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The present work is a continuation of the effort begun in
AmericanEducation: The Colonial Experience, 1607-1783 (New York:
Harper& Row, 1970) to present a comprehensive scholarly account of the
his-tory of American education. In that volume, I traced the origins
ofAmerican education to the European Renaissance, depicting the transplantation of educational institutions to the New World as part of
thecolonizing efforts of the seventeenth and eighteenth centuries,
describingthe gradual modification of those institutions under novel social
andeconomic circumstances, and explicating the role of those institutions
inthe movement for independence. The present volume carries the ac-count
to 1876, portraying the development of an authentic Americanvernacular in
education that proffered a popular paideia compoundedof evangelical
pieties, democratic hopes, and utilitarian strivings, andindicating the role of
that paideia in the creation of a unified Americansociety, on the one hand,
and in the rending of that society by civil con-flict, on the other. A
subsequent volume will carry the account to thepresent, emphasizing the
transformation and proliferation of Americaneducational institutions under
the influence of industrialization, urban-ization, technological innovation,
and transnational expansion.
As in the first volume, I have defined education broadly, as the de-liberate,
systematic, and sustained effort to transmit, evoke, or acquireknowledge,
values, attitudes, skills, or sensibilities, as well as any learningthat results
from the effort, direct or indirect, intended or unintended.And I have paid
special heed to the changing configurations of educa-tion in nineteenthcentury America—particularly the growing signifi-cance of schools,
newspapers, and voluntary associations—and to thevarious ways in which
different individuals interacted with those con-figurations. The more
general theory underlying all this is set forth in
ix
PREFACE
Public Education (New York: Basic Books, 1976). As in the first vol-ume,
too, I have given substantial attention to ideas about education,not as
disembodied notions in their own right or as mere rationaliza-tions of

existential reality, but rather as moving forces that compete forattention and
that profoundly influence what people believe is possibleand desirable in
the realm of education. Similarly, I have dealt exten-sively with institutions,
though one should bear in mind that education-al institutions remained
small and loosely structured during the nine-teenth century and that
individuals made their own way through theseinstitutions, as often as not
irregularly, intermittently, and indetermi-nately. Finally, I have tried
steadfastly to avoid the related sins ofWhiggishness and anachronism: what
happened during the first cen-tury of national life was not leading
inexorably to some foreordainedpresent, and it should not be understood
and judged solely in the termsof the present.
One or two technical comments about style may be of interest. Ihave tried
to keep footnotes to a minimum, as a rule documenting onlyquotations
(except where they are meant to indicate commonplaces)and direct
assertions involving statistics or statutes. Also, given thechoice between
citing an original source or referring to some more easi-ly accessible
accurate reprint, I have ordinarily chosen the latter; thus,the well-known
Yale Report of 1828 is quoted, not from the AmericanJournal of Science,
where it was printed the year it appeared, but rath-er from the excellent
collection of documents in Richard Hofstadter andWilson Smith, eds.,
American Higher Education: A Documentary His-tory (2 vols.; Chicago:
University of Chicago Press, 1961). I have dis-cussed most of the secondary
and tertiary literature on which the workrests in the bibliographical essay;
hence, those interested in the sourcesfor a particular section should read that
essay in conjunction with thetext and the notes. I should add that in
developing the bibliography Ihave not tried to be exhaustive—that would
have doubled the length ofan already lengthy book; I have merely tried to
enable the reader to re-trace my steps and then to proceed independently.
Particularly in in-stances where an authoritative synthesis with a competent
bibliographyis available, I have kept my own citations to a minimum. As in
the firstvolume, I have expanded, modernized, and Americanized all
spellingand some punctuation in quoted passages; in the case of titles of
writtenworks, I have made only those alterations required to follow
moderntypographical convention.
The overall project of which the present volume is part originated
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from an invitation in 1964 by W. Stull Holt, then secretary of theAmerican
Historical Association; Francis Keppel, then United StatesCommissioner of
Education; and John Gardner, then president of theCarnegie Corporation of
New York, to prepare a comprehensive schol-arly history of American
education in connection w^ith the centenary ofthe United States Office of
Education in 1967. I agreed at the time toproduce three volumes in seven
years and have managed to produce tv^oin fifteen. The sponsoring
organizations have been consistently patientand encouraging, hou'ever,
especially the Carnegie Corporation, which,under the leadership of Alan
Pifer, has provided additional funds tosustain the effort. It is a pleasure once
again to state my gratitude tothe Association, the Office, and the
Corporation for their kindness infurthering the work and at the same time to
absolve them of any re-sponsibility for the outcome: characteristically,
Messrs. Holt, Keppel,Gardner, and Pifer arranged for all matters of content
to rest whollyand finally in my hands.
No one engaged in a work of comprehensive scholarship can fail tobe
aware of the infinite variety of kindnesses that contribute at everypoint to
the progress of the enterprise. Librarians and archivists at ascore of research
centers in the United States and Europe have been pa-tiently generous with
their time and expertise; they are the unsung he-roes and heroines of
historical inquiry. I am also fortunate to have hadthe assistance of a number
of able associates during the course of theendeavor: Steven L. Schlossman
helped me with the research on theconfigurations of education in Lowell,
Massachusetts, Sumter District,South Carolina, and Macoupin County,
Illinois, presented in chapter12; Toni Thalenberg helped me with the
research on the educationalbiographies of Lucy Larcom and Jacob Stroyer
presented in chapter13; Judith F. Suratt made any number of valuable
suggestions on mat-ters of style and substance; and Ellen Condliffe
Lagemann collaboratedclosely with me in every aspect of the latter stages
of the effort, fromthe canvassing of relevant literatures to the drafting and
redrafting oftext, the verification of data, and the tracking down of elusive
docu-ments—she has been, in the truest meaning of the phrase, a
colleague.Tim Oliver and Dianne D. Marcucci typed the manuscript with
intelli-gence and care. To these and others is owed a good deal of

whatevermerit the book may possess; responsibility for its shortcomings is
mostassuredly mine.
The work on the volume began during a year of residence at theCenter for
Advanced Study in the Behavioral Sciences in 1971-72, and
Xll PREFACE
it has proceeded both at the Center and at Teachers College,
ColumbiaUniversity, during the period since. The Center is an
incomparable set-ting for reflection and writing, and I am grateful to O.
Meredith Wil-son, Gardner Lindzey, Preston S. Cutler, and their associates
for theirgracious hospitality. Teachers College has nurtured the project since
itsinception, and it is a pleasure to acknowledge the many kindnesses
andcontinuing encouragement of the trustees of the college and of my faculty and student colleagues. Through the generosity of the University
ofWisconsin, I had the opportunity to present the principal theses of
thevolume in the 1976 Merle Curti Lectures, which were
subsequentlypublished as Traditions of American Education (New York:
BasicBooks, 1977).
Finally, there is my incalculable debt to my beloved wife and chil-dren,
who assisted me from time to time with the work itself and whosedevotion
and understanding have been, as always, unfailing.
L.A.C.Teachers College, Columbia UniversitySeptember, 1979
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Wc have changed our forms of government, but it remains yet to effecta
revolution in our principles, opinions, and manners, so as to accom-modate
them to the forms of government we have adopted.
BENJAMIN RUSH
"I think it one of the most important revolutions that has ever takenplace in
the v^orld," the English Nonconformist Richard Price v^rote toBenjamin
Rush in the summer of 1783. "It makes a new opening inhuman affairs
which may prove an introduction to times of more lightand liberty and
virtue than have yet been known." For Rush, who wasfond of reminding his
countrymen that the war was over but the revo-lution had yet to be
accomplished, the challenge and the opportunity ofthat "new opening" were
prodigious. "We have changed our forms ofgovernment," he later remarked
to Price, "but it remains yet to effect arevolution in our principles, opinions,
and manners, so as to accommo-date them to the forms of government we
have adopted. This is themost difficult part of the business of the patriots
and legislators of ourcountry. It requires more wisdom and fortitude than to
expel or to re-duce armies into captivity. I wish to see this idea inculcated
by yourpen."^
Price never responded to Rush's invitation, apparently content withthe
counsel of his Observations on the Importance of the American Rev-olution
(1784), where he set forth the typical Dissenter plea for an edu-cation aimed
at shielding the mind from traditional orthodoxies ("Itsbusiness should be to
teach how to think, rather than what to think").
1. Richard Price to Benjamin Rush, June 26, 1783 (Rush mss., Library
Company of Phila-delphia); and Benjamin Rush to Richard Price, May 25,
1786, in Letters of Benjamin Rush, edit-ed by L. H. Butterfield (2 vols.;
Princeton, N.J.: Princeton University Press, 1951), I, 388.
1
But Rush and his compatriots worked indefatigably at the task, spin-ning
endless versions of the poHtical and educational arrangements thatalone
could "render the American Revolution a blessing to mankind."They were

