literate, the association argues, includes becom-
ing proficient in the new literacies of information and
communication technology. Therefore, literacy educa-
tors have a responsibility to integrate emerging tech-
nologies into the literacy curriculum in order to
adequately prepare students for their role in society.
In simplest terms, information and communication
technologies in and out of the classroom are redefining
teaching and learning.

Lina Lopez Chiappone
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CompUTING, ETHICAL ISSUES

Ethics is the branch of philosophy that asks and
addresses questions regarding right and wrong behavior.
The contemporary industrialized world’s heavy reliance
on computers to accomplish a variety of tasks heightens
the importance of ethical computer use. Schools are
charged at some level with allowing students to consider
the ethical ramifications of their actions in general.
Computer use in schools is not exempt from this task.
Indeed, it is now more important than ever for all
members of the school community to ask difficult
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questions about how they and others can use computers
in ethical ways in different contexts. Some of the ethical
issues differ little from those in the day-to-day world
without computers, that is, the “offline” world, but are
nonetheless important in the online setting. Others are
more specific to the online world in terms of the
potential damage that computer misuse can bring
compared to the offline context. The ethical contexts
discussed in this entry include netiquette, censorship,
digital copyright, and privacy.

Netiquette

Netiquette is a portmanteau of net for Internet and efi-
quette. Like etiquette for daily conversation in schools,
netiquette is a way of establishing a more productive
and respectful setting between school participants via
appropriate means of expression. Common guidelines
of netiquette are rooted in both notions of everyday
courtesy in the offline world and the special circum-
stances of online communication. For instance, harass-
ment, abusive language, and unnecessarily lengthy
monologues should be discouraged just as much online
as they are in the offline classroom setting. However,
typing in all caps is a uniquely online version of shout-
ing. Moreover, forwarding irrelevant e-mails and send-
ing files too large for most computers to handle
interferes with school community members’ computer
usage and should be avoided.

Censorship

To receive federal funds for computing equipment and
Internet access, schools and libraries must abide by
the Children’s Internet Protection Act (CIPA). CIPA
requires that these public institutions use filtering
software that blocks access to online material that is
“obscene, child pornography, or harmful to minors.”
While case law continues to evolve on defining the
rights of students and teachers in cyberspace, this
major statute stands in force.

Supporters of the law cite it as an efficient way of
harnessing the power of the Internet for pedagogical
purposes while blocking its more unsavory sections
from students. Critics point out that corporations who
manufacture the filtering software may have hidden

political and social agendas reflected in the lists of
blocked Web sites. These lists are not available to pub-
lic scrutiny since they are considered trade secrets.
Moreover, many Web sites, either intentionally or unin-
tentionally blocked, do not have any objectionable con-
tent. Teachers and administrators are advised not only
to monitor Web sites that students attempt to access,
but also to monitor software that blocks Web sites that
may be educationally benign or beneficial.

Digital Copyright and Fair Use

Generally speaking, the same copyright legislation that
forbids large-scale unauthorized duplication and use of
copyrighted works in the offline world applies to the
Internet as well. Consequently, schools can be held
liable in civil courts for students’ sharing copyrighted
music, movies, software, and other media over the
Internet. The benefits and perils of sharing copyrighted
works online are highly contested and involve their
own set of ethical questions. Still, few would call the
use of PreK—12 school networks to share copyrighted
files for solely recreational purposes ethical.

Policies and related debates over the degree of lati-
tude educators and students should be given to distrib-
ute or exhibit copyrighted works typically concern four
factors. These include the action’s pedagogical value,
its impact on the work’s marketability, the nature of the
work in question, and what portion of the total work
is used in terms of length and the specific portion.
Traditionally, educators have relied on the fair use doc-
trine of copyright law to legally copy part or, less com-
monly, the whole of copyrighted works for pedagogical
purposes. The doctrine itself was enshrined in the
Copyright Act of 1976.

Nevertheless, Congress further tightened copyright
protection in cyberspace in 1998 by passing the
Digital Millennium Copyright Act (DMCA). The
DMCA makes it a federal offense to interfere with any
digitized anticopying mechanism put in place by the
copyright owner of a digital work. Even bypassing
anticopying mechanisms to garner material that is
normally protected under fair use is largely illegal
under the DMCA. The Librarian of Congress gave
“media studies or film professor[s]” permission to
bypass these restrictions to make film compilations
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for exhibition in college and university classrooms in
November 2006. It is unclear if this relatively narrow
exception applies to teachers and students in the
PreK-12 school system.

Prosecutions of copyright infringement for teacher-
supervised computing activities are rare, in part because
the fair use doctrine presents obstacles for copyright
holders to pursue legal action. Nevertheless, teachers
and students should exercise discretion in the portion
of the copyrighted work they copy for school use;
generally the longer it is, the more likely fair use does
not protect the action.

Privacy

Internet access provided by schools to their students
comes with the expectations that schools own the
means of this access and that students are primarily
using it to perform school-related tasks. Legally
speaking, student activities and correspondence on
school networks are treated the same as student grade
and behavior records. That is, school faculty and
parents can access what their students and children
have been doing on school networking equipment.
Typically this is recorded on school hard drives and
network servers in the form of saved e-mail messages
that students have sent and received as well as logs of
what Web sites students have visited. The same prin-
ciple applies to faculty computing activities, which
can be monitored by school administrators as well.

If these principles are not consistently made clear
to students and faculty, then they may act indiscrimi-
nately on reasonable expectations of privacy regard-
ing their Internet access. It is neither unusual nor
unreasonable for members of the school community
to sometimes go online for personal reasons.
Moreover, students may use the Internet at school to
gain information or access communities they are for-
bidden to retrieve at home, such as Web sites related
to religion, politics, or sexual orientation.

Privacy laws heavily favor school personnel’s and
parents’ right to access their students’ and subordinate
faculty’s school records. However, monitoring poten-
tially embarrassing personal messages and browsing
or interfering with a student’s identity formation begs
difficult ethical questions for school practices.

Administrators and faculty should formulate online
privacy policies that take these concerns in addition to
relevant legislation, school objectives, and community
input into account. In addition, all members of the
school community should be made aware of those
policies once they are in force. This is so that they can
know what behaviors are expected of them and their
children, and what input they should give in future
policy revisions.

A Different Ethics?

It is debatable whether computer usage in schools
raises fundamentally different sorts of ethical ques-
tions than those educators and students normally face.
Some argue that the sort of misbehavior students
and other members of the school community have
engaged in online differs from common offline mis-
deeds only in their greater reach through a wider
channel. The effects of decisions made in online com-
puting can have a greater impact, but they are similar
in nature to everyday actions in schools. Others argue
that since students and educators increasingly partici-
pate in online activities as members of virtual com-
munities, the nature of related ethical questions
changes.

Virtual communities found on online forums, for
instance, can accomplish similar pedagogical tasks.
An example would be an analysis and critique of mass
journalism guided by experts such as the online
Columbia Journalism Review. This invites ethical
questions of who should have control over the cur-
riculum, what the nature of online learning should be
(if) contrasted to offline pedagogy, and how comple-
mentary an online community should be to the school
community.

Whether or not the nature of online computing
alters fundamental questions of ethics, there are
enduring issues that educators and students should be
aware of. This enhances the role of computing in
schooling and creates a platform for further discussion
of ethics that is a cornerstone of a liberal education.

Brent Allison

See also Computer-Assisted Instruction; Technologies in
Education



176 Confederate Textbooks

Further Readings

American Library Association. (n.d.). Internet filtering
software. Available from http://www.pla.org/ala/pla/
plapubs/technotes/internetfiltering.htm

Knowlton, D. S. (2000). A theoretical framework for the
online classroom: A defense and delineation of a student-
centered pedagogy. In R. Weiss, D. S. Knowlton, &

B. W. Speck (Eds.), Principles of effective teaching in the
online classroom. San Francisco: Jossey-Bass.

Nelson, I. (2006, December 6). New film copyright ruling will
benefit faculty. Duke University News & Communications.
Available from http://www.dukenews.duke.edu/2006/
12/copyright.html

Provenzo, E. F,, Jr. (1998). The educator’s brief guide to the
Internet and the World Wide Web. Larchmont, NY: Eye
on Education.

CONFEDERATE TEXTBOOKS

Opposition to the use of school textbooks written by
Northern authors—which to a large degree reflected a set
of values and beliefs that were specific to the North—
became a particularly prominent issue in the years
immediately prior to the Civil War. This entry looks at
the history of that conflict and at the creation of
alternative textbooks by the Confederacy that were more
consistent with their political and ideological values.

A Northern Bias

Throughout the eighteenth and first half of the nine-
teenth centuries, the writing and publication of text-
books in the United Stares was dominated by the North.
With the exception of William Holmes McGuffey
(1800-1873), the principal textbook authors prior to the
Civil War were from New England. Noah Webster,
Jediah Morse, S. G. Goodrich, C. A. Goodrich, S.
Augustus Mitchell, Jesse Olney, and Emma Willard
were all from Connecticut; Lyman Cobb, William
Woodbridge, Richard Parker, and Salem Town were
from Massachusetts; while John Frost was from Maine,
and Benjamin D. Emerson from New Hampshire.

The South’s dependence upon the North for text-
books reflected an important difference in the economy
of the two cultures. During the nineteenth century, the
manufacture of textbooks was a complicated and

expensive process. Because of the widespread use of
illustrations, major investments had to be made not
only in engravings, but in the physical plants required
to produce such works.

Southerners’ resentment over their dependence
upon Northern textbooks, authors, and publishers was
very strong. Many popular writers, as well as educa-
tors, questioned the appropriateness of the informa-
tion included in the texts brought down from the
North. Prior to the Civil War, Southern authors argued
that the textbooks produced by the Northern publish-
ers had the earmarks of sectionalism and were clearly
biased against Southern values and traditions.

In addition, textbooks produced in the North
were often highly inaccurate when used in a
Southern context. Northern textbooks, for example,
often discussed towns and counties, when parish
divisions were used in places like Louisiana.
Northern crops were used to describe agriculture, but
not Southern products such as cotton. Most objec-
tionable to Southerners was the frequent criticism of
slavery by abolitionist-oriented textbook authors. In
the great majority of Northern textbooks, slavery
was attacked as a corrupt institution that had to be
eliminated at all costs.

The Southern Response

Protests over abolitionist content in textbooks written
and manufactured in the North were widespread in the
South during the 1850s. Popular journals such as
DeBow’s Review ran a series of articles criticizing
Northern textbook content, while also calling for the
establishment of a Southern textbook industry. The
importance of the textbook issue was also reflected in
the actions taken by the various Southern commercial
conventions. The commercial convention which met
in Charleston in 1854, for example, supported the
publication of textbooks in the South, as did the
convention in New Orleans in 1855.

Economic factors also played an important part
in the South’s opposition to Northern textbooks.
Numerous authors argued that by buying their text-
books from the North, the South was in fact paying
an indirect tax to the North, in which Southern capital
was being expended on an inferior product. Many
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Southerners came to believe that there was no reason
that the South could not write and manufacture its
own textbooks. The need for the South to manufacture
its own textbooks became increasingly significant as
the sectional conflict grew. Yet despite the passage of
numerous resolutions and the organization of various
committees at the Southern commercial conventions,
little progress was made by the South prior to the
Civil War in developing its own textbook industry.

With the advent of the Civil War, the South could
no longer avoid the problem of manufacturing and
producing its own textbooks. Various states through-
out the Confederacy put forward legislation to pro-
mote the adoption of Southern texts and to eliminate
any Northern materials from use in the education of
their children. Georgia, for example, established a
textbook competition to encourage the creation of a
spelling book that could be used in the “common
schools” throughout the Confederacy.

Within a relatively short period of time, numerous
Southern texts were written and manufactured. A
careful examination of these works shows them to be
highly dependent upon Northern textbooks for much
of their material. Typically, they were poorly printed
and relatively brief in their content. It is unfair in
many respects to use them as examples of what the
South could potentially produce, since the priorities
imposed by the war, as well as the shortage of materi-
als necessary to manufacture books, precluded the
production of higher quality works.

Lessons of the Conflict

The content of the Confederate textbooks can provide
us with important insights into the South’s perception
of the North. While heroes of Southern origin such as
George Washington figure prominently in Confederate
texts, there is no mention of New Englanders such as
Joseph Warren and John Adams. In works such as
Marinda Branson Moore’s First Dixie Reader (1863),
comparisons are made between the life of the Black
slave laborer and the free White laborer in the North
that clearly suggest that the conditions of life are
superior for the Black worker.

Both the North and the South were acutely aware
of a textbook’s potential to establish the values and

norms of the children who read it. The conflict over
textbooks in the years prior to the Civil War, and the
eventual creation of distinctively Southern textbooks
during the Civil War, was a reflection of the two pro-
foundly different cultures that had emerged in the
North and the South by the time of the Civil War.
Following the Civil War, there was a conscious
attempt on the part of the North to develop textbooks
by authors who were acceptable to the South. While
the Civil War had removed the issue of slavery and
abolition from American textbooks, it also forced
Northern textbook authors and publishers to take into
account the distinctiveness of the South as a region, its
economy, geography, and traditional culture. In doing
so0, the textbooks published after the Civil War began
to reflect not simply the regional interests and needs
of the North but also those of the South, and of a pre-
viously divided nation intent upon reuniting itself and
developing a more unified national consciousness.

Eugene F. Provenzo, Jr.
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CONSTRUCTIVISM

In education, constructivism refers to theories of
knowledge and learning. These theories state that
knowledge is constructed rather than received from an
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objective world or external reality. For example,
knowledge does not exist in a book but rather is
produced by the reader in the process of reading. In
day-to-day practice, however, constructivism is much
more complicated; philosophers, psychologists,
sociologists, scientists, and educators approach and
understand this “simple” theory of knowledge and
learning quite differently. Thus, constructivism perhaps
is understood best as an academic construct or
metaphor that describes many different ways of
thinking about learning and knowledge acquisition, as
summarized in this entry.

Theoretical Background

Constructivism does not have a clear beginning:
No single person or movement appears responsible
for developing or laying the foundation for modern-
day constructivist theories. The seeds of constructivist
approaches, though, regularly are traced to Giovanni
Battista Vico, Paul Goodman, Jean-Jacques Rousseau,
Immanuel Kant, John Dewey, and Lev Vygotsky.
While these early thinkers did not label themselves as
“constructivists,” their key ideas have constructivist
elements.

Constructivism primarily is a synthesis of ideas
from philosophy, sociology, psychology, and educa-
tion. For instance, the philosophy of poststructuralists
such as Jacques Derrida, Michel Foucault, and Roland
Barthes ushered in postmodernism and its skeptical
attitude toward objectivity. In sociology, works like
Berger’s and Luckmann’s further support the idea that
knowledge is constructed, not given. But it was psy-
chology—IJean Piaget and Vygotsky and later Jerome
Bruner and Ernst von Glasersfeld—that shaped early
constructivism.

Constructivism describes a theory of both know-
ing and learning. Even so, certain fields focus more
intently on “knowing” (e.g., philosophy and sociol-
ogy), whereas others focus more on “learning” (e.g.,
psychology and education). As a theory of knowing,
constructivism is based on the idea that knowledge
does not exist in an objective world, outside of the
“knower.” Instead, knowledge is constructed by people.
This epistemology is often understood in relation or
opposition to objectivism. While any nonconstructivist

epistemology is labeled objectivist, objectivism holds
that the purpose of the mind or knowledge is to mirror
the “objective” real world. But, based on findings in
science, philosophy, sociology, math, and psychology,
constructivists now hold that knowledge does not exist
independently of a knower; rather, it is constructed
individually or socially.

Constructivism as a theory of learning, or psycho-
logical constructivism, emerged from the work of
cognitive psychologists such as Piaget, Vygotsky, and
Bruner. With the rise of cultural psychology, two per-
spectives became dominant: individual constructivism
and social constructivism. While these two schools of
thought differ, perhaps as ends of a continuum (i.e., one
focuses on the construction of meaning inside a person
and the other focuses on the construction of meaning
among people), others have argued that all learners
construct meaning socially as well as individually.

Individual or cognitive constructivism initially
evolved from Piaget’s work, specifically on genetic
epistemology. Cognitive constructivism developed as
a reaction to behaviorist and information-processing
theories of learning. It conceptualizes learning as the
result of constructing meaning based on an individual’s
experience and prior knowledge.

Social constructivism grew from the work of indi-
vidual constructivists as well as Vygotsky and others
who took a social and cultural perspective of knowl-
edge creation. Pure social constructivists believe that
learning occurs via the construction of meaning in
social interaction, within cultures, and through lan-
guage. To confuse matters, in the sociology of knowl-
edge, the philosophy of science, and the history of
science, social constructivism denotes a field of study
that focuses primarily on the social construction of
science and scientific facts.

Implications for Education

In education, constructivism emerged formally as a the-
ory of knowledge and a theory of learning during the
1980s with the works of Bruner and von Glasersfeld,
which attracted the attention of educators during the
early 1990s. While labeling oneself as a constructivist
is now in vogue and the idea that knowledge is con-
structed is accepted widely, the emergence of construc-
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tivist learning theories and the constructivist pedago-
gies that followed created a major paradigm shift in
education. Thus, greater emphasis has been placed on
the learner’s prior experience rather than the teacher’s
and on the active construction of knowledge rather than
the passive receipt of information.

As a theory of learning, constructivism focuses on
the implications of “constructing knowledge” for learn-
ing. Typically approaching constructivism from a psy-
chological or cultural perspective, educators emphasize
the role of learners rather than that of knowledge.
Generally, educators are interested in implications of
constructivist theories for practice and learning (and
to a lesser degree of knowing) rather than their onto-
logical or metaphysical implications.

While constructivism is not a theory of teaching,
constructivists argue that pedagogy should be based in
theories of learning to ensure that teaching always
centers on student learning. Recently, constructivist
theories of learning have sparked reforms in teaching
practices, suggesting that learning environments focus
directly on students, the importance of context, authen-
tic problems and tasks, discovery learning, student’s
prior knowledge, group projects and discussion, student
choice, and authentic assessment.

Explicit strategies or approaches to learning also
have been identified that support individual and social
learning: Anchored instruction, situated learning, and
cognitive apprenticeship are just a few different
approaches to teaching and learning that draw from con-
structivist theories. Anchored instruction involves lodg-
ing instruction in an authentic problem-based story, case
study, or situation in which students generate and test
possible problem solutions. Situated learning empha-
sizes learning through social interaction and collabora-
tion in authentic contexts. And cognitive apprenticeship,
like traditional apprenticeship, relies on pairing a guide
or an expert with a learner in an authentic study but
focuses on making thinking explicit.

Despite the implications, adopting a constructivist
theory of learning does not preclude teacher-centered
approaches to teaching and learning, because both
knowledge and learning are the result of construction
regardless of the teaching approach. In education from
a constructivist perspective, teachers are encouraged
to become student centered because constructivism is

first and foremost a theory of learning and knowledge
acquisition, and the primary learner is the student.

Patrick R. Lowenthal and Rodney Muth
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CONTEXT IN EDUCATION

Human thoughts, meanings, interpretations, and
understandings are basically formulated and negotiated
through activity that is influenced by environmental
conditions. Understanding and explaining the ways
in which environmental conditions influence humans
engaged in individual and collective activity within and
among institutions is a major problem of educational
theoreticians, researchers, and practitioners. A common
perception of environment is that humans act on it
rather than interact with it. However, active humans
and active environments act on each other. Context is a
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unit of analysis that is often used to account for how
environmental conditions shape human activity.

Definition

Context is derived from the Latin confexere, “to join
together,” and texere, “to weave.” Context has multiple
meanings (e.g., circumstances, settings, activities,
situations, and events).

A context is constituted of the interweaving of
elements mediating human activity, including material,
ideal, and social objects; instrumental tools, such as
computers, rulers, and pencils; psychological tools,
such as everyday and institutional discourses and cog-
nitive strategies; and rules and regulations, division
of labor, participant roles, participation structures, and
discourses. The dynamic interrelationship among these
elements is a context. At one and the same time, human
activity affects context and context affects human
activity, co-constructing each other.

Courtney Cazden represents context as a set of con-
centric circles in which an activity of interest is located
near the center, constituted by and constituting levels of
context. Concentric circles reveal the embedded nature
of the interactions constituting activities of interest,
for example, teacher and pupils engaged in a literacy
lesson arranged for the accomplishment of a literacy task
lead to the acquisition of a concept or skill; teacher
education candidates observing or participating in
classroom literacy instruction; teachers participating in
a professional development activity; or a professor and
students participating in a methods class of a teacher
education program.

Education Example

Figure 1 illustrates the idea of using concentric circles
to analyze the interplay among levels of context and
their potential effects on classroom instruction (top half
of the model) and teacher education (bottom half of the
model). First, consider the literacy lesson at the core
of the concentric circles. The lesson is located in an
instructional group, in a classroom. The lesson is struc-
tured according to the normative practices of the school
in which the classroom is located and the professional
practices of the particular classroom teacher. Schools

and classroom teachers vary in the way they interpret
literacy curriculum and instruction. The literacy cur-
riculum and instruction are regulated by policies of the
state department of education, federal mandates, and
local boards of education. Curriculum and instruction
are organized and guided by the literacy curriculum of
the local school system. The selection of and emphasis
placed on the particular literacy task pupils are
expected to accomplish in the lesson are influenced by
statewide tests of achievement and the public posting of
grades schools receive based on their performance on
the tests. From this perspective, it is easy to understand
how the literacy lesson of interest and its qualities are
shaped by the interplay between and among a number
of interacting contexts. In a sense, the literacy lesson is
“caused” by other contexts.

Turning to the bottom half of the model, it is possi-
ble to consider the interactive effects of context on the
preparation of prospective teachers. Teacher-education
accrediting organizations, such as the National Council
for Accreditation of Teacher Education, and profes-
sional associations, such as the International Reading
Association, set standards related to teaching in gen-
eral and to literacy instruction in particular that teacher
education programs are expected to meet in order to
be professionally accredited. Similarly, the state
department of education sets performance standards
that teacher education programs must meet for accred-
itation and standards their students must meet in order
to obtain teacher certification. Teacher education can-
didates participate in learning experiences that are
organized by a conceptual framework that specifies
the philosophical and theoretical orientation guiding
the program and its structure, including subject matter,
instruction, and where, and how students will partici-
pate in field experiences and student teaching. Similar
to classroom instruction, the teacher education is
caused by the interaction of layers of context.

The literacy lesson in the core circle is the nexus
where the two complementary contexts merge and
co-construct both classroom literacy instruction and the
education of prospective teachers. On the one hand,
interactions among the layers of one context “author”
the literacy lesson before teacher education students
arrive to observe or participate in the lesson. On the
other, teacher education students bring with them
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Figure 1 Interplay Among Levels of Context

Source: Blanton, W. E., Shook, A., Hocutt, A., Medina, A., & Schumm, J. (2006). Professional development of reading teachers:
Biography and context, p. 105. In K. R. Howey, Linda M. Post, & N. L. Zimpher (Eds.), Recruiting, preparing, and retaining teachers
for urban schools (pp. 101-225). Washington, DC: American Association of Colleges for Teacher Education. Used with permission.

“authoring” effects of interactions among the layers of
context of their teacher education program. As the
contexts of classroom instruction and teacher educa-
tion interpenetrate each other, they co-constrct a
unique learning context for both students and teacher
education candidates.

In summary, the interactive effects of the environ-
ment and human activity are bidirectional. Context
and activity co-construct each other. Context is a
useful unit of analysis for analyzing these effects.
Contextual analyses can increase the understanding
of what facilitates or inhibits teacher and student
responses to classroom interventions and how patterns

of activity within and among educational institutions
affect teacher preparation.

William E. Blanton and Adriana Medina
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COOPERATIVE LEARNING

Cooperative learning was first proposed in response to
traditional curriculum-driven education. It is a strategy
in which small groups of students with different levels
of ability engage in a variety of activities to improve
their understanding of the topic. Each member of the
group is responsible for learning what is taught, but also
for helping other group members learn, thus creating
an atmosphere of achievement for all. Students work
through the task until all members of the group
understand the concept. Inherent in cooperative learning
is the assumption that learning is an active, constructive
process that depends on rich context, that it is social in
nature, and that it works best with diverse learners.
Cooperative learning is based on the social interde-
pendence theories of Kurt Lewin and Morton Deutsch.

These theories and associated research explore the
influence of social structure on individual interactions
within a given situation, which then affect the out-
come of those interactions. David Johnson and
Roger Johnson (University of Minnesota), Elizabeth
Cohen (Stanford University), and Robert Slavin
(Johns Hopkins University) have spent years research-
ing cooperative learning and are considered pioneers
in this area.

Cooperative learning groups typically include the
following key components: social interaction of
students within groups, group incentives that motivate
students to urge others in the group to perform well,
equal opportunity for each member, specialization of
tasks, individual accountability, and competition
among groups. It is important that educators do not
mistake this strategy as group work, in which students
are merely seated next to each other and possibly cre-
ate a product together. Cooperative learning, instead, is
characterized by both individual and group accountabil-
ity and achievement. Students should be arranged in het-
erogeneous groups, and should be given clear
expectations for cooperative learning tasks.

Five elements are crucial to cooperative learning
groups:

1. Positive interdependence means that the efforts of
each group member are required in order for the
group to succeed. It is based on the belief that each
group member has something unique to contribute

because of his or her resources and/or role or
responsibility in the task.

2. Face-to-face interaction refers to the group mem-
bers promoting success for each other. Group mem-
bers teach what they know to the other members
and orally explain, describe, and talk their way
through solving problems. Each group member
checks to see that other members are gaining
understanding of the topic or task.

3. Individual and group accountability means that no
one gets out of doing work and that each member is
responsible for contributing. This element happens
more easily when group sizes are small, when they
are observed for participation, and when members
are assigned roles or tasks.

4. Interpersonal and small group skills refers to the
various social skills that must be present (and often
must be taught) to cooperative learning groups.
They include, but are not limited to leadership,
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conflict management, communication, trust build-
ing, and decision making.

5. Group processing refers to the ability of the group
to discuss how well they are achieving their goals,
how effectively they are working, what they are
each doing that is helpful, and the ability to make
decisions about behaviors that are helping (or hurt-
ing) the group.

Cooperative learning is thought to be popular and
easy to implement at any grade level. Results have
included: improved behavior and attendance, increased
motivation and self-confidence, increased liking of
school and fellow students, and improved academic
achievement. Cooperative learning is also thought to
increase self-esteem, utilize higher-level thinking skills,
increase students’ appreciation of different points of
view, develop social skills, and enhance students’ satis-
faction with their learning experiences.

Classroom activities that promote cooperative
learning include: think-pair-share, round-robin brain-
storming, jigsaw, numbered heads, literature circles,
and reciprocal teaching.

Jodi C. Marshall
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CORPORAL PUNISHMENT

Corporal punishment is one of the most long-standing
issues in education. There is no general consensus on
the measures necessary to ensure student compliance
in schools. Therefore, a number of techniques have
been used, and some have involved the infliction of

pain to alter misbehavior. This entry looks at the history
of corporal punishment in schools, the contemporary
situation, and research on its impact.

Historical Background

Caution and debate about the use of corporal punish-
ment has a long history in education. The roots of cor-
poral punishment can be traced back to the early
history of the education system. Almost from the very
beginning of schooling, there have been discussions
about the use of techniques intended to alter misbe-
havior. The religious foundation of the American edu-
cation system has had a significant influence on the
conception and ultimate use of corporal punishment.
Conceptions about the nature of childhood, based on the
King James Version of the Christian Bible (i.e., spare
the rod, spoil the child), have traditionally served as
one of the most frequently cited justifications for the
use of corporal punishment.

The use of corporal punishment also has another
interesting aspect to its history. There is a general
belief that the intensity of punishment correlates with
its effectiveness. In other words, if a more intensive
punishment technique is used, the child is more likely
to engage in more appropriate behavior in the future.
Thus, one of the most intense forms of punishment that
can be applied is corporal punishment. There is no
empirical support for this notion nor does it seem like a
favorable prospect for children attending schools.

It was not until well into the twentieth century that
some began to question the validity of corporal pun-
ishment in schools. This is not to imply that educators,
parents, and community members in general did not
have concerns about the use of corporal punishment,
but as the knowledge base of child development and
the negative side effects of punishment became clearer,
more questions were raised about its use in schools.

Historically, one of the most significant events took
place in the mid-1970s. In two landmark cases, the
U.S. Supreme Court affirmed that the use of corporal
punishment in schools neither violates the Eighth
Amendment protection against cruel and unusual
punishment nor breaches the due process guarantees
of the Fourteenth Amendment (Baker v. Owen, 1975;
Ingraham v. Wright, 1977). Thus, the foundation was
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laid: Corporal punishment could be used in schools,
and in many areas the use of corporal punishment has
survived.

The United Sates is unique in a number of ways, and
one distinction pertains directly to corporal punishment.
The United States is one of two countries choosing not
to ratify the Convention on the Rights of Child, adopted
by the United Nations General Assembly in November
1989. The document calls for a number of protections of
children, including protection from violence. Corporal
punishment is legal in twenty-seven states and the
District of Columbia. The highest incidence of use
is reported in the southern region of the United
States, with Alabama, Arkansas, Georgia, Louisiana,
Mississippi, Missouri, Oklahoma, Tennessee, and
Texas, making up the top ten. In spite of this, some
major urban cities (e.g., Atlanta, Chicago, New Orleans,
and New York) have banned corporal punishment and
some entire school districts have banned the practice in
spite the legal status of corporal punishment in the rest
of the state (e.g., Broward County, Florida).

Is It Effective?

The legal status of corporal punishment does not
address the core matters regarding its validity. There is
little debate about the intent of corporal punishment:
All generally agree that techniques to alter student
misbehavior should be used to promote a safe, effec-
tive, and efficient learning environment. What is often
debated is the use of a technique that is based on the
infliction of pain.

Punishment, like many concepts that have been
empirically evaluated, falls victim to completely differ-
ent meanings in and outside of the laboratory. Social
science researchers (e.g., psychologists) and the rest of
general society have completely different conceptions
about the meaning and appropriate use of punishment.
The meaning of corporal punishment to general society
is accepted as any punishment that inflicts bodily pain
to alter misbehavior. While many accept such a defini-
tion as clear and concise, for social scientists, this
definition is problematic. In contrast, social scientists
define punishment as any action or event following
behavior that results in the likelihood of that behavior
not occurring in the future. It is possible for particular

actions or events to become “punishers.” For example,
a student may have several unpleasant interactions with
a teacher, and the teacher becomes a “punisher,” lead-
ing to the likelihood that the student will attend school
infrequently or perhaps stop attending school at all.
Thus, it is clear the meaning and intent of the term
punishment does not necessarily coincide with past and
current practices in schools.