men who sensed themselves standing at the edges of history;yet for all their
tendency to millennialism, they held a tough-mindedregard for the lessons
of the past, arguing as often by example as by ex-hortation and drawing
upon the full range of the Western tradition,from ancient Babylonia to
contemporary Britain. They quarreled inces-santly, over everything from
the reform of spelling to the redemption ofcriminals, for they knew with
Aristotle that it was in the nature of poli-tics for men to disagree over the
ends and means of education. Yet therewas a characteristic cast about their
discussions, a characteristic agendaand rhetoric, that holds the key to much
of what they proposed andeventually wrought.^
In the first place, they insisted with Montesquieu that the laws ofeducation
be relative to the forms of government; hence, while monar-chies needed an
education to status that would fix each class of the citi-zenry to its proper
place in the social order, republics needed an educa-tion to virtue that would
motivate all men to choose public over privateinterest. By "virtue," of
course, Americans in the 1780's and 1790's im-plied some proper
combination of piety, civility, and learning, with thedefinitions ranging from
Thomas Paine's rationalistic humanitarianismthrough Benjamin Rush's
Scottish moralism to Timothy Dwight's Pu-ritan orthodoxy. And by
"education" they meant the full panoply of in-stitutions that had a part in
shaping human character—families andchurches, schools and colleges,
newspapers, voluntary associations, arid,most important perhaps in an era
of constitution making, the laws. Yetthey saw no simple relationship
between people and politics, recogniz-ing on the one hand that republics
could not thrive in the absence ofwidespread public virtue and on the other
hand that no system of gov-ernment could in the last analysis stake its
existence on the assumptionof public virtue. And, being practical men, they
proceeded on morethan one front, establishing educational arrangements
that would nur-ture piety, civility, and learning in the populace at large at
the sametime as they erected a political system through which the
inevitableconflicts of self-interest might be reconciled.
Second, they argued for a truly American education, purged of all
2. Richard Price, Observations on the Importance of the American
Revolution, and theMeans of Making It a Benefit to the World (Boston:

Powars and Willis, 1784). p. 50; and Benja-min Rush to Richard Price, May
25, 1786, in Letters of Benjamin Rush, I, 389.
vestiges of older monarchical forms and dedicated to the creation of
acohesive and independent citizenry. Decrying the widespread mimicryof
European ways, they urged the deliberate fashioning of a new re-publican
character, rooted in the American soil, based on an Americanlanguage and
literature, steeped in American art, history, and law, andcommitted to the
promise of an American culture. In part, of course,this implied a conscious
rejection of Europe, a turning away from whatwas widely perceived as a
thousand-year tradition of feudalism, despo-tism, and corruption. More
importantly, it implied a conscious act ofcreation, for the American
character had yet to be defined, and thehealth and safety of the new nation
depended on its proper definition.Rush spoke enthusiastically about a
uniform system of education thatwould convert men into "republican
machines"—a vision that musthave seemed unassailable when first
advanced in 1786 but that doubt-less gave pause as time passed. And Noah
Webster wrote boldly of na-tional pride as one of the nobler human
passions. "Unshackle yourminds and act like independent beings," he
exhorted his countrymen."You have been children long enough, subject to
the control and sub-servient to the interest of a haughty parent. You have
now an interestof your own to augment and defend: you have an empire to
raise andsupport by your exertions and a national character to establish and
ex-tend by your wisdom and virtues. To effect these great objects, it is necessary to frame a liberal plan of policy and build it on a broad systemof
education."^
Third, they urged a genuinely useful education, pointedly addressedto the
improvement of the human condition. At its heart would be thenew
sciences, through which citizens might come to know the immuta-ble laws
governing nature and humankind and on the basis of whichthey might build
a society founded on reason and conformity to moraltruth. Through botany,
chemistry, and geology, Americans would un-lock the secrets of their virgin
continent, with incalculable gain to agri-culture, trade, and industry.
Through economics, politics, and ethics,they would discover the customs of
peoples and nations, with conse-quent benefit to the conduct of domestic
and foreign affairs. And,through the systematic application of science to

every realm of living,they would learn in countless ways to enhance the
dignity and quality
3. Benjamin Rush, A Plan for the Establishment of Public Schools and the
Diffusion ofKnowledge in Pennsylvania; to Which Are Added, Thoughts
upon the Mode of Education, Properin a Republic (1786), in Frederick
Rudolph, cd.. Essays on Education in the Early Republic(Cambridge,
Mass.: Harvard University Press, 1965), p. 17; and Noah Webster, On the
Educa-tion of Youth in America (1790), in ibtd., p. 77.
of their daily existence, via smokeless chimneys, tougher seeds,
purermetals, more productive silkw^orms, and better-tasting v^ines. It was
awiev/ best symbolized, perhaps, by the American Philosophical
Society,whose Transactions reported the members' disposition to limit
theirstudies "to such subjects as tend to the improvement of their
country,and advancement of its interest and prosperity."*
Finally, they called for an exemplary education, through whichAmerica
would instruct the world in the glories of liberty and learning.Possessed by
the sense that they were acting not merely for themselvesbut "for all
mankind," they deeply believed that their republican ex-periment would
"excite emulation through the kingdoms of the earth,and meliorate the
condition of the human race." And as part of that be-lief they came
naturally to assume that their churches, schools, colleges,museums,
academies, and institutions would be widely imitated by oth-er peoples in
other places—with all the burden of responsibility implic-it in such an
expectation. It was not merely a matter of pride, thoughpride they exhibited
in abundance; it was rather a sense of being "sub-servient to the great
designs of Providence," of having been chosen byGod to lead the way to a
millennium of truth, knowledge, love, peace,and joy. The charge doubtless
moved individuals to extraordinary zealat the same time as it filled them
with fervid self-righteousness.^
Amidst all this enthusiasm there was ambivalence, to be sure, forsome
already saw in the emerging tendencies of American educationqualities that
could only be deplored. Thus, John Pickering perceivedNoah Webster's
effort to Americanize the language as a capricious sur-render to
colloquialism, while Josiah Quincy ridiculed the program ofthe American