The use of punishment is not only intended to stop
the occurrence of misbehavior; many believe that the
use of punishment techniques, most specifically cor-
poral punishment, will actually teach children to dis-
criminate between appropriate and inappropriate
behavior. This has not been supported in a number of
rigorous tests, resulting in weak support at best for the
use of punishment in general and corporal punishment
in particular. Therein lies one of the most highly
debated issues in education: Should corporal punish-
ment be used, and if it is applied, when, where, and
who should apply this technique?

Punishment has been researched for a number of
years and there is solid evidence to indicate that a
number of side effects can result from its use. These
include the following: (a) it provides a model of
aggression for students to follow, (b) it teaches that
physical outbursts are an acceptable way of resolving
conflict, (c) it may lead to decreased learning, (d) it
may result in poor attendance, and (e) it may create an
aversion to those responsible for delivering the pun-
ishment. Corporal punishment is often thought to be
one of the most intense forms of punishment to be
applied as a measure of last resort. This should lead to
the development and use of progressive steps to be
used when misbehavior occurs, ensuring that corporal
punishment is not the first step and is used only spar-
ingly, as a number of techniques will be applied
before corporal punishment is even considered. This
does not seem to be the case in many schools, espe-
cially those in urban areas. The arguments for and
against the use of corporal punishment will continue
to be discussed back and forth in the absence of
empirical support for its use as well as a high level of
social acceptance from general society.

Charles Dukes

See also School Law
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CORPORATE INVOLVEMENT
IN EDUCATION

The relationship between public schooling and the
economic workings of capitalist society has long been
a concern of social theorists, from European neo-
Marxists such as Louis Althusser and Paul Willis, to
American critics of industrial/corporate capitalism like
Samuel Bowles, Herbert Gintis, and Martin Carnoy.
Early initiatives by the business sector to reform public
education usually focused on tailoring the curriculum
to the needs of industry; critiques of such initiatives
stressed the school’s role in preparing students to be
docile workers within a stratified labor market.

In the decades since these critiques evolved, how-
ever, both capitalism and public education have under-
gone profound changes. The U.S. economy, and public
life in general, have been transformed by the advent of
digital information and communications technology;
corporations aggressively market their products to a
huge student population with billions of dollars in dis-
posable income; and beleaguered government entities
are increasingly turning to for-profit, private corpora-
tions to manage public institutions like hospitals,
prisons, and schools. Given the pervasiveness of these
developments, it is hardly surprising that new and varied

linkages have arisen between public education and
private capital and that educational debates are
increasingly articulated in the idiom of the corporate
boardroom. This entry looks at this phenomenon by
focusing on its evolving perspectives about students.

Students as Workers

Larry Cuban identifies two key periods of business-
inspired school reform. The first, from 1880 to 1930,
was a response to the economic and social transforma-
tions that accompanied the rise of U.S. industrialism
and the concomitant waves of European immigration.
Despite the thousands of immigrants and rural
Americans flooding the cities in search of factory jobs,
employers had trouble finding workers with the techni-
cal skills they needed. Around the same time, the inven-
tion of the corporation revolutionized the organization
of large businesses. The increasing concentration of
wealth and power in corporations, along with the
professionalization and bureaucratizaction of manage-
ment, meant that U.S. capitalists were well positioned
to reform schools to better meet their labor needs.

Industrialists also began to feel the pressure of
global competition more acutely and to look to the
European technical schools of the time as a model for
U.S. school reform. The business sector found com-
mon ground with progressive social reformers, who
saw public schooling as a potential solution to the
social ills of burgeoning urban slums.

Armed with new principles of “scientific manage-
ment” and new technologies of standardized assess-
ment, this alliance gave rise to the vocational education
movement; within a few decades, this movement had
reshaped the purposes, curriculum, and organization
of public schooling. By the 1930s, high schools had
ceased to be selective, elite institutions that prepared
the children of the wealthy for college, and had become
mass institutions that prepared more than half of all
U.S. youth between the ages of fourteen and seventeen
to enter the world of work.

Students as Raw Materials

Reform initiatives of this era cast students not only as
future workers, but also as the “raw materials” in a
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technical process of refinement. The business model
of educational management focused on the quality of
the final product, that is, young people possessed of
the skills and orientations required by business. The
apprenticeship model of learning gave way to the
institutionalized transmission of skills, with the atten-
dant emphasis on bureaucracy, hierarchy, standardiza-
tion, and certification. In addition to teaching technical
skills, schools were expected to instill in students
habits of punctuality, obedience, efficiency, and other
characteristics of a “good worker.”

In contrast to the “administrative progressives,’
with their emphasis on education’s potential contribu-
tions to the national economy, “pedagogical progres-
sives” drew on the ideas of John Dewey for inspiration.
They focused on “the whole child” and on teaching
and learning as a means to develop students’ intellectual
gifts and civic sensibilities, thus deepening their criti-
cal engagement within an expanding, democratic pub-
lic sphere. Although these ideas gained an important
place within educational discourse, the administrative
progressives had a deeper and more lasting influence
on how most modern schools—their personnel,
curricula, pedagogy, and assessment practices—are
organized and managed.

To this day, the business model of management
holds a firm place within the discourse of educational
administration and policy making. Local, state, and
national panels of “educational experts” invariably
include business leaders, who often argue (or assume)
that the primary goal of schooling is to increase eco-
nomic competitiveness, and describe students in terms
of “human capital” and “value added.”

From A Nation at Risk
to No Child Left Behind

In the late twentieth century, corporations’ roles
expanded in many aspects of public life. In 1983, dur-
ing Ronald Reagan’s presidency, the link between
schooling and national economic health was further
strengthened with the release of A Nation at Risk, the
report of the president’s National Commission on
Excellence in Education. This report warned of “a
rising tide of mediocrity” in education, sounding the
alarm in explicitly nationalist terms. A much-quoted

passage from the introduction reads: “If an unfriendly
foreign power had attempted to impose on America the
mediocre educational performance that exists today,
we might well have viewed it as an act of war. . . . We
have, in effect, been committing an act of unthinking,
unilateral educational disarmament.”

A Nation at Risk deepened the focus on educational
outcomes (as opposed to pedagogical processes) and
called for widespread reform based on the develop-
ment of standards-based curricula, a longer school
day and year, and more rigorous requirements for high
school graduation and admission to college. These
recommendations eventually evolved into the Goals
2000: Educate America Act, passed by Congress in
1994. However, given the limited federal role in edu-
cational decision making, the specific substance of
reforms remained primarily in the hands of the states,
and by the end of the century many of the stated goals
had still not been reached.

It was not until 2002, under President George W.
Bush, that the federal government assumed a more
concrete and authoritative role in educational reform,
with the enactment of the No Child Left Behind Act
(actually the reauthorization of the Elementary and
Secondary Education Act of 1965). NCLB, as it came
to be known, set specific goals and deadlines for
improving student performance and eliminating
“achievement gaps” between students of different eth-
nicities and income levels. Critics argued that the
measures established in pursuit of these goals were
based on an overly narrow definition of student per-
formance, and limited schools’ options with regard
to pedagogical strategies to address achievement gaps.
Furthermore, NCLB was in large part an “unfunded
mandate,” in that it set strict requirements for school
districts to continue to receive federal funding (which
generally constitutes about 15 percent of their operat-
ing budget), but did not make available the fiscal
resources to carry out the required measures.

The emphasis on “accountability” included sanc-
tions at various levels if performance requirements
were not met: students could be retained or prevented
from graduating; merit pay could be withheld from
teachers and administrators; and schools could face
reduced funding or even reorganization, under which the
entire teaching staff could be replaced. Simultaneously,
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school districts were experiencing a fiscal crisis
brought on by the new federal requirements, increasing
enrollments (especially of low-income and immigrant
students), and squeezing state budgets. This combina-
tion of factors opened the door to a new era of corpo-
rate involvement in education.

Students as Consumers

Faced with rising costs, shrinking budgets, and the
threat of sanctions, schools turned to the private sec-
tor for help. Corporations moved quickly into the gap,
motivated in part by an important realization: that
business had an interest in students not only as workers,
but as consumers. As corporations became aware of
the huge potential of the “youth market,” they began
to seek new means and venues through which to tap
this market. Shifts in educational policy provided a
range of opportunities to reach students with corpo-
rate messages, from traditional forms of advertising,
to product placement in educational materials, to the
publishing boom in standardized tests.

Advertising

Increasingly, businesses are “partnering” with
schools, offering financial support in exchange for
access to a captive student audience for their advertis-
ing. Examples include corporate sponsorships of
school sports arenas and uniforms, school cafeterias
serving fast food from Burger King and Pizza Hut,
and soda contracts that pay schools to install vending
machines in their hallways (often with “sales quotas”
that put pressure on school administrators to increase
students’ soda consumption).

In elementary schools, students’ academic perfor-
mance may be rewarded with coupons for free meals at
Sonic or Taco Bell. Printed materials sent home with
students, such as monthly lunch menus and order forms
for school book fairs, contain word games and adver-
tisements featuring well-known cartoon characters with
marketing tie-ins to movies, toys, and fast food. Forty
percent of U.S. high schools also broadcast Channel
One, whose daily program (which is obligatory for
students under the terms of the contract) consists of
twelve minutes of teen-oriented news and two minutes

of commercials; its advertising rates are comparable to
those for prime-time network television.

Curriculum Materials

In addition to explicit advertising through traditional
media like television ads and stadium scoreboard signs,
many corporations have developed curriculum materi-
als for use in public schools. These materials use
academic subject areas as contexts for promoting com-
mercial products; for example, teachers can use
brightly illustrated books and online lesson plans to
teach young students “M&M Math,” with the colorful
candies as counters; Revlon offers lesson plans that
guide students to explore the relationship between their
hair and their self-esteem; and Exxon produces class-
room videos on ecofriendly oil-drilling practices.

Since these materials are sent free of charge to
teachers (even teachers who have not requested them),
they are often eagerly adopted by schools struggling
under shrinking budgets. Furthermore, since they
involve no financial outlay on the part of the school
district, such materials are not subject to the (often
lengthy) vetting and review process that regular text-
books undergo. Given these highly profitable develop-
ments in school-based media, it is hardly surprising that
entire advertising agencies and trade journals dedicated
to tapping “the student market” have sprung up.

Standarized Testing

NCLB’s emphasis on “accountability” dovetails
with corporate interests in less obvious ways as well.
The law gave rise to an explosion of standardized test-
ing in public schools, and the “high-stakes” conse-
quences of students’ performance on these tests leads
many schools to invest thousands of dollars in test
preparation materials. Schools’ financial outlay
around standardized testing has been a huge boon for
textbook publishers. Critics stress the financial cost to
schools and the educational cost to students of making
standardized tests the central focus of instruction and
assessment. Some have also denounced the channel-
ing of billions of education dollars into scandal-
plagued but profitable private ventures such as
“Reading First” (owned by McGraw-Hill, whose
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CEO Harold McGraw is a long-time friend and sup-
porter of the Bush family) and “Ignite Learning”
(owned by George W. Bush’s brother Neil).

Other Indicators

In addition to school-business partnerships, ads in
curriculum materials, and the publication of standard-
ized tests and drill booklets, the incursion of private
interests into public education is also reflected in edu-
cational policies favoring charter schools and vouchers
(under the rubric of “parental choice” and “flexibil-
ity””). Over the last two decades, both Republican and
Democratic administrations have displayed a strong
commitment to free-market policies, as well as to
expanded federal control over schooling; one result
has been to apply the logic of the free market to edu-
cation, by making schools compete with each other for
students (especially “desirable” students, i.e., those
who raise a school’s average test scores). Standardized
accountability measures, which are published in local
newspapers, serve as the basis for “comparison shop-
ping” by parents.

Numerous critics have noted the growing trend of
“contracting out” to private companies such government
functions as military support, administration of social
services, prison systems, and, increasingly, the delivery
of educational services. Many educators feel that their
professional priorities—prioritizing the well-being of
children, encouraging a wide range of public debate,
and deepening our democracy by cultivating well-
informed, critical citizens—are incompatible with cor-
porations’ inherent mission of maximizing profits and
prioritizing the interests of stockholders. Nevertheless,
given the growing corporate influence in all areas of
public life, the corporation’s role in educational policy and
practice seems unlikely to diminish in coming years.

Aurolyn Luykx
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CORRESPONDENCE SCHOOLS

What we now call “distance education” began long
before computers linked students and teachers. From
the 1890s on, a wide range of private companies, public
universities, and enterprising individuals sold instruc-
tion by mail. State and federal regulations were so
meager before the 1930s that even the sham schools
thrived. The popularity of this form of education
diminished after 1930, but before then more students
enrolled annually in correspondence courses than
entered colleges and universities. This entry looks at
the history of correspondence schools: why students
enrolled, what schools offered, how standards were
developed, and why this educational option declined.

Student Motivations

Acquiring a better job was the reason why most people
took a correspondence course. They wanted to learn
the specific skills necessary for a promotion or for self-
employment. The early-twentieth-century labor market
changed more rapidly than the curriculum of the pub-
lic high school, where only a small fraction of adoles-
cents graduated, and vocational training was in its
infancy. For an unskilled or semiskilled laborer, home
study promised a brighter future in expanding sectors
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of the workforce. For White-collar workers, the field
of business abounded with mail-order courses, espe-
cially in accounting and sales. For several professions
where educational credentials were not yet a precondi-
tion of taking licensing examinations, coursework in
law, engineering, and architecture could be purchased.

Not everyone sought vocational goals, to be sure.
Self-improvement was pursued through courses in
music, art, foreign languages, social skills, physical
fitness, and hobbies such as radio repair. The popular
Arthur Murray dance studios began as correspon-
dence courses. Nearly any academic subject could
be studied, from basic mathematics to Hebrew. The
schools offered whatever the marketplace would
buy—the largest firms had hundreds of courses—
although the vocational fare outsold all else.

To help students succeed, the correspondence
schools relied on concise texts. The schools often
created their own materials rather than assign someone
else’s books and articles. Most courses had a series of
sixteen- to thirty-two-page lessons. Short sentences,
simple words, first- and second-person diction, copious
pictures: The lessons were designed to be easier to grasp
than those in traditional textbooks. The courses focused
on practical applications rather than theoretical founda-
tions, and they assumed that learning was linear:
Students were expected to master each lesson before
starting the next one. Examinations posed short-answer
questions calling for restatement or paraphrase of spe-
cific passages in the lesson (art, drafting, and creative
writing were the exceptions). Comments from the
instructors were usually prompt and apt. Telephone calls
and personal meetings were not provided, although a
few schools offered several weeks of on-site training
at the end of the coursework. Grading was generous,
with far more As than Bs and very few failures.

University Home Study

Several of the premier universities included home
study as part of their outreach to adults in their region.
William Rainey Harper, the first president of the
University of Chicago, had led a successful corre-
spondence school, and he admired the home-study
work of the Chautauqua summer gatherings, which
mixed instruction, entertainment, and religion. Harper

celebrated the “extension” work of major research
universities, sure that their mission of cultural evange-
lism should include instruction for nonmatriculated
students by means of traveling libraries, itinerant lec-
tures, evening classes, and home study. Most of the
larger state universities shared his point of view, with
the University of Wisconsin foremost in creating
multiple educational opportunities for residents far
from the campus. At Wisconsin and elsewhere, at least
one year of college credits earned through the mail
could count toward a bachelor’s degree.

The universities’ home-study departments never
reached the scope and scale of their for-profit coun-
terparts. When annual enrollments in university home
study peaked in the 1920s, they were only 15 percent
of the half million who bought home-study courses
elsewhere. The greater prestige of a University of
Chicago or Wisconsin did not offset several disadvan-
tages. Many faculty refused to participate, and many
administrators subordinated home study to other
extension work. On most campuses, correspondence
courses lacked the aggressive recruitment undertaken
by the for-profit companies.

Advertising budgets were modest, and promotion
by field agents paled in comparison with the solicita-
tions by the salesmen employed by many for-profit
schools. Universities preferred to recruit, quietly, from
constituencies they knew needed and wanted their ser-
vice, such as small, rural high schools eager to aug-
ment their patchy curriculum. And rarely did higher
education target burgeoning sectors in the job market
by introducing courses wholly unrelated to familiar
academic departments—teacher education, yes; air
conditioning and diesel engines, no.

Developing Standards

The legitimacy of home study suffered from the mis-
chief of countless fly-by-night schools. Seeing quick
and easy profits in this mail-order business, hundreds
of unscrupulous entrepreneurs tried to lure the naive
and gullible. Deceptive inducements to enroll were
common—ads placed in the “help wanted” columns,
claims that no talent was necessary, bogus scholarships,
and other misleading incentives. Many schools’ names—
university, federal, association, national—distorted
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their small size. Overblown claims about the employ-
ment prospects for graduates were rife. Even when the
advertisements were truthful, the pitch from the sales-
men often promised the impossible, especially in
regard to the job market.

In 1926, the Federal Trade Commission (FTC),
working with eleven large schools, developed rules of
ethical conduct. By 1940, the FTC had issued several
hundred cease-and-desist orders, and the federal
postal inspectors had prosecuted some schools for
mail-order fraud. Internal regulations also took shape.
Approximately 50 of the over-300 schools were
founding members of the National Home Study
Council (NHSC) in the late 1920s, the first association
created by the proprietary schools. NHSC knew that
the deceitful schools hurt the reputation of all schools,
and it therefore supported the FTC guidelines.

Yet many NHSC schools continued to use one
(legal) device that caused much ill will: Students
signed binding contracts to pay the full tuition
whether or not they persevered. Because only a small
fraction ever finished their course, many schools
aggressively sought payment, often relying on collec-
tion agencies and lawsuits. Whenever the dropout had
a reasonable excuse to stop, the relentless enforce-
ment of the contract generated bad publicity for
correspondence courses.

For many legislators, the FTC and NHSC accom-
plishments were too modest. Nearly every state enacted
regulations in the 1930s and thereafter. Requiring
schools to secure a license was common, and that
entailed the submission of advertisements, contracts,
texts, financial statements, and other evidence of legiti-
macy. The states curbed the reach of the good as well
as the poor schools by stiffening the requirements for
licensure in many occupations. For instance, account-
ing had attracted thousands of home-study students in
the early twentieth century, but by the 1930s, most states
required two or four years of college, not just success
on an examination previously open to anyone.

Postwar Decline

As an academic credential, home-study enrollment
lost value as other sectors of American education

expanded. Students who previously dropped out and
wanted to return often had no better choice than home
study. After World War II, they were more likely to be
near a community college, a branch of the state uni-
versity, or an evening class at the local high school.
The expansion of enrollments left fewer stragglers by
the wayside, and those who did languish now had
fresh chances to catch up by earning traditional sec-
ondary and postsecondary credits and degrees.

Furthermore, there were fewer and fewer attractive
jobs open to students who prepared solely through
home study. Employers preferred or required other
credentials when they hired and promoted, leaving
the freelance market in art, writing, and photography
as the one area where home study grew signifi-
cantly in the 1950s and 1960s. Vendors of education
through the mail still found students for the service
they had always provided: convenience at a reason-
able cost for anyone interested in knowing more and
doing better.

The total number of students enrolled throughout
the 1950s and 1960s stayed in or near the half million
range achieved in the 1920s, but as a fraction of over-
all academic enrollments, home study declined. In the
1970s and 1980s, tighter state and federal regulations
squeezed enrollments, as did the relentless growth of
community colleges. In the 1990s, distance education
revived the popularity of learning at home, and many
vendors supplied what even the established correspon-
dence schools could not offer: the traditional acade-
mic diplomas necessary for career mobility in early
twenty-first-century America.

Robert Hampel
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CriTicaAL GEOGRAPHIES
OF EDUCATION

Critical geography, a distinct yet varied subfield of
geography, seeks to understand how the social
construction of space and place interacts with and
reinforces structures of power and personal and group
identity. A critical geography of education tries to
understand how the lived experiences of schools
(i.e., students, teachers, and the larger community)
are defined, constrained, and liberated by spatial
relationships. To understand how critical geography
engages such a complex set of issues, one must begin
with definitions.

Terms and Concepts

In traditional conceptions, the terms space and place
are used interchangeably, with little to no distinction.
To geographers, however, the difference between the
terms is the basis of their entire field of study.
Geographers begin to think of space as the physical
attributes of the world around us or, more theoreti-
cally, the spatial forces at work on people. While this
is what most of us think of as geography—things like
mountains, rivers, borders, and capitals—spatial
forces also include less tangible forces such econom-
ics, politics, and culture. Geographers point out that
something like a national border certainly represents
the spatial but is human made, can change all the time,
may have varying levels of importance, and ultimately
may mean different things. Space, therefore, can be
both natural and human made, with key characteristics
within which humans interact with both constraints
and possibilities.

Place, on the other hand, is a particular form of
space—one in which people have imposed meaning
onto particular locations or spatial characteristics. All
people have places that hold special meaning to them
for any variety of reasons, good or bad. Recent theoret-
ical geographers, informed by parallel developments in
Marxist, feminist, and poststructural social theory, have
become interested in the processes involved in space
becoming a place and what that might mean for the

people involved. As these processes undoubtedly
involve issues of power and identity and operate in
simultaneous and complex ways, to take up this field
of study requires some distinction; that distinction is
known as critical geography.

Power, for critical geographers, is always a key
component in spatial relations. For example, school
spaces for young people are defined by restrictions
and privileges. At certain times of the day students can
be only in certain parts of the school property; simply
being in a particular area can mean big trouble for
adults. This shows how those that have power—in this
case, teachers and administrators—can define the
limits of where youth can and cannot go. This happens
all the time in social relations.

Furthermore, young people themselves engage in
similar practices. A common example could be how
seating patterns in a school cafeteria are divided up.
Although there are usually no official rules as to who
sits where, students typically think of certain areas as
their own or, sometimes dangerously, clearly belong-
ing to another group. Critical geographers would
think about all the factors that come into play in the
process of making those spatial divisions for students
and then think about what those separations might
mean in the development of their identities.

ldentity—commonly expressed in the question
“Who am I?"—involves how people come to see
themselves as individuals and as members of larger
society. Critical geographers suggest that this process
of identity formation always happens in spaces that
both construct and limit possibilities and the places
that have already been invested with meaning.
A critical geography of education insists on including
all the varying forces that act on young people, edu-
cators, and community members as they come to
know themselves and their place in the world.

Although most education scholars would suggest
that the process of identity formation takes place in
dramatic ways during the period of adolescence, most
contemporary thinkers describe the process of identity
as one that is continual and ever-changing. This is to
say that for critical geographers, place and space play
a role in setting the limits for a person’s process of
identity and simultaneously reflect and come to have
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meaning in the interaction with the identities of those
young people. Some might suggest that the question
“Who am 1?7” needs to begin with the spatial twist of
“Where am 177

Looking at Schools

The geographies of schools serve as a point to begin
looking at youth and educators and their intersections
with power and identity within a spatial frame.
Beginning at the smallest scale, some scholars study
the physical geography of classrooms themselves and
map out how the teachers interact with students, how
the students interact—or don’t interact—with each
other, and how bodies themselves are arranged and
arrange themselves.

Expanding the scale, other researchers study
school buildings and architectural layouts to see if the
experiences of students are in some way controlled by
the physical nature of a school campus. Many of these
thinkers, for example, suggest that racial segregation
continues to happen in desegregated schools through
the tracking of students through certain classes and
therefore through certain parts of the building.

Other researchers offer an analysis of schools that
begins with the unequal system of school funding
based on property value and the taxes the states collect.
How neighborhoods themselves are segregated and
how resources are spread out across school systems
might be the basis of their study. Critical geography,
interested in coming to understand human interaction
in all its complexity, would insist on an analysis that
includes all these scales at once.

While schools might be a place to start such study,
they should not be the markers of where to stop. Many
studies of youth and education tend to stop at the door-
way of the school, failing to recognize how young
people bring the worlds of their homes and neighbor-
hoods into the school everyday and also how events in
the school day are carried outside the four walls of
school buildings. Very often, youth culture is simply
divided into studies of school experiences and studies
of rebellion—or what some call “deviance.” Critical
geographers think that division is too simple an expla-
nation or even description of the lives of young people.
Critical geography also insists that trying to understand

students’ experiences in schools must include some
understanding of the spaces and places that the students
bring with them—in other words, educators must know
where kids are coming from.

Finally, it has been suggested by some critical geo-
graphers that if an individual or group enjoys some
degree of power, then they must be able to have some
control of space. If this is true, then some study of the
spaces that are controlled by youth should become a
part of our study of human geography. How students
divide up the spaces of schools and neighborhoods
shows how structures of power are at work within
those groups and speak to how the culture of those
young people works. Assumptions about youth and
what was once termed deviance no longer sufficiently
explain the behaviors, cultures, or geographies of
young people. Thus critical geography offers another
insight into the particular ways in which identity is
formed as a process, how structures of power operate
on young people, and how youth culture responds to
the places in which it resides.

Robert J. Helfenbein
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CriTicAL LITERACY

Critical literacy has its origins in progressive
traditions and the Frankfurt School. It argues that,
to become truly literate, students must move beyond
simply decoding text and absorbing facts and
information to thinking critically about what they
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learn and apply it to their lives. Critical literacy
recognizes that learning involves power relationships,
ones that are often defined by how language is used to
shape discourse.

Critical literacy is most commonly associated with
the work of the Brazilian educator Paul Freire (1921-
1997). In works such as Pedagogy of the Oppressed
(1970) and Cultural Action for Freedom (1972), Freire
argues that knowledge that is imposed through a “bank-
ing model” (one that deposits facts and ideas into the
learner) is of little value and often is used as a means of
domination. Instead, he argues that learners need to
become critically literate. In this context, learning to
read represents not just a technical skill, but the devel-
opment of a critical social and cultural awareness.

Thus, in his system of adult education, Freire has
learners explore “generative” themes in order to learn
reading and writing. These themes are drawn from
real issues in adults’ lives, such as work, family, taxes,
and politics. In this regard, Freire’s work is similar in
purpose to that of the American philosopher John
Dewey, which emphasized that learning be connected
directly to the actual life and experience of learners,
and thus provide the foundation for them to become
socially and politically engaged citizens.

Models of critical literacy often challenge the sta-
tus quo. An example would be the systematic critique
of the work conservative educational commentator
E. D. Hirsch, Jr. In Cultural Literacy: What Every
American Needs to Know (1987), as well as subse-
quent works such as The Schools We Need and Why
We Don’t Have Them (1996), Hirsch argues for a
model of “cultural literacy “ in which being literate
involves a “core” body of knowledge—ideally based
around the accomplishments and traditions of American
society. Eugene F. Provenzo, Jr., in his critique of
Hirsch, Critical Literacy: What Every American
Ought to Know (2005), has argued that Hirsch fails to
take sufficiently into account the extent to which the
ideas he emphasizes are representative of a dominant
culture, which imposes its values and beliefs on indi-
viduals largely for its own purposes.

Hirsch includes in Cultural Literacy a list of 5,000
things “every American citizen needs to know.”
Provenzo challenges Hirsch and his list with an alter-
native collection of 5,000 words and ideas. Unlike

Hirsch, Provenzo argues that there are many “lists™ that
could be constructed, but that the real issue is that
children should learn a process of democratic dialogue
and negotiation in which they debate what is important,
rather than simply have it imposed as part of a banking
model by self-selected authorities such as Hirsch.

In summary, critical literacy is grounded in the idea
of critical pedagogy and learning. As such, it involves
an essentially democratic and dialogic process—one
based on critical thinking and reflection and open to
many ways of viewing culture and society. In doing
so, it embraces the diversity which is inherent in
contemporary American culture.

Eugene F. Provenzo, Jr.
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CRITICAL MATHEMATICS

Critical mathematics education addresses three
intersecting issues in educational theory: the question
of a disciplinary orientation to curriculum develop-
ment and design, the notion of “critical” educational
approaches, and the peculiarities of mathematics itself
as a nexus of educational and/or “critical educational”
issues. This entry looks at the definition of mathematics
from a critical perspective, discusses how critical
mathematics is implemented, and examines issues of
power and the impact of the new perspective.

Defining Terms

The modifier mathematics at once assumes a need
for a special set of questions and issues peculiar to a
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subject area while also raising the specter of chal-
lenges to a disciplinary orientation to educational
programs. Is there something special about mathemat-
ics that warrants a separate entry in this volume, dis-
tinct from, say, language arts, social studies, science,
vocational education, and so on?

One might define mathematics as a subset of liter-
acy, involving reading, writing, listening, speaking, and
otherwise representing ideas that focus on patterns,
numbers, shapes, space, probabilities, and informatics.
If so, do we need unique approaches to teaching, learn-
ing, and assessment, or are the methods of instruction
and theorizing pretty much the same as for any other
subject area of a school curriculum? Such questions are
of interest because of the specific history of (Western)
mathematics, which has so often been used as a model
of rational thought and knowledge in general. Because
this history is so intertwined with the history of Amero-
European thought, mathematics is in its own way a sym-
bol of the intellectual history of colonialism and
imperialism, as demonstrated in the fields of ethno-
mathematics and in ideological analyses of mathematics
as constructed in ways that mask its relationships with
power and social inequalities.

The modifier critical is added by theorists who are
concerned with the constraining and enabling func-
tions of mathematics education within a democratic
society: As with any form of education, mathematical
experiences may empower and disempower at the
same time. Many mathematical innovations have been
created in order to serve those who control, for exam-
ple, within the development of military weapons
and strategies, governmental accounting systems, and
business practices. Issues of access internationally
and in local contexts set up systems of social repro-
duction of inequality, where students of mathematics
at various levels of education experience different
forms of mathematics curriculum, with further impli-
cations for equity and diversity.

On the other hand, movements to introduce critical
mathematics education and mathematics education
for social justice enable students to use mathematics
as a tool for social critique and personal empowerment.
And knowledge of mathematics, as with any specific
knowledge area, can be used as a cultural resource for

reading the world and in the process transforming
one’s place within that world. Malcolm X’s use of the
concept of a variable for his name both represented the
legacy of slavery and defined a political, cultural, and
historic moment in the history of the United States.
Students who invent their own algorithms for distrib-
uting governmental funds are confronted with the
limitations of “mathematizing” social decisions.