Philosophical Society as trivial and visionary. And Sam-uel Miller, whose
Brief Retrospect of the Eighteenth Century was sure-ly one of the most
perceptive commentaries of its time, excoriated thosewho tended to assign a
kind of "intellectual and moral omnipotence" toeducation. Never before was
there an age, he noted, when knowledge ofvarious kinds had been so
popular and widely diffused: the public mindhad been awakened, the masks
of ignorance and corruption had been
4. Transactions of the American Philosophical Society, I (2d ed., corrected,
1789), xvii.
5. Thomas Jefferson to Joseph Priestley, June 19, 1802, in The Writings of
7homos Jeffer-son, edited by Paul Leicester Ford (10 vols.; New York: G. P.
Putnam's Sons, 1892-1899), VIII,159; Joel Barlow, An Oration, Delivered
at the North Church in Hartford, at the Meeting of theConnecticut Society
of the Cincinnati, July 4th, 1787 (Hartford, Conn.: Hudson and
Goodwin,1787), p. 20; and Jonathan Elliot, ed.. The Debates in the Several
State Conventions, on the Adop-tion of the Federal Constitution (1836, 5
vols.; Philadelphia: J. B. Lippincott Company, 1941), II,529.
lifted, and the love of freedom had been advanced. But in the w^ake ofthese
improvements had come superficiahty, infideHty, materiaHsm,and, worst of
all, hubris. God would show little mercy, he warned, to asociety that
ignored human limitation.*
Withal, it was an age of exuberant faith in the power and possibil-ity of
education, as men such as Rush and Webster set out to define apaideia
appropriate to the aspirations of the young nation. The goalwas nothing less
than a new republican individual, of virtuous charac-ter, abiding patriotism,
and prudent wisdom, fashioned by educationinto an independent yet loyal
citizen. Without such individuals, the ex-periment in liberty would be shortlived at best. The Revolution, NoahWebster observed, had gained for
Americans independence of govern-ment, and hence the opportunity to
build a future. But the Revolutionhad in no way guaranteed that future.
Only as Americans could awak-en and nurture a corresponding
independence of manners and opinionwould the Revolution be completed
and a proper foundation for theRepublic established. The task of erecting
and maintaining that foun-dation became the task of American education.

II
The Revolution, Price once observed, had opened a new prospect inhuman
affairs: it had created a republic more liberal and equitablethan any other in
history; it had provided a place of refuge for op-pressed peoples
everywhere; and it had laid the foundations of an em-pire wherein liberty,
science, and virtue would flourish and in duecourse spread throughout the
world. Next to the introduction of Chris-tianity itself. Price judged, the
Revolution had been the single most sal-utary event in the history of human
improvement. Republic, Refuge,and Empire—the three symbols and the
aspirations they embodied in-teracted in the thought and experience of the
Revolutionary generationin ways that profoundly affected the development
of American educa-tion.
Politically, the Republic was defined in the drafting of the state andfederal
constitutions. In this realm more than others, Americans hadundergone
extended mutual instruction. They had studied and debatedthe political
writings of the British Enlightenment—indeed, they hadfought the war
itself on a platform of political principle, and they had
6. Samuel Miller, A Bnef Retrospect of the Eighteenth Century (2 vols.;
New York: T. andJ. Swords, 1803), II, 295.
come to certain broad agreements on such matters as the sovereignty ofthe
people, the separation of powers, mixed government, and represen-tation.
Yet, for all the clarity of the political definitions implicit in anemerging
constitutional lav^, there v^ere important unclarities concern-ing the nature
of the American people and the character and extent oftheir domain.
Who, after all, v^ere the people wrho had made a successful revolu-tion and
thereby w^on the right to sovereignty? In one sense, they v/eresimply the
residents of the colonies. Legally, the Continental Congressresolved on June
24, 1776 (in an effort to define who might be chargedwith treason), that "all
persons residing within any of the United Colo-nies, and deriving protection
from the laws of same, owe allegiance tothe said laws, and are members of
such colony." Once independencewas asserted (in the Declaration) and
acknowledged (in the Treaty ofParis), the United States became free and
sovereign, rendering the in-habitants of the colonies subject to the authority

of the states in whichthey resided (though it is interesting to note that there
was argument inthe British courts as late as 1808 over whether the
acknowledgment ofindependence by the King actually deprived the former
colonists of theirrights as British subjects). The Articles of Confederation
guaranteed tothe free inhabitants of each state (paupers, vagrants, and
fugitives ex-cepted) "all privileges and immunities of free citizens in the
severalstates"; and the federal Constitution provided in similar language
that"the citizens of each state shall be entitled to all privileges and immunities of citizens in the several states." At first glance, then, the citizenryof the
Republic comprised the free inhabitants of the several states.'
Yet the matter was more complicated. For one thing, from the
verybeginning the status of blacks and Indians was ill defined.
Howeveranomalous the situation of a republic countenancing chattel
slavery, thefact remains that slavery was openly acknowledged by the
federal Con-stitution and explicitly provided for by state codes, though
some statesdid begin to move toward abolition in the 1780's and others
drasticallycurtailed the slave traffic. As a result, most blacks continued in
slavery,and even those who were free ended up neither citizens nor aliens
andin fact without the rights and privileges of either. The situation of
theIndians was equally confused; they were considered alien members of
7. Journals u)/ the Continental Congress, J 774-J 789, edited by
Worthington Chaunccy Fordet al. (34 vols.; Washington, D.C.: Government
Printing Office, 1904-1937), V, 475-476, TheArticles of Confederation, in
Henry Steele Commager, ed.. Documents of American History (9thed.; 2
vols.; New York: Appleton-Century-Crofts, 1973), I, 111; and The
Constitution of theUnited States, in ibid., I, 144.
their respective tribes, with which the United States negotiated treaties,but
they were accorded few of the traditional prerogatives of aHens.
To compHcate the matter further, the civil status of women differedfrom
that of men. According to English common law, women surren-dered all
civil rights upon marriage. They coiild not control their prop-erty, whether
dowered or earned; they could not sign contracts; andthey did not hold legal
guardianship of their own children. Americanpractice, however, had come
to diverge somewhat from the commonlaw. Women did, in fact, exercise

rights they did not legally possess;and, because a number of state
constitutions did not explicitly denythem the right of suffrage, women in a
few isolated instances voted intown elections during the early years of the
Republic. Nevertheless, theprinciple of "feme covert," embodying the
notion that a married wom-an was one and the same as her husband,
governed the civil status ofmost women, while the rights of unmarried,
widowed, and divorcedwomen remained at best ambiguous. In actuality,
then, the initial citi-zenry of the Republic comprised the free white male
population of theseveral states.
Beyond this, there was the question of receptivity to immigrants,and here
too, for all the talk of refuge and asylum, there was wide-spread
ambivalence. On the one hand, for almost a century a policy ofopenness
prevailed, despite bitter disagreements in Congress, frequentmanifestations
of public xenophobia, and occasional local efforts to barparticular groups,
such as California's laws against the Chinese. Onthe other hand,
commencing with the Naturalization Act of 1790, citi-zenship itself was
proffered only to free white aliens, after a period ofresidence in the United
States (the period varying significantly duringthe 1790's and early 1800's)
and upon certification of good behaviorand willingness to take an oath of
allegiance. Almost from the begin-ning, then, there were limitations on the
inclusiveness of America asrefuge. Yet, granted this, the American
population diversified as it in-creased (from just under 4 million in 1790 to
almost 40 million in1870), with immigrants arriving in large numbers from
various regionsof northwestern Europe, notably the British Isles, Germany,
Alsace andLorraine, Switzerland, and Scandinavia, and in smaller numbers
fromAfrica via the West Indies and from China.
As education assumed a role in creating the American Republic, itinevitably
became involved in defining the American people. Indeed, inthe minds of
many, education became subsidiary to citizenship and de-pendent upon it.
Thus, Thomas Jefferson's Bill for the More General
Diffusion of Knowledge (1779) proffered public education to free,white
children only; Benjamin Rush's Thoughts upon Female Educa-tion (1787)
stressed subjects that would prepare women for their spe-cial
responsibilities in guarding the property of their husbands andforming the

character of their sons; and Robert Coram's Political In-quiries (1791), with
its powerful argument for compulsory schooling,alluded to the Indians only
as sources of data on the character of menliving in a state of nature.
Moreover, any number of commentatorswarned that if the immigrants were
not to turn the American peopleinto "a heterogeneous, incoherent,
distracted mass"—the words as wellas the fears were Jefferson's—they
would have to be properly instruct-ed, even more vigorously than the
native-born, perhaps, since theywould need to slough off the ways of the
Old Wor! J before they couldlearn those of the New. Education would be
popularized, then, but inthe process it would also be politicized, and its
obligations and commit-ments would vary from one segment of the
population to another ac-cording to civic status and possibility.*
A nation is in one respect a people, in another respect a place—
anidentifiable territory the people may call their own. That eighteenthcentury Americans saw their nation as an empire—even an empire ofliberty
—was of profound consequence. For an empire is in its very na-ture
imperial: empire connotes the assertion of sovereignty and powerover a vast
domain. Americans may have perceived their empire as be-nevolent,
virtuous, and committed to the service of the Lord, but therewas no
escaping the expansiveness implicit in their view. "Hail Landof light and
joy!" sang a young Yale tutor named Timothy Dwight;"Thy power shall
grow / Far as the seas, which round thy regionsflow; / Through earth's wide
realms thy glory shall extend, / And sav-age nations at thy scepter bend.'"^
Actually, one of the first questions the Continental Congress had todeal
with was the nature and size of the national domain, and it was athorny
question on several counts. In the first place, there were thestubborn
conflicts between the so-called landed and landless states,those like Virginia
and New York, which asserted historic claim to ter-ritories extending as far
west as the Mississippi, and those like Mary-land and Pennsylvania, which
had fairly well defined western bound8. Thomas Jefferson, Notes on the State oj Virginia (1785), in Writings of
Thomas Jeffer-son, edited by Ford, III, 188.
9. (Timothy Dwight), America: or, A Poem on the Settlement oj the British
Colonies; Ad-dressed to the Friends of Freedom, and Their Country (1780),

in Ihe Major Poems of TimothyDivight (Gainesville, Fla.: Scholars'
Facsimiles and Reprints, 1969), p. 11.
aries and which demanded that most of the land west of theAppalachians
become the property of the nation as a whole. Then therewere the claims of
the several Indian tribes, which insisted that thewestern lands were theirs to
begin with. And, finally, there were thepersistent disagreements over how to
develop the western lands in anycase, whether as quasi-colonies to be
exploited for the benefit of theolder eastern settlements or as self-governing
territories to be broughteventually into some sort of equal partnership with
the older states.
Congress stated a clear policy in the autumn of 1780, resolving thatsuch
unappropriated lands as might be ceded to the United States byany of the
particular states would ''be settled and formed into distinctrepublican states,
which shall become members of the Federal Union,and shall have the same
rights of sovereignty, freedom and indepen-dence, as the other states."
Subsequently, in three far-reaching land or-dinances. Congress specified the
process by which government would beestablished in the newer territories.
An ordinance of 1784, initiallydrafted by Jefferson, provided that the
western lands be divided intostates, that the initial settlers of these states be
authorized to establishtemporary governments based on the constitution and
laws of any of theoriginal states, and that, whenever the population of any
state reachedthat of the smallest of the original states, it could be admitted
to theUnion on an equal basis, provided it consent forever to remain a part
ofthe United States, carry its share of the federal debt, and maintain a republican form of government. An ordinance of 1785 provided that
thewestern lands be parceled into towns six miles square and the townsinto
lots one mile square, that the lots be sold at public auction for notless than
one dollar per acre, and that one lot in each town be reservedfor the
maintenance of public schools. And, finally, the Northwest Or-dinance of
1787, revoking the ordinance of 1784, provided that initialgovernment in
the Northwest Territory be not by the inhabitants them-selves but rather by
a governor, secretary, and three judges appointedby Congress, that
whenever there were five thousand free male inhabi-tants in the district they
could create an assembly (which could passlaws subject to the veto of the
governor), and that eventually three tofive new states could be defined and

whenever any of these statesachieved a population of sixty thousand it
could enter the Union on anequal basis. In addition, the Northwest
Ordinance explicitly extendedthe rights of free worship, legislative
representation, habeus corpus, tri-al by jury, and the inviolability of
contracts to inhabitants of the terri-tory; pointedly prohibited slavery; and
further stipulated in an oftquoted proviso: "Religion, morality, and knowledge, being necessary
togood government and the happiness of mankind, schools and the meansof
education shall forever be encouraged." ^°
Much has been made in the historiography of education of thesemandates
concerning education in general and schooling in particular:they prefigured,
in the words of one enthusiastic commentator, "theideal of republican
institutions" and "the gospel of American democra-cy." Yet far more
important than the particular provisions regardingschools were the more
general procedures for extending American gov-ernmental forms and for
incorporating vast new regions into the nationon terms of equal
participation in the polity. With the cession by theseveral original states of
their western lands between 1782 and 1802,with the wresting of additional
lands from the Indians, with the addi-tions of Louisiana, Florida, Texas,
Oregon, the Mexican cession, andCalifornia, the American empire spanned
the continent, realizing whatmany came shrilly to proclaim as its "manifest
destiny." In the courseof this growth, land speculation, political conflict,
and sheer accidentinteracted in ways that made the movement across the
continent any-thing but tranquil. Yet in the long run the principles
articulated byJefferson in the ordinance of 1784 did prevail: the continental
empireended up an expanding metropolis rather than a metropolis with
colo-nies. To the extent that the law educates, a common education prevailed.^^
The Jeffersonian solution, however, was not without its problems,for what
happened in effect was that many of the strains and tensionsthat would
ordinarily have appeared between a metropolis and its colo-nies in the
development of an empire were in the American experienceencountered
within the confines of the metropolis itself. The ill-definedpolitical status of
blacks and Indians was translated in spatial termsinto the conflicts between