Implementation

Critical mathematics education demands a critical
perspective on both mathematics and the teaching and
learning of mathematics. As Ole Skovsmose describes
a critical mathematics classroom, the students (and
teachers) are attributed a “critical competence.” A cen-
tury ago, mathematics educators moved from teaching
critical thinking skills to using the skills that students
bring with them. It was accepted that students, as
human beings, are critical thinkers and would display
these skills if the classroom allowed such behavior. It
seemed that critical thinking was not occurring simply
because the teaching methods were preventing it from
happening; through years of school, students were
unwittingly “trained” nof to think critically in order to
succeed in school mathematics. Later, ways were found
to lessen this “dumbing down of thinking through
school experiences.”

Today, there is a richer understanding of human
beings as exhibiting a critical competence, and
because of this realization, it is recognized that deci-
sive and prescribing roles must be abandoned in favor
of all participants having control of the educational
process. In this process, instead of merely forming a
classroom community for discussion, Skovsmose sug-
gests that the students and teachers together must
establish a “critical distance.” What he means with
this term is that seemingly objective and value-free
principles for the structure of the curriculum are
put into a new perspective, in which such principles
are revealed as value loaded, necessitating critical
consideration of contents and other subject matter
aspects as part of the educational process itself.

Christine Keitel, Ernst Klotzmann, and Ole
Skovsmose together offer new ideas for lessons and
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units that emerge when teachers describe mathemat-
ics as a technology with the potential to work for
democratic goals, and when they make a distinction
between different types of knowledge based on the
object of the knowledge. The first level of mathemat-
ical work, they write, presumes a true-false ideology
and corresponds to much of what is found in current
school curricula. The second level directs students and
teachers to ask about right method: Are there other
algorithms? Which are valued to meet needs? The
third level emphasizes the appropriateness and relia-
bility of the mathematics for its context. This level
raises the particularly technological aspect of mathe-
matics by investigating specifically the relationship
between means and ends.

The fourth level requires participants to interrogate
the appropriateness of formalizing the problem for
solution; a mathematical/technological approach is
not always wise, and participants would consider this
issue as a form of reflective mathematics. On the fifth
level, a critical mathematics education studies the
implications of pursuing special formal means; it asks
how particular algorithms affect people’s perceptions
of (a part of) reality, and how people conceive of
mathematical tools when they use them universally.
Thus the role of mathematics in society becomes a
component of reflective mathematical knowledge.

Finally, the sixth level examines reflective thinking
itself as an evaluative process, comparing levels 1 and 2
as essential mathematical tools, levels 3 and 4 as the
relationship between means and ends, and level 5 as
the global impact of using formal techniques. On this
final level, reflective evaluation as a process is noted
as a tool itself and as such becomes an object of
reflection. When teachers and students plan their
classroom experiences by making sure that all of these
levels are represented in the group’s activities, it is
more likely that students and teachers can be attrib-
uted the critical competence that is now envisioned as
a more general goal of mathematics education.

Issues of Power

In formulating a democratic, critical mathematics
education, it is also essential that teachers grapple

with the serious multicultural indictments of mathe-
matics as a tool of postcolonial and imperial authority.
What was once accepted as pure, wholesome truth is
now understood as culturally specific and tied to par-
ticular interests. The mathematics-military connections
and applications of mathematics in business decisions
are examples in this sense of fantasies of power and
control rather than consistently literal forms of control
and power.

Critical mathematics educators ask why students,
in general, do not readily see mathematics as helping
them to interpret events in their lives or gain control
over human experience. They search for ways to help
students appreciate the marvelous qualities of mathe-
matics without adopting its historic roots in militarism
and other fantasies of control over human experience.

One important direction for critical mathematics
education is in the examination of the authority to
phrase the questions for discussion. Who sets the
agenda in a critical thinking classroom? Authors such
as Stephen Brown and Marion Walter lay out a variety
of powerful ways to rethink mathematics investiga-
tions through what they call “problem posing,” and in
doing so they provide a number of ideas for enabling
students both to “talk back” to mathematics and to use
their problem solving and problem posing experiences
to learn about themselves as problem solvers and
posers, instead of as an indicator of their abilities to
match a model of performance.

In the process, they help to frame yet another
dilemma for future research in mathematics educa-
tion, and education in general: Is it always more
democratic if students pose the problem? The kinds of
questions that are possible, and the ways that people
expect to phrase them, are to be examined by a criti-
cal thinker. The questions themselves might be said to
reveal more about people’s fantasies and desires than
about the mathematics involved. Critical mathematics
education has much to gain from an analysis of math-
ematics problems as examples of literary genre.

And finally, it becomes crucial to examine the dis-
courses of mathematics and mathematics education in
and out of school and popular culture. Critical mathe-
matics education asks how and why the split between
popular culture and school mathematics is evident in
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mathematical, educational, and mathematics education
discourses, and why such a strange dichotomy must be
resolved between mathematics as a “commodity” and
as a “cultural resource.” Mathematics is a commodity
in the consumer culture because it has been turned into
“stuff” that people collect (knowledge) in order to
spend later (on the job market, to get into college, etc.).
But it is also a cultural resource in that it is a world of
metaphors and ways of making meaning through
which people can interpret their world and describe it
in new ways, as in the example of Malcolm X. Critical
mathematics educators recognize the role of mathe-
matics as a commodity in society; but they search for
ways to effectively emphasize the meaning-making
aspects of mathematics as part of the variety of cultures.
In doing so, they make it possible for mathematics to
be a resource for political action.

Potential Impact

The history of critical mathematics education is a story
of expanding contexts. Early reformers recognized that
training in skills could not lead to the behaviors they
associated with someone who is a critical thinker who
acts as a citizen in a democratic society. Mathematics
education adopted the model of enculturation into a
community of critical thinkers. By participating in a
democratic community of inquiry, it is imagined,
students are allowed to demonstrate the critical think-
ing skills they possess as human beings, and to refine
and examine these skills in meaningful situations.

Current efforts recognize the limitations of mathe-
matical enculturation as inadequately addressing the
politics of this enculturation. Mathematics for social
justice, as advocated by such authors as Peter
Appelbaum, Eric Gutstein, and Sal Restivo, uses the
term “critical competence” to subsume earlier notions
of critical thinking skills and propensities. A politi-
cally concerned examination of the specific processes
of participation and the role of mathematics in sup-
porting a democratic society enhances the likelihood
of critical thinking in mathematics, and the achieve-
ment of critical competence.

Peter Appelbaum
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CRriTicaL PsycHOLOGY

Critical psychologists consider society unjust for
many and want to do something about it. They believe
that psychology has the potential to bring about a sig-
nificantly better world in keeping with its ethical man-
date to promote human welfare, but it has failed to do
so. Critical psychology is a movement that calls upon
psychology to work toward emancipation and social
justice, and it opposes the use of psychology for the
perpetuation of oppression and injustice.

Thus, critical psychology is an alternative approach
to the entire field of traditionally practiced psychol-
ogy. It can be understood as a metadiscipline that
urges the field of psychology to critically evaluate its
moral and political implications. It differs from tradi-
tional psychology in fundamental ways. Generally,
critical psychology emphasizes social justice and
human welfare while holding that the practices and
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norms of traditional psychology obstruct social justice
to the detriment of marginalized groups. It highlights
the need to critically reflect on largely accepted psy-
chological theories, methods, concepts, and practices
and aims to transform the discipline of psychology in
order to promote emancipation in society. This entry
examines the field’s values, beliefs, and practices and
discusses implications of educational policy.

Values and Beliefs

Critical psychology considers certain values primary,
mainly social justice, self-determination and partici-
pation, caring and compassion, health, and human
diversity. Values such as these guide critiques of cur-
rent social structures and inform proponents’ visions
of a better society. They direct attention beyond
individuals toward institutional barriers that maintain
oppressive practices. From a critical psychology
perspective, the underlying values and institutions of
psychology and modern societies reinforce misguided
efforts to obtain fulfillment while maintaining
inequality and oppression.

Critical psychologists view the good society as based
on mutuality, democracy, and distributive justice.
They define problems holistically in terms of psycho-
logical and social factors related to disempowering
and oppressive circumstances. Health status or well-
being is viewed as being embedded in collective factors
in society, not just individual factors. Collective factors
such as social, political, cultural, economic, and envi-
ronmental conditions are thought to have a powerful
influence on the well-being of individuals. Critical
psychologists believe that social and political condi-
tions free of economic exploitation and human rights
abuses determine quality of life.

Critical psychologists also have distinctive views
about the nature of the world and the people who
inhabit it. Mainstream psychology’s focus is on indi-
vidualism and a belief that the individual is the proper
object of study. Critical psychology views the individ-
ual and society as so fundamentally intertwined that
they cannot be separated from one another in any way
that makes sense.

Critical psychology critiques the presuppositions and
perceptions of knowledge in psychology. Adherents

view knowledge as infused with political uses and
embedded within subjectivity of its creators. Knowledge
is seen not as an objective reflection of reality but as
dependent on varying historical social arrangements.
Critical psychologists ask: Whose interests are supported
by knowledge and its application? Who has the power to
legitimize a particular form of knowledge over others?
Liberation psychologist Martin-Baro suggests that
psychology should be looking at issues from the point
of view of the dominated—a psychology from the
oppressed. The task for critical psychology is to question
knowledge, to understand how it arose, and to demon-
strate whose interests are served and whom it oppresses.

Practices

Given these values and beliefs, critical psychologists
promote transformative ends—structural changes that
benefit the powerless—while also considering the
means used to achieve those ends. From a critical psy-
chology perspective, these values and beliefs require
alternative methodologies. Proponents believe that
methods should be chosen based on the ability to create
findings that are practically relevant in the real world
and benefit the powerless. Critical psychologists depend
mostly on qualitative approaches, as qualitative method-
ologies have several distinct features that facilitate
critical analysis: an open-ended stance, reflection on
subjectivity and bias, concern about relationships, and
complex, open-ended questioning and analysis. It has
been argued that the progress in statistics and experi-
mental design is in reverse proportion to being able to
apply results to real-world contexts. As researchers
and practitioners, critical psychologists reflect on their
existing practices and scrutinize their efforts. They try to
understand how their own power and subjectivity influ-
ence what they do and feel and study.

The structural phenomenon of power has widely
been neglected in traditional psychological discourse
and research. Critical psychology defines power as the
capacity and opportunity to fulfill or obstruct personal,
relational, or collective needs. Practitioners make
explicit the pervasive influence of power in all they
do as psychologists. Particular forms of knowledge
are supported by particular societal and psychologi-
cal practices. These practices are in turn reinforced by
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particular distributions of power. Critical psychologists
believe that power should be shared equally and that
legitimacy comes through a democratic process that
professional psychology, community and educational
settings, and society at large generally lack. Mainstream
psychologists and others whose activities depend
upon psychology’s status quo often have a personal
and professional interest in maintaining and sup-
porting particular forms of knowledge. Critical psy-
chology is about understanding how power pervades
what psychologists do and help to transform that
awareness into practices that promote liberation and
well-being.

Implications for Policy Studies
Methodology

An educational science influenced by critical psy-
chology would involve students, parents, teachers, and
school administrators in the tasks of critical analysis
and transformation of educational situations. It would
develop research partnerships to decide the means and
ends of the investigation and utilize participatory action
research approaches because transformation cannot be
achieved without engaging the wisdom of the social
actors affected. It would ask citizens and stakeholders
what they would change in their settings, while pro-
moting participants’ self-determination and democratic
participation in the research project. It would create a
climate of collaboration and foster a sense of collective
ownership to ensure that there is follow-up of research
recommendations.

It would rely on qualitative approaches because
these are more suited to understanding the differing
perspectives of people and groups whose voices have
not been adequately heard. Following this model,
researchers should attempt as much as possible to accu-
rately hear what their informants are saying. They have
a duty to analyze informants’ voices, but that they must
do so in a way that remains accountable to them.

Focus of Research and Action

Quite possibly, the most difficult thing for researchers
and practitioners to confront is the misguided belief that
their work is entirely apolitical. All educational research

is generally interested in educational policy, or how the
educational system is organized and operated. An educa-
tional discipline influenced by critical psychology would
be concerned with these questions: Does the field of edu-
cation promote social justice or injustice? Do educa-
tional policies and procedures promote the status quo or
equitable reform? Can research, teaching, and practice
be redesigned to advance the interests of powerless
groups? For whom is educational research directed?
Whose interests will be served? Is there an awareness of
the societal repercussions of the field’s theories and prac-
tices, or is the field oblivious of its potential negative
effects? Do researchers, theorists, and practitioners
declare their values or do they assume that what they do
is value free? What are the cultural, moral, and value
commitments of the field? Researchers in the field must
be well grounded in a critical perspective, aware of their
own values, politically astute, interpersonally skilled,
and passionately committed to the issue under study.

A critical psychology—influenced field would study
content at different ecological levels of analysis and be
concerned with identifying and exposing those aspects of
social policies that frustrate the pursuit of empowerment,
human development, and social justice. Beyond mere
identification of those aspects, critical actors in policy
studies would be oriented toward transforming the unjust
conditions that place obstacles in the way of achieving
educational goals. They would frame research topics
and questions in action-oriented terms of how they will
advance the interests of the vulnerable groups under
study. Even at the individual level, they would examine
individuals in their cultural, organizational, community,
and macrosocial context. They would go beyond seeing
problems in education only as technical problems to be
solved with technical solutions. Thus, a critical educa-
tional science, as described by Wilfred Carr and S.
Kemmis, has the aim of transforming education, not just
explaining or understanding its different aspects.

Scot D. Evans and Isaac Prilleltensky
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CriTicaL RACE THEORY

Critical race theory posits that racism, White privilege,
and historical context dominate and permeate
institutions and systems, social norms, and daily
practice. The U.S. judicial system, in this view,
represents and institutes traditional historical narratives
that disadvantage people of color. Research in critical
race theory has a conceptual framework based on the
experiences of people of color, rather than using the
experience of Whites as the norm. Critical race theory
can also be described as a movement of those who hope
to study and transform the relationships among race,
racism, and power. This movement includes activists
and scholars in education, sociology, ethnic studies,
and women’s studies. In education, critical race theory
challenges dominant education theory, discourse,
policy, and practice by inserting the voices of students
and communities of color and centering their
experiential knowledge. This entry provides a brief
overview of critical race theory and discusses its
influence in education and education research.

Background and Tenets

Critical race theory grew out of a confrontation
between critical legal studies researchers, dominated
by White males, and a core group of legal scholars
seeking to situate race at the center of the discourse.

Among those leading this burgeoning form of schol-
arship was Harvard law professor Derrick Bell, known
to many as the movement’s intellectual father figure.
Bell was a law professor at Harvard Law School until
the early 1980s, when his departure and the refusal of
the school’s administration to hire another professor
of color to teach his class on race and constitutional
law led some students to question hiring practices.
The controversy impelled young scholars and law
professors to convene a summer conference in 1989
in Madison, Wisconsin, where they began to outline
the assumptions, arguments, definitions, and future
research agenda for critical race theorists.

Scholars of critical race theory hold that racism is
endemic and ingrained in U.S. society and that the
civil rights movement and subsequent laws require
reinterpretation. Concepts of neutrality, objectivity,
colorblindness, and meritocracy must be challenged,
they say, providing a space for the voices of marginal-
ized people to be heard in discussions of reform.
Whiteness is constructed as the “ultimate property” in
this line of thought. Commitment to social justice
and an interdisciplinary perspective are also features
of critical race theory.

In addition to these central tenets, the concept of
“interest convergence” is essential to an understand-
ing of critical race theory. Bell first introduced the
interest convergence concept when he expanded upon
traditional interpretations of the Brown v. Board of
Education landmark court case. In his view, African
Americans’ demands for racial equality will be met
only when Whites believe it will serve their interests,
too, and the legal system will not correct injustices if
doing so poses a threat to the status of middle- and
upper-class Whites.