the slaveholding and the nonslaveholdingstates and territories and into the
distinction between enclaves "re-served" for Indians and their environs
occupied by whites. The inevita-ble tendency to confuse political with
cultural hegemony led to innu-merable confrontations between religious
and ethnic minorities, nonemore exemplary than the persistent harrying of
the Mormons by local,state, and federal authorities. And the future
problems that an expan10. Journals of the Continental Congress, XVIII, 915; and The Northwest
Ordinance, inCommagcr, cd., Documents of American History, I, 131.
11. A. D. Mayo, "Public Schools During the Colonial and Revolutionary
Periods in theUnited States," in U.S., Bureau of Education, Report of the
United Stales Commissioner of Educa-tion for 1893-94, I, 738.
sive empire would encounter when its influence reached beyond its continental limits were readily apparent in missionary eff'orts to Asia, Afri-ca,
and the Middle East, and in military engagements with Mexico.
Yet, withal, an expanding national domain meant not merelywealth and
power but spaciousness, movement, and, above all, opportu-nity. On the
one hand, the notion of empire carried with it an educa-tional imperative—
in effect, the obligation to extend civilization over avast continent at the
same time as new experience was codified so thatit could be passed along to
succeeding generations. On the other hand,the vastness of the continent
meant that there would be room for diver-sity, for different versions of
civilization to compete and for differentcodifications of experience to
flourish. In the counterpoint between theforce of empire and the fact of
diversity lay some of the central themesof the national experience in
education.
Ill
The American Revolution confirmed and initiated, in education as
inpolitics. It gathered together developments tending toward the popularization of education that had been in the making for at least a genera-tion,
and it invested those developments with new and important mean-ing. It set
in motion significant innovations in educational theory andpractice that

were widely thought of as essential to the survival andprosperity of the
Republic. And it lent new urgency to the discussion ofeducational affairs,
there being widespread agreement that in republicsthe nurturance of
morality and intellect in the citizenry at large is amatter of the highest
public responsibility. In the process, thereemerged during the first century
of national life an authentic vernacu-lar in education that stands in
retrospect—granting its flaws, its imper-fections, and even its several tragic
shortcomings—among the two orthree most significant contributions the
United States has made to theadvancement of world civilization.
The processes by which this vernacular was formed were clearlycontinuous
with those of the provincial era, as during the nineteenthcentury
transplantation, adaptation, imitation, and invention interactedto lend a
distinctive character to American education. New groups ofimmigrants
came in unprecedented numbers, bringing with them time-honored ideas
and institutions from Europe, Africa, and Asia: the Irishbrought a particular
form of the Roman Catholic church; the Angolesebrought a particular form
of the matriarchal family; the Chinese
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brought a particular form of the mutual benefit society. As in earliertimes,
some of these institutions flourished essentially as they came;others evolved
more or less rapidly into essentially different forms; stillothers passed into
oblivion. Native-born Americans, in turn, reachedout to other countries for
ideas and institutions that seemed to promiseeducational advance—to
England for the Sunday school and the ly-ceum, to Switzerland for more
liberal methods of childrearing andclassroom instruction, to Prussia for
modes of school and university or-ganization, to France for models of
military training (all these too werequickly transformed amidst the diverse
conditions of American life). Si-muhaneously, autochthonous institutions
came into being as the delib-erate fruits of human invention: Charles
Willson Peak's museum, Ben-jamin H. Day's penny newspaper, Jonathan
Baldwin Turner'sagricultural college, and Joseph Smith's Mormon family.
In all of this, the confrontation with novelty remained a
centralphenomenon. As in the provincial era, educational institutions
wereforced to contend with new and changing circumstances in three

relatedways. For one thing, they were obliged to modify their formal structures to meet the demands of altered social and economic
conditions:churches developed missionary arms to rebuild their dwindling
congre-gations, and colleges arranged denominational affiliations to
replenishtheir empty treasuries. For another, they were obliged to make the
sub-stance of their teaching conform to the realities that surrounded
them:schools developed more "practical" curricula to prepare their
studentsfor "life," and newspapers broadened their notions of the "news"
tosatisfy the curiosity of expanding clienteles. And, as these sorts of
shiftsoccurred, the relationships among educational institutions also
changed:families spent less time systematically teaching reading as it was
in-creasingly assumed that schools of one sort or another would do so,
andapprenticeships in law and medicine carried less of an educational burden as law schools and medical schools became more widely available.The
result was a kind of formlessness about American education, deriv-ing in
part from the sheer rapidity of change but also from the extraor-dinary
extent of innovation, formal and informal, temporary and per-manent.
In all of this, too, a developing and often strident nationalism in-vested
institutions and programs of education with a significance thatextended far
beyond their immediate clienteles. The missionary effortsof the
Congregational church were promoted not merely as saving par-ticular
souls but as vouchsafing civilization in the Ohio Valley; and the
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burgeoning common school systems of the several states were promotednot
merely as imparting literacy to the oncoming generation but asguaranteeing
the health and safety of the Republic. It was surely aform of what Daniel J.
Boorstin has called "booster talk," but it wassurely more as well. For it
imparted a millennial tone to the rhetoric ofAmerican education that
profoundly influenced its politics, reinforcinga relationship between the
fortunes of education and the future of theRepublic that would endure for
several generations.^^
In all of this, finally, Americans became the exporters as well as
theimporters of educational ideas and institutions (indeed,
educationalagencies were actually developed for the express purpose of

being ex-ported). Thus, Horace Mann studied Prussian and English methods
ofinfant schooling during his European travels of 1843, but the
Prussiansand the English became equally interested in the pedagogical
experi-ments of A. Bronson Alcott. And not a few of the European visitors
toAmerica during the first decades of the nineteenth century
includedsubstantial sections on education in their published observations.
Later,a number of European countries actually sent individuals and
commis-sions officially to study American churches, schools, colleges,
factories,and rehabilitative institutions; and numerous American
missionaries inturn took it upon themselves to carry the benefits of
American cultureto Africa, Asia, and the Middle East. In sum, the
vernacular in educa-tion that emerged during the nineteenth century
flourished as a nation-al phenomenon with transnational implications. In
education as else-where, nationhood did not mean a retreat from the world
but rather anew relationship with it.
12. Daniel J. Boorstin, The Americans: The National Experience (New
York: RandomHouse, 1965), pp. 296-298.
Part I
THE KINGDOM OF GOD
It was the opinion of Edwards, that the millennium would commencein
America. When I first encountered this opinion, I thought it chi-merical; but
all providential developments since, and all the existingsigns of the times,
lend corroboration to it.
LYMAN BEECHER

INTRODUCTION
When it came time to design a seal for the new nation, it is said thatFrankhn
wanted it to portray Moses bringing down the waters uponPharoah, while
Jefferson would have preferred a rendering of the chil-dren of Israel in the
wilderness, with a cloud leading them by day anda pillar of fire by night.
Neither of these prevailed, however, and theGreat Seal that finally issued
from the hands of Charles Thomson andWilliam Barton showed the familiar
eagle holding the olive branch andarrows, and on the obverse a pyramid
watched over by the eye ofProvidence, with the mottoes Annuit coeptis (He
has favored our un-dertaking) and Novus ordo seclorum (A new order of
the ages has be-gun).
A new era, under the watchful eye of Providence, proclaimed inVirgilian
rhetoric—nothing could be more representative of the way inwhich
Americans thought about themselves and their destiny as a peo-ple. The
Biblical metaphors were neither ornamental nor even pru-dently didactic,
they were of the essence. It was in the language andsubstance of religion
that nineteenth-century Americans pondered themeaning of their individual
and public experience. What in fact did itmean to be an American? The
Frenchman Michel Guillaume Jean deCrevecoeur wrote in the 1780's that to
be an American simply meantleaving behind old prejudices and manners
and receiving new onesfrom a new mode of life and a new government. But
American preach-ers, mindful of their historic responsibility for articulating
and celebrat-ing the common values of their society, were not content to let
the mat-ter rest there. Rather, they took it as thjir fundamental obligation
tofashion a paideia appropriate to the special role that the new nationwould
play in human and divine history. If America was to be the set17
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ting for the building of God's kingdom on earth, the values and aspira-tions
that Americans needed to share could not be left to chance; theywould have
to be carefully defined and vigorously nurtured.^

These tasks of definition and nurturance, essentially tasks of educa-tion,
w^ere taken as a first order of business by preachers of every kindand
persuasion during the early decades of nationhood. In a torrent ofsermons,
tracts, learned disquisitions, and Utopian proposals, they at-tempted to
determine the moral substance of American citizenship andto devise the
educational arrangements that would prepare a responsi-ble citizenry. As
one would expect in a pluralistic society that hadquickly moved to
disestablish religion, there were bitter conflicts: theconservative Timothy
Dwight inveighed against the "infidel" ThomasPaine; the evangelical
Lyman Beecher inveighed against the "heretic"William Ellery Channing;
and the inspired Joseph Smith inveighedagainst the entire gentile world.
What is more remarkable, however,was the degree to which substantial
agreements were achieved. By the1840's and 1850's, a generalized
Protestant piety had become an inte-gral part of the American vernacular,
and the responsibility for teach-ing that piety to all Americans had become
the central task of a newlyconstructed configuration of educative
institutions. The piety thatemerged was an embracing one, popular in
character and millennial inorientation; and its substance and spirit were
shared by an extraordi-nary variety of sects, denominations, and Utopian
communities.
The language of this early discussion of the philosophy and politicsof
education can be deceptive to present-day Americans—the concernsseem
narrowly theological to the contemporary ear. To nineteenth-cen-tury
Americans, however, the rhetoric was not only appropriate but ab-solutely
essential. For two thousand years, the public values of theWest had been
thought about and articulated via the language and cat-egories of religion; it
should scarcely be surprising that a people whosaw themselves charged by
God to create "a new order of the ages"would continue to use such rhetoric
as they defined who they were andhoped to become.
1. Michel Guillaumc Jean de Crcvecoeur, Letters from an American Farmer
(1782; NewYork: E. P. Dutton & Co., 1957), p. 39.
Chapter 1
BENEVOLENT PIETIES

It is the only true idea of Christian education, that the child is to growup in
the life of the parent, and be a Christian, in principle, from hisearliest years.
HORACE BUSHNELL
"I know not whether any man in the world has had more influenceon its
inhabitants or affairs for the last thirty years than Tom Paine,"John Adams
wrote to his friend Benjamin Waterhouse on October 29,1805. 'There can be
no severer satire on the age," Adams went on tosay. "For such a mongrel
between pig and puppy, begotten by a wildboar on a bitch wolf, never
before in any age of the world was sufferedby the poltroonery of mankind,
to run through such a career of mis-chief. Call it then the Age of Paine."
The fury of Adams's rhetoric,even in a private letter, tells us something of
contemporary civility. Butit also tells us a good deal about Paine, not only
as seen by Adams, butas seen by an entire generation.^
It was indeed an age of Paine, in the first place, because Paine gavevoice to
so much that was commonplace; in effect, he interpreted theage to itself. It
was an age of Paine, too, because of the sharpness ofPaine's pen, because of
his extraordinary ability to grasp i.ssues and de-fine them in elemental
terms. And it was an age of Paine, finally, be-cause of the pervasiveness of
Paine's thought, on both sides of the At-lantic, in France and Great Britain
as well as in the United States."My country is the world, and my religion is
to do good," Paine pro-claimed. In doing good he inspired, he provoked, he
frightened, and heantagonized, but ultimately he taught: the conflicts he
engendered—and
1. John Adams to Benjamin Waterhouse, October 29, 1805, in Worthington
Chauncey Ford,ed., Statesman and Fnend (Boston: Little, Brown, 1927), p.
31.
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they were ubiquitous—afforded his contemporaries the opportunity
toeducate themselves.^
Paine had been well equipped by his own arduous self-education tocreate
that opportunity for his fellow men. Born in England in 1737 tothe modest

circumstances of a Quaker corset maker's household, he hadattended a local
grammar school for seven years, before being appren-ticed at the age of
thirteen to his father's trade. He fretted in the work,however, and soon
resolved to make his own way in the world, initiallyat sea and subsequently
in a variety of occupations—as exciseman,teacher, preacher, and
tobacconist-grocer. More importantly, perhaps,he resolved to make his own
way intellectually, reading widely and sys-tematically in contemporary
writings on science and philosophy andcarrying forward a variety of his
own mechanical and mathematical in-vestigations. He managed his
personal affairs poorly, however, andtoward the end of 1774 he decided to
emigrate to Philadelphia, wherehe took up work as a journalist. Fourteen
months after his arrival,Common Sense appeared as an anonymous
pamphlet and wrought itsextraordinary effect throughout the colonies.
Paine's authorship soonbecame known, and the reputation deriving from
that effort as well asfrom The American Crisis won him an honored—if
temporary—placeamong the Revolutionary leadership.
Paine himself observed that soon after the appearance of CommonSense he
came to recognize "the exceeding probability that a revolutionin the system
of government would be followed by a revolution in thesystem of religion"
and that "man would return to the pure, unmixed,and unadulterated belief in
one God, and no more." As the twin revo-lutions unfolded in Paine's
writings, they emerged as a popularizedversion of the Newtonian and
Lockean philosophies, affirming the exis-tence of an ordered universe set in
motion by a benevolent God and in-habited by reasonable men who could
know God's law and live accord-ing to its dictates. We have little
knowledge of whether Paine hadactually read Newton or Locke or the other
Enlightenment thinkerswhose ideas so closely prefigured his own; Harry
Hayden Clark andothers have traced many of his root concepts to the
lectures of BenjaminMartin and James Ferguson, which Paine had attended
in London be-tween 1757 and 1759. More significantly, perhaps, Paine
could easilyhave imbibed Newton and Locke, Collins and Toland, Rousseau
andCondorcet, without ever having read a word of them. Like others of his
2. Rights of Man (1791, 1792), in The Wnlings oj Thomas Paine, edited by
Moncure DanielCk)nway (4 vols.; New York: G. P. Putnam's Sons, 18941896), II, 472.

generation, he received his EnHghtenment affirmations from newspa-pers
and magazines, from informal study groups and itinerant lectur-ers, from
conversations in taverns and disputes in coflfeehouses. And,like others of
his generation, he mulled them, argued them, and trans-lated them into his
own terms, producing a new and powerful versionthat was at the same time
coarse and clear, simple and persuasive, au-dacious and reasonable. Leslie
Stephen once observed that Paine'suniqueness consisted in the freshness
with which he came upon old dis-coveries and the vehemence with which
he asserted them. True enough,though, to the self-educated who were his
audience, his affirmationswere a revelation.'
Paine's two great works of popularization, following the
immenselysuccessful Common Sense, were the Rights of Man, styled as a
reply toEdmund Burke's attack on the French Revolution, and The Age
ofReason, which was for all intents and purposes Paine's attempt to formulate a "religion of humanity." The Rights of Man set forth a repub-lican
theory of government, based on the social contract, constitutional-ism,
popular sovereignty, and political representation. Monarchy andaristocracy
were declared anathema; and mankind in general and Eng-lishmen in
particular were urged to overthrow their hereditary rulersand establish
republican pieties. A republican theory of education waspatently implied—
though Paine talked only briefly of educational insti-tutions per se, in a plan
whereby the poor would be given child subsi-dies and enjoined to send their
children to school, the local ministers to-certify that they had complied.
Rather, republican education was de-fined in the broadest terms, as an
individual's lifelong quest for wisdomand understanding.
The Age of Reason set forth the deistic piety Paine obviously saw
ascomplementary to republican civility. Essentially Newtonian, it
beganwith a profession of faith in "one God, and no more" and
proceededbaldly to attack the most cherished teachings of contemporary
Chris-tianity: the divinity of Christ, the authenticity of Scripture, and the
au-thority of the Church. It then called for a redirection of religion inwhich
men would be taught to contemplate the power, the wisdom, andthe
benignity of God as revealed in his works. Only as men sought toconform
their own lives and institutions to the immutable, universal,