Working from that perspective, Bell contended that
the Brown decision was not based on a moral or
human rights rationale. Rather, the decision came as a
result of reasons directly affecting White citizens:
(1) the threat of a spreading communist movement,
which worried U.S. leaders about its standing in the
foreign relations community; (2) the end of World
War II, which meant that returning soldiers of color
would demand an improvement in civil rights and
educational opportunities; and (3) the need to promote
economic growth or industrialization, which even in
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the South meant that segregationists had to consider
changing the economic structure in ways that would
maintain U.S. superiority. Bell contended that a civil
rights strategy seeking change solely on moral
grounds, as exemplified by desegregation of schools,
may not be the best way to advance the interests of
people of color.

Bell also laid the foundation for discussion of the
first major tenet of critical race theory—the perma-
nence of racism—in his book Faces at the Bottom of
the Well. In his final chapter, “Space Traders,” Bell
discussed structural racism in society by writing a
counterstory of fictionalized space aliens. In the story,
White power brokers bargained, negotiated, and dealt
away Black citizens to these fictional aliens because it
ensured their own survival. The story stresses how
Black citizens are relegated to an inferior or expend-
able status in U.S. systems, structures, and daily life.
Like Bell, Richard Delgado and Jean Stefancic stated
that racism is the normal routine and the everyday
experience of most people of color. Charles Lawrence
developed this tenet by introducing ‘“‘unconscious
racism” to the discourse. He noted that racism is part
of U.S. history and the nation’s cultural heritage and
influences everyone influenced by that belief system—
even if they are not aware of it.

Influence in Education

Gloria Ladson-Billings and William Tate were the
first to consider the usefulness of critical race theory
frameworks in the study of educational issues; they
cautioned researchers about embracing the new theo-
retical framework. However, scholars soon began to
tell the stories of students and communities of color in
higher and public education, integrating critical race
theory with their research agendas while promoting
social change. Utilizing critical race theory method-
ologies to provide a space for the voices of marginal-
ized communities and students to emerge was an
important addition to the educational literature.
Others situated their research in educational policy
and politics. Laurence Parker proposed a framework
for analyzing policy decisions by scrutinizing them
and the conditions they create for students of color.
After many years of scholarship, critical race theory

has emerged as a powerful tool and one that remains
to be fully explored.

Enrique Alemdn, Jr.
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CRriTicAL THEORY

Critical theory was born in Europe out of concerns
among scholars about the powers of fascist states in the
mid-twentieth century. The legacy of the so-called
Frankfurt School is embodied in many research studies,
critical pedagogies, and utopian visions put forth by
critical theorists in education for the past forty years.
Critical theorists see education as a tool used by the
ruling elite to sustain oppression along the lines of race,
gender, ethnicity, and sexual orientation. They have
also offered pedagogies designed to rebuild schools and
social and economic institutions in what they see as
more egalitarian ways. Scholars in schools of education
employ various methodological tools and theoretical
insights across disciplines to reveal what causes social
domination and suggest ways to subvert the corporate
ordering of life. This entry briefly examines the origins
of critical theory, then looks more closely at the many
ways it has been applied in education research.

The Frankfurt School

The ideological and philosophical underpinnings of
critical theory are generally associated with the
Western European philosophers and social theorists
who forged the Institute for Social Research at the
University of Frankfurt in 1929. By the early 1930s,
scholars such as Max Horkheimer, Theodor Adorno,
Herbert Marcus, Franz Neuman, and Walter Benjamin,
like others across Western Europe, were deeply con-
cerned about the rise of fascism, mass consumer
culture, and the state’s desire to circumscribe intellec-
tual inquiry and critical dissent by the masses through
science and technology.

Unlike other radical scholars in this era, who linked
the ruling elite’s power to purely the antagonistic rela-
tionship between labor and capital, the group excavated
the intellectual work of scholars such as Karl Marx,
Max Weber, Sigmund Freud, and Friedrich Nietzsche,
to understand how the political and economic elite
might cement their control over social institutions and
the means of production. For instance, the group pro-
vided a complex portrait of how institutions, such as the
media, schooling, and political and government bodies
breed a sense of false consciousness among the masses,
enabling multiple forms of oppression and domination
and engendering unjust practices and systemic barriers
that perpetuate asymmetrical relationships in most
social contexts.

Their interdisciplinary approach to understanding
the social world also concerned itself with how their
intellectual contributions can breathe life into building
social movements that have the critical capacity to cri-
tique what gives rise to oppression and domination in
economic and social contexts. They promoted the belief
that it is possible to get beyond current social realities
and build social and economic institutions predicated
on improving the human condition and on embracing
the values of democracy, equality, and justice.

The Frankfurt School scholars’ ideas inspired and
informed many marginalized scholars during the 1960s
and 1970s. For instance, some African American, fem-
inist, and neo-Marxist scholars and activists in the
United States examined Herbert Marcuse’s critique of
U.S. society to gain insight in relation to how oppres-
sion on the axes of race, class, gender, and sexuality is
promulgated by the dominant economic and cultural
elite as well as to find inspiration that their intellectual
and cultural work had the power to forge a utopian
social world. Gradually, the theoretical contributions
and visions of social and economic emancipation
proffered by Frankfurt scholars and other enlightened
citizens infiltrated schools of educations.

Critical Theory and Education

In the late 1960s and early 1970s, a growing group of
scholars in schools of education across North America
came to question positivistic types of research generated
by scholars in clinical laboratories. Critical scholars
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argued that these dominant forms of research did little
to shed light on how larger institutional arrangements
are inextricably linked to the conditions confronting
students and teachers inside classrooms, to create
instructional practices aimed to help all students learn,
and to examine institutional practices and forms of
knowledge embedded in schools, which often per-
petuate the domination of the ‘Other’ at all levels of
schooling.

For instance, in 1970, Ray Rist went inside elemen-
tary classrooms to pinpoint how teachers’ expectations
influenced impoverished students’ academic perfor-
mance. In his 1970 article “Social Class and Teacher
Expectations: The Self-fulfilling Prophecy in Ghetto
Education,” he showed some ways that schools func-
tioned as an appendage of the ruling elite. Educational
institutions spawn the environment and practices that
position many students to disengage from schooling,
he thought. This cyclical process, in many urban school
systems in North America, ensures that capitalists are
supplied with a cheap source of labor to produce goods
and provide services, he concluded.

Concomitantly, other scholars, such as Samuel
Bowles and Herbert Gintis, interrogated the myth that
children succeed in schools purely by merit or cogni-
tive ability. In Schooling in Capitalist America, the
authors made a macroexamination of U.S. schools.
They provided evidence of how the culture of school-
ing prepares youth for the adult work world and
ensures class relationships are maintained in the wider
society. Class analysis of schooling also became pre-
dominant in Europe, through the work of scholars
such as Paul Willis and Angela McRobbie.

Impact on Student Identity

Rather than focusing more heavily on how capital-
ist relations of production affect youths’ relationships
in K—12 classrooms as well as impact relationships they
forge outside of classrooms, the Europeans focused on
how the cultural aspects of schooling and mass con-
sumer culture together impact working-class youths’
identities, their schooling experiences, and their occu-
pational choices and opportunities. The European
researchers’ investigations were also designed to gauge
whether working-class youth were active participants

in reproducing the same working-class status as
their friends and family members. Finally, these
researchers also hoped to determine whether it is pos-
sible to build a larger social movement by positioning
working-class youth to understand that the larger
social and economic arrangements serve the interests
of political and economic leaders rather than their
own interests.

The researchers found that working-class youth
realize that schooling may not serve their best interest,
and they actively resist the norms and values embraced
by teachers, administrators, and some of their peers.
They showed that despite being located within debili-
tating schooling structures, youth are active agents
who have the power to generate a culture in opposition
of the schools. Based on their findings, critical teach-
ers and activists may be able to turn youth resistance
into movements against the social and economic struc-
tures that they view as perpetuating the alienation and
oppression of working-class citizens.

Freire and Oppression

During the 1970s, Brazilian educator Paulo Freire’s
text Pedagogy of the Oppressed impacted scholars
across the globe in relation to unearthing what larger
political and economic forces generate unjust practices
that create oppression in various social contexts as well
as how to use critical forms of pedagogies to help
students and working-class peoples see what causes
oppression in their lived worlds, in their communities,
and across the globe, while simultaneously guiding
them to individually and collectively tackle the unjust
conditions and lived practices girding their oppressive
social relationships. Arguably, Freire’s work served as
a springboard to modernize critical theory.

Scholars have devised new theories and conducted
research specifically designed to gauge what eco-
nomic, social, and political forces cause suffering and
oppression in educational systems and in the wider
society. Teachers and activists alike have also devel-
oped new forms of pedagogies aimed to guide students
to reflect upon the totality of social reality, to struggle
actively against oppression, and to dream collectively
about a world without a hierarchy based on the social
markers of race, class, gender, and sexuality.
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Issues of Race and Gender

Rather than focusing on oppression of working-
class populations, a growing group of activists and
scholars have illustrated how students are marginalized
in schools based upon the social marker of race. For
instance, scholars taking up critical race theory have
shown how unjust practices in schools, such as zero-
tolerance policies, 1Q testing, school-funding formulas,
tracking, high-stakes examinations, curricula focusing
on the dominant culture’s accomplishments, and teach-
ers’ low expectations, have collectively ensured that
Blacks and Latinos/as disengage or underperform in
schools as compared to their White counterparts.

Scholars such as John Ogbu and Signithia Fordham
also contend that castelike minorities, such as First
Nation’s people and Blacks who have been forced to
assimilate to the dominant norms in North America,
often hold oppositional attitudes toward schooling.
Minorities may come to understand that schooling is
set up to serve the interests of members of the domi-
nant culture, instead of being configured to promote
the intellectual and social growth of all students.
Minority students who attempt to succeed in school
often have to grapple with social reprisals from their
peers and family members (the burden of ‘“acting
White”), as being successful in school is viewed as a
negative trait. Students who are academically success-
ful may be perceived as outcasts who are willing to
denigrate their own culture in favor of embracing the
values and beliefs of the oppressors.

Antiracist educators have also formulated Whiteness
studies to detect how White citizens are afforded
unearned privilege in schools and other social contexts.
Some researchers have studied “up” to provide White
youth and pre-service and in-service teachers with the
reflexive outlet to think about the systemic nature of
racism, institutional practices, and policies that have
given them unearned power and privilege during their
lifetime, and their biases and preconceptions about the
Other. These educators have also created pedagogies
earmarked to help White students recognize how to
unpack the unearned privilege they accrue due to their
skin color; they argue that the ruling elite reconfigures
what is considered White or normal to keep its citizens
divided. Such pedagogies also offer advice on how to

become allies with citizens across the racial spectrum
to promote social justice in schools and society.

Feminist scholars have examined how gender may
be mediated within schools to oppress many girls and
women. For instance, scholars have shown how the
formal curriculum of schooling fails to focus on the
contributions of women, how girls endure sexual
harassment in schools’ hallways and classrooms, and
how young women are often positioned to downplay
their intellect in order to be accepted by their peers,
male counterparts, and teachers. They have also docu-
mented how male governmental officials may fail to
provide the needed resources, time, and training to
female teachers so as to block them from implement-
ing pedagogies that can promote gender equity, social
justice, and cultural transformation.

Some contemporary critical theorists have attempted
to get beyond determining how classroom dynamics
unfold and illuminating students’ identity formation
process by gazing through only one social category,
such as race, class, or gender. Instead, they have insti-
tuted qualitative studies inside and outside of schools
to gauge how race, class, gender, and sexuality braid
together to disempower specific segments of the school
population. These theorists develop pedagogies that are
inclusive of the lived experience of all students and
envision new educational policies and practices that
will help eradicate what they see as oppression on the
lines of the aforementioned social categories.

New Pedagogies

Others have attempted to examine the educational
experiences of students within specific social groups
for the purpose of finding ways to build educational
institutions that serve the interest of the public over
the interests of political and economic elite. Although
the scholars recognize how schooling structures
ensure many minority youths’ alienation and margin-
alization inside and outside of classsrooms, they
believe much is gained by highlighting how the socio-
cultural processes and institutional practices embed-
ded within certain schools help some minority
students grow intellectually and socially.

Contemporary critical theorists have also taken
several interdisciplinary approaches to understanding
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the complexity of today’s border youth, to promote ped-
agogies for social and cultural transformation, and to
illuminate how unjust institutional arrangements
become reinscribed in schools. For instance, cultural
studies scholars such as Shirley Steinberg, Eugene F.
Provenzo, Jr., Joe Kincheloe, and Henry Giroux have
shown how economic and political leaders utilize vari-
ous forms of media and technologies to create debilitat-
ing cultural texts along the lines of race, class, and
gender; in this way, these leaders have promulgated cor-
porate and militaristic values over democratic impulses
and imperatives and have demonized, trivialized, and
commodified today’s youth and the Other.

On the other hand, some scholars have shown how
the cultural texts, along with the cultural work pro-
moted by alterative youths’ subcultures, can provide
students culturally responsive education, pedagogies
that spur them to understand the nature of the mater-
ial world and the need to be active agents to promote
social and cultural transformation in their schools and
communities.

Curriculum Theory

Over the past several years, likewise, curriculum the-
ory has taken an interdisciplinary approach to understand
the relationship between power and knowledge and
building equalitarian schools and a just society. Scholars
typically foreground their experiences of what they
believe curricula are, how curricula should be revamped
to empower all populations across the globe, and how
curricula should be configured in the future. In this vein,
scholars such as Madeleine Grumet have employed his-
torical methodologies, psychoanalysis, phenomenology,
and autobiography to understand the social, personal,
and political dimensions of women and teaching.

In addition, poststructural and postmodern theories
have informed curriculum studies by deconstructing
who has power to define “truth,” by examining what
groups create the “official knowledge” taught in class-
rooms and lecture halls across the globe, and by pro-
viding voice and space to marginalized students in
classrooms, in the virtual world, and in writing projects.
These outlets allow students to constitute their own
form of selthood, one that is free from social categories
spawned by the cultural elite to control the Other.

Finally, queer theory and gay and lesbian studies
have examined issues of masculinity in education,
called into question the makeup of the teaching
profession and curricula, and problematized the mas-
culinzation of computing technology and culture.

Movement to Marxism

Several scholars, such as Peter McLaren, Dave
Hill, and Nathalia Jaramillo, believe critical theorists
must retool their pedagogies and research designs
to focus on how class exploitation is the key force
behind growing hate, hostility, poverty, racism, and
environmental degradation at today’s historical junc-
ture. They also have raised concerns and highlighted
how corporatist practices and imperatives are flooding
K-12 schools and institutions of higher education, so
as to block critical theorists from conducting research
and instituting pedagogies bent on bringing awareness
of oppression along the axes of class, race, gender,
and sexuality and how to promote global movements
that support social and cultural transformation.

Brad J. Porfilio
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CRriTicAL THINKING

Critical thinking may be defined as the art of continuous
questioning and analysis of two sides of an argument,
problem, or context. Furthermore, the ability to think
critically requires human beings to embrace a world free
of orthodox views and/or sectarian, social norms, in a

continuous effort to search for the essence of truth and
expand the knowledge base. Critical thinking is an
imperative for a cohesive social order as well as the
development of an interdependent global focus. As
such, it is a priority for educational reform ventures
at all levels—from K-12 through postsecondary
institutions—that attempt to foster higher order thinking
skills in students and provide them with a holistic
framework for discerning information in all terrains of
scientific inquiry and sociopolitical agendas, toward the
advancement of civilization.