3. The Age of Reason (1794, 1796), in ibid..lW, 22; Harry Hayden
Clark,"An Historical In-terpretation of Thomas Paine's Religion,"
University of California Chronicle, XXXV (1933), 56-87; and Leslie
Stephen, History of English Thought in the Eighteenth Century (1876; 2
vols.;New York: Harcx)urt, Brace & World, 1962), I, 390.
and eternal laws of nature would the new world of equality, justice,and
happiness portended by the revolutions in America and Francecome forth
on truly permanent foundations. Once again, a theory ofeducation was
patently implied, though in this instance Paine statedmuch of it explicitly.
Preachers would need to become philosophers,and churches, schools of
science. More fundamentally, individualswould have to be taught to pursue
knowledge on their own, for ulti-mately self-education was the truest
education. "Every person of learn-ing is finally his own teacher," Paine
counseled. In the last analysis,the pious man was one who had used his
God-given reason to studyGod's own creation, therein to discover the
standards by which all mustbe judged. Not surprisingly, Paine saw himself
as the supreme exem-plar of his own piety.**
There is a fairly common portrayal of the course of American de-ism, in
which deism rises steadily during the 1770's and 1780's, peaksduring the
1790's—especially in the colleges, where The Age of Reasonbecame
something of an "atheist's bible" to the young—and then de-clines
precipitously in the face of the Second Awakening. The accountneeds
substantial modification. In the first place, deism was no luxuryof the
learned; along with Volney's Ruins, which had been translatedby Thomas
Jefferson and Joel Barlow, and the writings of ElihuPalmer, John Fitch,
John Fellows, and Ethan Allen, The Age of Rea-son was read, pondered,
and discussed by a wide spectrum of Ameri-cans, including farmers,
artisans, and shopkeepers. Bishop Meadefound Parson Wcems hawking the
book during an election-day gather-ing at the Fairfax (Virginia) Courthouse
(along with Richard Watson'sreply to Paine), while a Massachusetts circuit
rider complained that thevolume was "highly thought of by many who
knew neither what theage they-lived in, or reason, was."^
Beyond this, though deism may have been overshadowed by
earlynineteenth-century revivalism, it by no means disappeared. It

flourishedin sometime deistical societies in New York, Pennsylvania,
Connecticut,and Massachusetts, which seemed to draw most of their
recruits fromthe ranks of lower-class radicals; it manifested itself ir
ephemeralnewspapers with such titles as the Temple of Reason, the
Prospect, or
4. Age of Reason, in Writings of Thomas Paine, IV, 21, 194, 64.
5. Bishop William Mcadc, Old Churches, Ministers and Families of
Virginia (2 vols.;Philadelphia: J. B. Lippincott & Co., 1900), II, 235; and J.
E. A. Smith, The History of Pitts fie Id,Massachusetts, from the Year 1800
to the Year 1876 (Springfield, Mass.: C. W. Bryan, 1876), pp.145-146.
View of the New Moral World, the Theophilanthropist, and the Correspondent; and it regularly reappeared in alliance with other
reformistmovements, finding support from a Universalist congregation in
oneplace, a Masonic lodge in another, a Utopian community in another, ora
workingmen's association in yet another. Deism waxed and wanedduring
the early decades of the Republic, but it never died; and its con-tinued
existence as an undercurrent of American intellectual life is animportant
factor in understanding the reception accorded some of themore secular
communitarian reform movements of the 1830's and1840's.
Finally, it is important to recognize that although the more
militantAmerican deists wrote few treatises on education—the anonymous
Uto-pia Equality — A Political Romance (1802), in which a people espousing reason as its only guide manages to achieve universal happiness,
isperhaps the leading example—deism was no marginal piety in respectto
education. Indeed, its advocates made bold to establish, it as the pai-deia of
the early Republic, and they succeeded to a more than modestdegree.
Franklin and Jefferson may have been more prudent thanPaine in their
public utterances, but they were no less deistic in theirfundamental
orientation. And, insofar as their design was inextricablyintertwined with
their widely known educational proposals, it had in-fluence beyond their
immediate milieux. Moreover, Paine himself maywell have taken some of
his educational ideas from Jefferson, thoughthe question of originality is
less important than the fact of their essen-tial agreement on the proposition
that self-government is a chimera inthe absence of universal education.

However that may be, the fact isthat the early Republic could boast few
self-proclaimed deists, but de-ism had considerable popular appeal. And its
impact must be sought inthe self-confidence of ordinary men who thought
they could plumb themysteries of the universe and govern themselves
accordingly, ratherthan in the circulation figures of the Theophilanthropist
or in the at-tendance records of the Society of Free Enquirers.
II
Paine once remarked toward the end of his life that one of the objects ofhis
religious writings had been to impress upon his fellow men a senseof trust,
confidence, and consolation in their Creator. However radicalhis own
solution may have been, he was certainly addressing himself tothe central
problem of the generations that had fallen heir to Locke's
epistemological doctrines. How far could reason go in testing faith be-fore
it ultimately subverted faith? Could a true and effective piety befounded on
natural law, rationally known, by reason unaided? Suchquestions could
scarcely be avoided during what Adams had called "theAge of Paine";
indeed, Paine's very popularity made them the morepressing and insistent.
One who wrestled with such questions all his life—and in the pro-cess
inevitably ended up wrestling with Paine—was Samuel StanhopeSmith,
John Witherspoon's successor at the College of New Jersey.The son of a
distinguished Presbyterian clergyman-educator. Smith hadbeen at Nassau
Hall at precisely the time Witherspoon had arrived todo battle with the
regnant Berkeley^n idealism, brandishing the weap-ons of Scottish
common-sense realism. Witherspoon's triumph had beencomplete, and his
influence on Smith, profound and permanent. Smithwas graduated
valedictorian of his class (at Witherspoon's first com-mencement), and then
proceeded to advanced studies in theology, firstat his father's academy at
Pequea, Pennsylvania, and then at Princetonwith Witherspoon. Licensed to
preach in 1773, he went off as a mis-sionary to Virginia, where he played a
key role in the establishment ofHampden-Sydney College as a southern
replica of Princeton. He re-turned to Princeton in 1779 as professor of
moral philosophy and re-mained for the rest of his life, acting as second-incommand to Wither-spoon until the latter's death in 1794 (he had married