Thus, the critical thinking objective, vis-a-vis meth-
ods of teaching, is for students to become engaged in a
critical dimension—one where analysis, synthesis, and
evaluation (higher order thinking skills) are practiced—
as opposed to a didactic context where only frag-
mentation and rote memorization prevail as hallmarks
of effective teaching and learning. Clearly, a critical
thinker learns how to think rather than what to think.

History of Critical Thinking

The origins of critical thinking are usually associated
with the Golden Age of Athens and Socratic question-
ing. Indeed, philosophy, from the Greek filo sofia—
love of wisdom—encompasses the interdependence
of constructs without clear delineations between disci-
plines and/or subject areas. It was in this context that
the Greeks practiced the trivium—grammar, rhetoric,
and logic—and quadrivium—arithmetic, astronomy,
geometry, and music. Socrates’ teachings centered on a
continuous dialogue and in-depth examination of an
issue through the use of questions and answers to arrive
at a quasi-finite conclusion or argument. This context
served as the framework for what was to become the
empirical view, practiced by Aristotle, as opposed to
the idealistic or absolute world of ideas, promoted
by Plato. In his painting The School of Athens, the
Renaissance artist Raphael depicts the duality between
the acceptance of absolute truths (Plato) and the ques-
tioning of static knowledge (Aristotle).

Indeed, it was the Aristotelian paradigm that even-
tually transcended through the ages and influenced
the minds of those who played an active role in the
Enlightenment; it was in this context that the adoption
of skepticism and consistent intellectual debate were
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accepted as essentials for objectivity or accuracy in
thinking. On these premises, a liberal arts education
model was founded in Europe and later implemented
in the colonial colleges.

Critical Thinking and Teaching

Teaching students how to think cannot be carried out
in isolation. The very nature of this intellectual exer-
cise requires the absence of what educational thinker
Paulo Freire referred to as “banking education”—
where knowledge is literally “deposited” in the
learner’s mind. Teaching students how to think calls for
a reflective pedagogy or dialogue whereby the students
and teacher collaborate and build on preexisting
knowledge.

There are myriad teaching methods that will foster
critical thinking skills. Each of these must promote the
disciplining of the mind toward thinking that involves
reflexivity, skepticism, and a holistic approach to teach-
ing and learning. Teachers in the elementary grades
may begin to move students beyond rote memorization
and fragmentation of facts by providing them with
opportunities for the appreciation of cultural diversity.
At the postsecondary level, college professors must
actively engage students in processes that demand the
evaluation of knowledge. For example, in a college his-
tory course, students may be asked to read articles and
consider the issue of “voice” within the context of his-
toriography, given the dominant or sociopolitical forces
of the period. Students in a sociology course may be
required to develop an archival document that repre-
sents a specific neighborhood or community.

Thinking that does not allow one to question or
analyze two sides of an argument is driven by fallac-
ies and, thus, is nonprogressive in the human quest to
advance knowledge. The first decade of the twenty-
first century calls for a global citizenship platform.
This requires that individuals practice a liberal educa-
tion and be able to analyze, synthesize, and evaluate
the very elements that constitute the social fabric.

Although educational reform must continue to
respond to the call for accountability at the K—12 as
well as postsecondary levels, educators must work
to emphasize a critical pedagogy. Within this context,
thinking that is critical aims to provide a teaching

method that allows for open-ended questions, while
evaluating new theories through continuous reflection
and mental discipline. Critical thinking is an impera-
tive for the human experience and the pursuit of a
democratic world order.

Carmen L. McCrink and Teri D. Melton
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CRrOSss-CULTURAL LEARNING
IN ADULTS

As communication technologies are connecting
people from all over the world within seconds,
exploding world populations are becoming more mobile
than ever before, and globalization is affecting national
economies, political systems, businesses, and entire
cultures. As a result, there is an increasing demand
for cross-cultural learning in adult education. This
exponential change impacts individuals and populations
daily on a global scale, confronting millions of people
with different cultural values, traditions, and norms,
and often finding them ill-prepared to respond.
Cross-cultural learning enables people to gain an
awareness and understanding of an environment char-
acterized by many cultures intersecting and interacting;
people are then capable of functioning and problem-
solving as global citizens. From a sociocultural-global
perspective, this type of learning may prove essential
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for future coexistence of populations on both a micro
and macro level. Cross-cultural learning blends the
traditional types of experiential training techniques
with eclectic, innovative educational teaching meth-
ods, striving to equip the adult learner with both
theoretical knowledge and practical skills and com-
petencies. Effective cross-cultural learning also
requires flexible leadership that is well versed in
many educational methods. A variety of cross-cultural
training programs have been developed over the years
to assist specific cultural groups with cross-cultural
adjustments or to prepare individuals for overseas
assignments.

Terminology

Cross-cultural is sometimes replaced by intercultural
or multicultural. Both of these terms are used in vari-
ous fields, such as education, communication, psy-
chology, and anthropology, to refer to the exchange
between two cultures or interaction between two or
more differing cultures. All of these terms may also
refer to the inclusion of multiple cultural groups.
Multicultural has also been used in particular sociopo-
litical and educational contexts in Europe to describe
a specific type of integration within communal policy
and guidelines for community development programs.

The term cross-cultural is generally used to desig-
nate that which extends beyond one set of cultural
norms, traditions, boundaries, and unspoken givens
and is applicable and relevant across differing cultures
or in varying cultural contexts. Hence, cross-cultural
learning for members of one culture involves the
inclusion of familiar and given elements in their own
culture coupled with unfamiliar elements of other cul-
tures, challenging them to travel outside their cultural
conventions and personal comfort zone into unknown
territory. The metaphor of “exploration” captures the
essence of this type of learning experience, however,
not into utter wilderness but into foreign terrain,
inhabited and valued by others.

Basic Elements

The striking aspect of cross-cultural learning is that
it involves the convergence of knowledge acquisition

and transferable skills and competencies, which can-
not be viewed as separate entities. This type of cogni-
tive and behavioral learning is neither provincial nor
static. In contrast to traditional learning assessment in
academic settings, cross-cultural learning cannot be
measured by standardized tests or the amount of mate-
rial successfully memorized. Effective cross-cultural
learning entails critical inquiry and the subsequent
transfer of theory and concepts into praxis. In other
words, people develop and learn new concrete skills
and competencies based on their newly acquired
knowledge, experiences, and understanding.

At the micro or individual level, there are at least
four components to cross-cultural learning. Initially,
assumptions and facts about cultures are explored.
Generally, people—students or participants—first need
to understand the significance of culture and become
aware of their own cultural scripts and boundaries,
including common ethnocentric tendencies, assuming
the universality of one cultural system.

Following self-awareness of cultural identity, people
are better able to gain an appreciation for significant
cultural differences, problems, and conflicts, as well as
the often inevitable emotional responses such as stress,
frustration, or anxiety that may accompany initial
exposure to another, unfamiliar culture. This is often
referred to as culture shock. Coupled with culture shock
is the shock of a problem or a conflict erupting seem-
ingly out of nowhere, or being interpreted and viewed
in a totally different cultural context.

A third component of cross-cultural learning, which
may or may not occur after the above components, is
the critical identification and assessment of cultural
variations such as dress and appearance, food and eat-
ing habits, body language, nonverbal communication
and cues, personal sense of physical space, and indi-
vidual cultural orientations of what is and what is not
appropriate. In this process, individuals are sensitized
to common thought and behavioral patterns of other
cultures, attitudes, perceptions, interpretations, values,
norms, beliefs, and even “peculiar” customs.

Following individuals’ attainment of greater aware-
ness, understanding, and possibly empathy, their
observations and abstract constructs about cultural
variations come to life when they are translated into
specific situations to practice. Both the content and the
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process of this learning target cognitions, behaviors,
and emotions. At this point in cross-cultural learning,
individuals are challenged to practice, develop, and
refine concrete strategies, skills, and competencies via
exercises such as role-plays, simulation games, critical
incidents, or case studies. Follow-up reflection and
analysis of the effectiveness and relevance to real life,
and present-day situations are essential and reinforce
the learning and transfer of theory into praxis.

At the macro or societal level, fundamental cultural
patterns in society such as urban development,
national traditions, religious practices, health care,
child care norms, patterns of consumption, gender and
family dynamics, recreation, socioeconomic realities
and political systems, and the role and impact of
oppression including racism and prejudice are illumi-
nated. Other specific phenomena may be addressed as
well, such as high versus low cultural contexts, mono-
chronic versus polychronic cultural time systems, past
or future cultural orientations, or an individualistic
versus collectivist framework. Not only information
pertaining to cultures in general, but also culture-spe-
cific knowledge may be introduced. Concurrently, the
spectrum of culturally approved group behaviors,
meanings, and expectations might also be explored for
distinct populations.

Effective Teaching Methods

Participatory, transformative, and empowering methods
of teaching are necessary for cross-cultural learning.
The teacher or instructor facilitates a learning process
by which participants are enabled to integrate
knowledge cognitively, emotionally, and behaviorally.
An interactive and experiential framework is essential.
Nina L. Dulabaum’s evaluation research identified four
major guidelines for facilitating cross-cultural learning
and cross-cultural conflict transformation: (1) reach a
preliminary consensus on the group’s focus, goals, and
pace; (2) build rapport and foster dialogue and critical
exchange (everyone can become an expert, not just the
teacher, instructor, or leader); (3) empower participants
to take ownership of their learning process; and finally,
(4) blend theory and practice continuously.

Effective leadership also includes fostering a never-
ending learning cycle characterized by multiple stages

of critical analysis and reflection. As participants explore
theory and praxis by experimenting with different
strategies for implementation, it is a fine art to maintain
the delicate balance of accepting individuals while chal-
lenging them to move outside and beyond their personal
comfort zone, to think and feel anew, in order to gain
greater awareness, understanding, and knowledge.

Cross-cultural learning has applications in many
professions, for example in business, education, health
care, and the social services where greater sensitivity
and competence in dealing with the complexities of
cultural differences and practices is critical. Educating
people to search for solutions, creatively engineer
strategies, and build bridges to members of other cul-
tures with whom they interact at the local, city, state,
national, and international level is critical. This in
turn has implications and applications for the entire
sociopolitical process.

Nina L. Dulabaum
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CurturaL CAPITAL

According to Pierre Bourdieu, the theory of cultural
capital refers to the socially inherited economic,
political, and cultural resources that inform social life
and situate groups apart from one another. Ideologies
and material benefits related to power, privilege,
and education are tied up in the possession of these
assets, which are not equally distributed among all
members of a society. This capital and its allocation
are connected to social locations like race, class, and
gender. Those most endowed with socially valued and
high cultural resources like travel, art, and financial
investments represent the most powerful societal
classes; thus the cultural capital of the rich, in this
definition, holds more value than the cultural capital
of the poor.

Educators have been concerned with cultural capital
because academic success is connected to it. Cultural
capital, like economic capital, has value that can be
exchanged for resources that scaffold educational
achievement. Schools transmit knowledge in cultural
codes that simultaneously afford advantages to some
and disadvantages to others. Schools follow and
perpetuate the dominant society’s cultural ideals and
privilege traditional forms of cultural capital.

In the United States the dominant view of cultural
capital as related to educational skills, intellect, and
practice often highlights traditional measures of suc-
cess like high standardized test scores, participation in
study abroad programs, college preparatory courses,
parental college education, and high grade-point aver-
ages. The relationship of these markers of academic
success to social locations like race, class, and gender
means that those not holding privilege in these loca-
tions are often described as having no cultural capital
to exchange for academic success. Those who are
underprepared for college due to attendance at under-
funded K-12 schools or whose parents or guardians
worked multiple jobs, leaving little time for trips to

a museum or library, are less likely to be seen as
academic achievers despite the capital they bring.

One of the dangers of Bourdieu’s focus on high
culture as most socially valuable is that the cultural
capital that groups other than the described privileged
elite possess, share, and utilize often goes unnoticed
and unrecognized. In schooling, this oversight leads to
oppressive devaluation leaving some students largely
excluded from the discourse of academic success. The
cultural capital of nondominant groups can only be
extrapolated by a move from the focus on high culture
to one more inclusive. Research on cultural capital
should include more social groups, not just elites, rec-
ognizing that all social groups have cultural assets that
warrant scholarly attention.

Cerri Annette Banks and Jennifer Esposito
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CuLTURAL LITERACY

In the United States during the late twentieth and early
twenty-first centuries, the notion of cultural literacy
presupposes a common cultural ancestry, imagines a
homogeneous cultural experience, and assumes a
collective cultural legacy. Associated with a conservative
social, economic, and political agenda, cultural
literacy and related issues often carry partisan
connotations. According to its conservative advocates,
cultural literacy consists of “factual” information
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known to a majority of literate Americans. Challengers
assert that the dominant culture determines the
contents of the cultural canon.

Citing “universal” meaning, “common” knowledge,
and historical intransigence as hallmarks of canonical
worth, allies of the cultural literacy movement deem
superfluous those cultural traditions seen as outside
of the dominant culture. Thus, the Western cultural
tradition arbitrates both the composition of the cultural
canon and the debate over cultural literacy in the
United States.

Appropriating the Western, culturally appraised
values that inform meaning cultivates the ability to
“read” the productions of the dominant culture. Under
the auspices of equalizing the educational playing
field, curricular perimeters and literary selections are
often guided by notions of cultural literacy advanced
by members of the dominant culture. According to
patrons of the cultural literacy model, comprehension
of a range of textual allusions must be qualified by a
familiarity with fixed prior cultural knowledge.
Minority perspectives and marginalized subjectivity
detract from the singularity and power of Western
cultural capital. Thus, mastery of this shared cultural
knowledge is crucial to social communication, eco-
nomic participation, and political representation.

The idea of cultural literacy has been most popu-
larized by the University of Virginia Professor of
English E. D. Hirsch, Jr. in his 1986 book Cultural
Literacy: What Every American Needs to Know. In this
work, as well as his numerous other publications, Hirsch
has developed a widely used curriculum for K-12
schools based on the learning of essential or “core
knowledge.” Hirsch’s views have been consistently
criticized by people in the social foundations of
education field for being elitist and antidemocratic.

Absent the rigors of critical inquiry, becoming cul-
turally literate involves acceptance of received knowl-
edge. To be considered culturally literate, one must
possess a broad scope of superficial knowledge and
understand referential allusions stated without defini-
tion or explanation within both classical texts and pop-
ular media. In order to participate and contribute to the
marketplace of democratic American society, the emer-
gent citizenry must be equipped with the cultural
knowledge necessary to compete. Supporters of “core

knowledge” curricula propose to elevate the perceived
status and competency of subordinate cultures by
insisting that public education impose the values of the
dominant culture. Curricular standards established
according to the ideals of cultural literacy presume the
existence of a stable institution of knowledge, an invari-
able conception of democracy, a static definition of
culture, and a narrow characterization of literacy.

Kristen Ogilvie Holzer
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CuULTURALLY RESPONSIVE TEACHING

The conceptual foundation of culturally responsive
teaching is the belief that culture plays a critical role
in how students receive and interpret knowledge
and instruction. The pedagogical principles of this
approach use cultural knowledge and students’ frames
of reference to facilitate learning and achievement.
Concerns with how to effectively educate diverse
student populations leads to conceptualizations of
culturally responsive practices that situate teaching
and learning within students’ values, languages, and
cultural orientations. This entry describes how the
system works and what research contributes.

Knowledge, Roles, and Practices

The theory of culturally responsive teaching holds
that incongruence between students’ ethnic culture
and school culture leads to dissonance, disengage-
ment, and underachievement. Advocates argue that
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teachers should develop and use knowledge of diverse
cultures to create classroom environments that are not
in conflict with students’ cultural referents.

Teachers are expected to learn about interpersonal
communication styles, language, and cultural norms
and incorporate facets of students’ cultural life into
the curriculum. In this approach, they also reflect on
their biases and examine the broader social, eco-
nomic, and political implications that contextualize
the use of culturally responsive practices. They con-
sider how their views of culturally diverse students
affect their teaching practices. By developing self-
awareness of their cultural values and norms, advo-
cates of this practice believe teachers will better
understand the worldviews of diverse student popula-
tions. They are expected to engage in cultural reflex-
ivity in more than precursory ways and understand
that difference cannot be neutralized when students
are forced to adopt the hegemony of normative
instructional approaches.

A responsive instructional framework places
students at the center of teaching and learning.
Teachers nurture students’ intellectual, social, emo-
tional, and political identities. They use cultural attrib-
utes and references to impart knowledge, skills, and
attitudes. Teachers facilitate cross-cultural interaction
and help students articulate their cultural assumptions
and values. As they compare these with assumptions
and values of the dominant culture, greater compe-
tency in understanding cultural orientations present in
the classroom become obvious. Practices promote
student engagement in learning and take into account
value orientations, motivations, standards of achieve-
ment, and interpersonal patterns embedded in the cul-
tures represented and studied in their classrooms.

Culturally responsive classrooms provide opportu-
nities for students and teachers to interact with each
other as a way to understand culturally diverse human
beings. Cultural differences in worldviews, communi-
cation patterns, and customs are examined without
perpetuating stereotypes or essentializing cultural
differences. Books and other materials used are ethni-
cally and culturally relevant and offer layered and
multiple perspectives. Such exposure is believed to
help students articulate their cultural assumptions and
values and make comparisons across cultures.

Teachers in the culturally responsive mode incor-
porate culturally congruent assessments that give
students the opportunity to demonstrate their learning.
Instructional strategies target students’ strengths, and
students recognize that knowledge is subjective, value-
laden, and culturally constructed. Teachers display
a commitment to structure content, instruction, and
assessment in ways that support student achievement
and demonstrate a belief in students’ abilities.
Teachers assist students in negotiating conceptual
bridges between cultural knowledge and new infor-
mation. They recognize bias in assessment systems.
So do their students.

The essential components of culturally responsive
teaching are characterized as: (a) learning environ-
ments that are productive, rigorous, and aware of cul-
tural diversity; (b) comprehensive approaches that
demonstrate cultural relevance, equitable access, and
instructional flexibility; (c) classroom communities
based on caring, collaboration, open communication,
and understanding of cultural interpersonal differences;
and (d) instructional strategies that target students’
strengths, habits of mind, and learning styles.

Research on Pertinent Issues

Researchers examine culturally responsive teaching and
provide educators with specific strategies for addressing
the needs of a diverse population of students. They doc-
ument the potential salience of culturally responsive
practices. By researching how cultural values, norms,
and traditions affect particular learners, researchers pro-
vide information about the effect of teaching practices
on particular groups of learners. In addition, researchers
examine differences of individuals within cultural
groups, providing rich details that help avoid stereo-
typing of group characteristics.

Researchers apply culturally responsive teaching
principles and practices to classroom management
and attitudinal work. This adds a new dimension to the
literature by establishing that student resistance and
behavior problems may be culturally induced. Research
on the use of cultural communicative strategies affirms
that students who use their native languages or dialects
are significantly affected in motivation and/or achieve-
ment. The confluence of language, beliefs, values, and
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behavior are examined in several studies with specific
populations. For example, one study focuses on acts
of disclosure and demonstrates how self-disclosure is
incompatible with cultural values of many Asian
Americans, Latinos, and American Indians,

Researchers focus on trying to understand the
impact of the high percentage of urban teachers who
are middle-class, White, European Americans on
minority student populations. Research studies high-
light the need for a diverse teaching staff as a potential
resource for advancing culturally responsive practices.
Other studies examine the effects of teaching cultur-
ally responsive practices on pre-service teachers’ prac-
tices. This research will be important to teacher
educators and has programmatic implications.

The literature on culturally responsive pedagogy
provides a compelling case for centering curriculum
and instruction on what is good and just for all
students with the belief that a tacit understanding of
students’ cultures and lives are at the center of teachers’
work.

Ruth Vinz
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CuULTURAL PLURALISM

Cultural pluralism is a widely used term that has
application to and relevance for education. Culture
can be defined as a common set of values, beliefs, and
social practices, as well as the group of people who
share that similar identity. The word usually applies to
ethnicity and race—for example, African American

culture or German culture—but more contentiously, it
may apply to groups of individuals who share traits or
similar beliefs, for example, the gay culture or the
Christian culture. Pluralism describes a situation in
which the diversity among the cultures of different
groups is an accepted part of a civil society. This entry
examines what is involved in cultural pluralism and
looks at its application in education.

Defining Culture

How a cultural group is formed and identified varies
significantly. Some cultures are identified by an obvi-
ous trait or characteristic: skin color, ethnicity, race,
gender, and the like. Other cultures involve people
who have a consciously shared aim. Whether or not
the individual wishes to be associated with the first
kind of culture is of little consequence; for example,
people who are born Chinese are part of that culture
whether or not they wish to actively partake in the
group’s beliefs and practices.

In a more substantial conception of culture, an
individual actively participates in and wishes to be
recognized as a member of a particular cultural group.
Mutual identification by its members is a key element
in these groups. Members identify with people who
share a common interest or aim and with other people
who feel a reciprocal commitment and attachment.
Some individuals not only may wish to participate in
the group, but also may believe that being part of the
group is a constitutive aspect of their identity: The
individual cannot separate personal identity from the
cultural identity of the group. This position suggests
that when individuals are born, they are born into a
particular culture, experience, and language, all of
which form an essential part of their identity.

Culture and Education

How cultural pluralism should be applied in educa-
tional contexts is unclear. Some argue that schools
should create a common identity, even if students rep-
resent a diverse range of cultures, whereas others
insist that this cultural pluralism should be acknowl-
edged and promoted actively in schools.
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France has taken a firm stance: All conspicuous
religious symbols are banned in schools. The rationale
for this decision is twofold. France wishes to uphold
the civic republican tradition through the concept of
laique—the separation of church and state—and to
actively promote the national civic republican tradi-
tions of the political public sphere. Further, through
the concept of laique, the aim is that students will be
more able to shed their family’s identity at the door
and to explore alternative beliefs and traditions within
the safe confines of the school. There is a concept of
“equal exclusion”: All individual cultures are
excluded within the school setting.

In stark contrast is the U.S. interpretation of the
separation of church and state. While religion is not
explicitly (at least officially) taught in public schools
in the United States, students may wear religious sym-
bols into schools as an aspect of “equal inclusion”:
All individual cultures are equally welcome. In some
cases, the rights of parents to raise their children
within a particular culture come into tension with the
obligations of a state to protect the future autonomy of
children. A frequently cited case in this area is that of
the Old Order Amish community in the United States.
The 1972 Wisconsin v. Yoder case considered whether
compulsory school attendance infringes on the reli-
gious freedom of parents to raise their children in the
Amish way of life.

The Amish faith seeks to return to a simpler life,
de-emphasising material success, renouncing compet-
itiveness, and insulating members from the outside
modern world. In its legal case, the community argued
that integrating Amish children with other children in
the mainstream culture and having them learn a cur-
riculum that emphasizes science and technology
would seriously threaten their accepted way of exis-
tence. To the Amish, survival of their way of life is
important enough to limit children’s attendance at
public schools. Parents therefore asked the court to
allow them to remove their children from schooling
following the eighth grade.

The U.S. Supreme Court agreed to exempt Amish
children from compulsory attendance laws after com-
pletion of the eighth grade. The justices decided that
having their children attend state schooling would
substantially compromise the cultural integrity of the

Amish community. The Court further thought that
state interference to force Amish children to go to
public schools was not warranted. It should be noted
that the verdict might have been considerably differ-
ent if the Amish families had asked that their children
be completely exempt from attending public schools.
As it was, the Amish agreed that children would
attend primary education through the eighth grade.
They further guaranteed to continue the children’s
education within the Amish community, in ways that
reflect the skills and training needed for their agricul-
tural way of life. Those skills developed in the Amish
community could be transferable to the mainstream
world; in this way, should the teenagers wish to leave
the Amish community, they could find suitable alter-
native forms of work within the modern world.

Defining what is deemed reasonable under the
parameters of cultural pluralism in education is a dif-
ficult and often contested process. The Amish exam-
ple makes explicit the tension that schools face in
trying to balance respect for cultural ideals with the
autonomous interests of the child. A pluralist society
assumes that schools will foster respect for diversity.
Schools, however, are also charged with protecting
the interests of each and every child and with culti-
vating certain skills and dispositions to help students
become fully functioning members of society.
Trying to balance these two competing aims can be
challenging.

Dianne Gereluk

See also Biracial Identity; Church and State; Deaf Culture;
Multicultural Education

See Visual History Chapter 14, Immigration and Education
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CULTURAL STUDIES

Cultural studies is a multidisciplinary, interdisciplinary,
antidisciplinary, even postdisciplinary approach to
education. When viewed together, cultural studies and
education, broadly, seek to reveal and analyze
relationships of knowledge, power, pedagogy, and
formal and informal learning production and practice
in society and culture. Conveying perspectives from the
humanities and social sciences to critically assess
education through support, resistance, or transformation,
cultural studies engages education through both
critique and creativity.

Relational in nature, it is predicated upon intellec-
tual activism as social intervention through engage-
ment with praxis (the bridging of theory and practice)
and represents a politicized engagement with society.
For these reasons, this relationship is integral to con-
siderations of the social and cultural foundations of
education. This entry will provide a broad overview of
cultural studies: its origins and related developments,
illustrations of the kind of work cultural studies schol-
ars/activists do, cultural studies contributions to edu-
cation, and misconceptions about cultural studies.

Origins and Developments

Cultural studies practices existed before the term
itself, so as with its theoretical origins, its institutional
origins cannot be viewed as definitive. Cultural
studies may be theorized and historicized in multiple
locations, and while those mentioned here are by no
means exhaustive, some particular movements and
institutions are generally associated with cultural
studies and education, and within these, certain indi-
viduals and propositions.

Cultural studies has broad origins within the Russian
culturology movement and the Harlem Renaissance in
New York in the 1920s and 1930s, in addition to folk
schools in Denmark and the Appalachian region of the
United States in the 1930s (Myles Horton’s founding of
the Highlander Folk School, now the Highlander
Research and Education Center, in 1932 in Tennessee),
and the Negritude Movement in France, and francoph-
one Africa and the Caribbean. The 1960s saw the devel-
opment of subaltern studies in India and Southeast
Asia, adult literacy and popular education movements
throughout Latin America (perhaps most noted in rela-
tion to Brazil with Paolo Freire’s work in the 1960s),
and popular theater of resistance in Kenya (the
Kamiriithu Community and Cultural Centre in Limuru,
Kenya, in the 1970s).

The institutional beginnings of Western cultural
studies are most often associated with the Birmingham
school, originating from the Centre for Contemporary
Cultural Studies (CCCS, founded 1964 at the University
of Birmingham) in Birmingham, England, and the work
of several associated scholars, including Raymond
Williams, Richard Hoggart, and E. P. Williams in
England, and Stuart Hall, Angela McRobbie, and Paul
Willis, among others, at the CCCS.

The 1980s saw the development of the intersections of
cultural studies and critical pedagogy, developing as a dis-
course in discussions of postmodern educational thought
and focused on examining the power, politics, and public
consumption of schooling and, within schools, exploring
representational politics, constructs of student subjectiv-
ity, and the analysis of pedagogy; it is praxis oriented and
intervenes in the institutional arrangements and ideolo-
gies in society that reproduce oppressions and structural
inequalities. As teachers are always operating within his-
torically, socially, and culturally situated contexts and
constraints, and because education itself is so politically
charged and contested, teacher roles cannot help but also
be political, a link underscoring education’s relationship
with cultural studies.

In terms of progressive education, cultural studies has
grown as a discourse that has included its institutional-
ization in graduate schools of education, particularly
from the 1990s through today. While a foundational
context of its development has been its location in class-
conscious social critique and intervention outside of



Cultural Studies 215

the “confines” of formal education, cultural studies
has expanded globally in terms of university programs,
conferences, and scholarly publishing.

Characteristics of Cultural Studies

Culture is neither static nor stationary, but constantly in
process, creating multiplicity, and approaches to its
examination are not limited to any one part of the social
spectrum. Unlike other disciplines or subjects, cultural
studies has no single object area, theory, or method-
ological paradigm to neatly or “cleanly” define it.
Cultural studies is inherently variable, differing in loca-
tions, moments, projects, and areas of inquiry.

Reflecting its flexibility, in theory it does not
endorse individuals or canons. Cultural studies has
been taken up in various times and places, in locations
where commitments were enacted to create social
transformation and justice, address local and regional
conditions and concerns, and co-construct knowledge
in community engagement through popular approaches
for purposeful political resistance. Cultural studies
emerged from interdisciplinary activist projects within
progressive adult education, where commitments to
literacy and working-class issues and concerns were
major emphases, and where academic and community
research collaborations developed.

Cultural studies resists generic definition, as it is an
array of many different theories, circumstances, and
representations; it is renowned for being arduously
difficult to define, and this in turn becomes one of its
most defining elements. Along with popular, grass-
roots performative cultural acts that formed as resis-
tant political expression, cultural studies emerged
from several traditional, established, academic disci-
plines (sociology, media studies, English, and philos-
ophy, among others), while at the same time having an
underlying ambivalent, at times altogether con-
tentious, relationship with disciplinarity, which is why
it is referred to at various moments as multidiscipli-
nary, interdisciplinary, antidisciplinary, and postdisci-
plinary. Within cultural studies’ theoretical discourses,
there are convergences and divergences, and positions
are never completely concrete, final, or resolved.

Cultural studies allows concerns and expressions of
experience on both personal and collective levels to be

taken seriously as important indicators, interpretations,
and negotiations of human existence. Because it deals
generally with subjective human experience, cultural
studies tends to favor qualitative research methodolo-
gies and, in particular, ethnography and textual analy-
ses as primary methods of documenting the life and
practices of “ordinary” society and culture. It has a
commitment to the importance of recognizing popular
culture as integral to the relationship of schooling and
society, and links the creative and scholarly cultural
production of the academy and community.

Continually experimenting with applications of
new approaches to existing social conditions, it has
been related as a successor to critical pedagogy and
multicultural education. It recognizes the importance
and validity of nontraditional teaching experiences,
and can offer resistance to formal school instruction
when applied as a tool for oppressive social reproduc-
tion and cultural transmission.

Ultimately, cultural studies may best be spoken of
not in a definitive way, but more in terms of charac-
teristics. Handel Wright offers an indicative, transient
list of broad characteristics which underpin much of the
work designated as cultural studies: (a) informed by
and creative of theory yet praxis driven (no practice with-
out theory, no theory without practice); (b) addresses
issues of power, is concerned 