Witherspoon'sdaughter in 1775), acceding to the presidency in 1795,
resigning underpressure in 1812, and dying in 1819.
It would have been difficult to follow Witherspoon in any event; butSmith
was simply not the executive his father-in-law was, and whatmight have
been a distinguished presidency was increasingly marredafter 1804 by
political conflict and personal ill health. Yet, for all hisproblems as
president. Smith exerted a profound intellectual influenceon his own and
subsequent generations. He refashioned the Scottishcommon-sense realism
he had learned from Witherspoon, liberalizingit, extending it, and further
adapting it to the American situation, andin the process made it the most
significant school of systematic philos-ophy to appear in the United States
between the Revolution and theCivil War.
At the heart of Smith's thought was the concept of man as a reason-able
creature, actively using reason to guide his conduct and search
forhappiness. Sharing with Paine a post-Newtonian commitment to observation, induction, and generalization, he insisted that the methods of
moral philosophy be entirely conformable to those which had proved
sofruitful and liberating in natural philosophy. Yet Smith did not see rea-son
going so far as to question those essential truths about man and so-ciety that
could not be readily demonstrated by ordinary empiricalmethods, and it was
at this point that he parted company with Paine.Building on the arguments
of contemporary Scottish realism, Smithcontended that there are certain
fundamental intuitions about the worldthat can be grasped directly by the
understanding and that make upwhat must be deemed the "common sense"
of mankind. We knowthese, he reasoned, by "the testimony of our senses,
and of all our sim-ple perceptions," and they "ought to be admitted as true,
and no ulteri-or evidence be required of the reality, or the nature of the facts
whichthey confirm." Once perceived, these "perfectly simple" truths
becomethe "first elements" of our knowledge, and indeed are "intended to
beultimate." Thus, via the route of intuition. Smith attempted to steer
acourse between the Scylla of an older dogmatism and the Charybdis ofan
unacceptable deism. By joining intuition to induction he was able toput
forward a piety that was consonant both with Locke's epistemologyand with
the more traditional truths of Christianity.^

Smith was by no means uncritical in the way he drew upon hisScottish
contemporaries. In one of his major essays, for example, hetook sharp issue
with the Scottish jurist Lord Kames on the sensitivequestion of the nature
and origin of human diversity. Kames had ar-gued in his Sketch of the
History of Man (1774) that the races of man-kind were descended from
various pairs of parents, each especially fit-ted for the climate and
circumstance in which God had set it downduring the dispersal following
the catastrophe of Babel. Smith main-tained on the contrary that all men
were descended from a single origi-nal stock and that any discernible racial
differences could be attributedto variations in climate and "the state of
society." Now, the essentialenvironmentalism here had obvious bearing on
Smith's ideas about edu-cation: after all, a human nature susceptible to
modification is by defi-nition educable; and the basic equalitarianism with
respect to race wasmomentous at a time when a new nation was being
defined out of avastly heterogeneous society. But, more to the point, Smith
ended up
6. Samuel Stanhope Smith, The Lectures, Corrected and Improved, Which
Have Been De-livered for a Series of Years, in the College of New Jersey;
on the Subjects of Moral and PoliticalPhilosophy (2 vols., Trenton, N.J.:
Daniel Fcnton, 1812), I, 23; and William H. Hudnut III,"Samuel Stanhope
Smith: Enlightened Conservative," Journal of the History of Ideas,
XVII(1956), 545, 548.
once again simultaneously affirming Christianity as traditionally taughtand
asserting that observable phenomena could "on proper investiga-tion, be
accounted for by the ordinary laws of nature."'
Smith's immersion in Scottish common-sense philosophy during thismost
fertile stage in its development made him easily one of the mostinteresting
educational theorists of the post-Revolutionary generation.He echoed
contemporary British-American rhetoric about educationand liberty,
arguing that an "enlightened people cannot easily be en-slaved"; and he
urged not only a general arrangement for the "commoneducation" of the
entire citizenry but also ample provision for the culti-vation of the "sublime
sciences" and the "liberal arts." Beyond these,he argued for that saving and
sustaining virtue that would derive fromthe universal teaching of true

religion. To such commonplaces of the1780's and 1790's he joined rigorous
expositions of the nature andfunction of human communication (derived
largely from Thomas Reid),powerful arguments for the advancement of the
several sciences, nota-bly physics and chemistry, and fascinating
discussions of such funda-mental pedagogical problems as the nature of
perception and the role ofintellect. Ultimately, he saw education as the
enterprise par excellencefor the formation of human personality and the
shaping of nationalcharacter; and he tried his best to make Princeton
exemplary of theunique combination of piety, civility, and learning he had
fashionedduring his lifelong encounter with the Scottish moralists.*
In the end. Smith's views proved more workable in theory than inpractice.
A just philosophy, he once contended, would always be "coin-cident with
true theology." Yet one person's coincidence is often an-other person's
heresy; and, in much the same way that Smith judgedPaine infidel, there
were those who judged Smith infidel. His youngerbrother, John Blair
Smith, who followed him in the presidency ofHampden-Sydney College, is
reputed to have charged him once withpreaching, not "Jesus Christ and him
crucified, but Sam Smith andhim dignified." And, while the remark itself
may well have been apoc-ryphal, the charge was not. The delicate balance
that Smith hadwrought between the God-centered theology of Calvinism
and the man-centered ethics of the Scottish philosophers proved
unacceptable to the
7. Samuel Stanhop>e Smith, An Essay on the Causes of the Variety of
Complexion and Figurein the Human Species (Philadelphia: Robert Aiken,
1787), p. 2.
8. Sermons of Samuel Stanhope Smith (2 vols.; Philadelphia, S. Potter,
1821), II, 31; andLectures. II, 306.
more orthodox wing of American Presbyterianism, and amidst accusa-tions
that ranged from Arminianism to rakishness Smith was forced toresign."
Smith's influence, however, extended far beyond the confines ofPrinceton;
and, ironically, that influence was intimately bound up withthe very
synthesis of philosophy and theology that ultimately "proved hispolitical
undoing. Smith's students were among the foremost college ad-ministrators

of the early 1800's, including Frederick Beasley of theUniversity of
Pennsylvania, Joseph Caldwell of the University of NorthCarolina, and
Philip Lindsley of the University of Nashville. All wereinnovators, and all
espoused the same breadth and modernity in matterscurricular that Smith
had taught at Princeton. Indeed, it is not toomuch to argue that Smith's
thought contributed significantly to the re-markable vitality of the
Presbyterians in establishing new institutions ofhigher learning during the
early decades of the nineteenth century, avitality, incidentally, that was less
and less noticeable at Princeton itselfunder Smith's immediate, successors.
Even more significant, perhaps, was the pervasive influence of theScottish
philosophy in American colleges during virtually the entirespan of the
nineteenth century. Woodbridge Riley once remarked thatScottish realism
''overran the country" during the Revolutionary era"and had an exclusive
and preponderant influence well beyond the cen-tennial of the country's
independence." His assertion is surely toosweeping, though it would be
accurate to say that the philosophy didoverrun the colleges and then
extended considerably beyond themthrough the informal networks of the
educated. The vehicle for the tri-umph was the culminating course in moral
philosophy that was ordi-narily offered to seniors under the personal
tutelage of the president.During Smith's own era, the dominant textbook
was William Paley'sThe Principles of Moral and Political Philosophy
(1785), a standardEnglish work setting forth a bland utilitarian view in the
context ofnonsectarian New Testament Christianity. Yet, even in Smith's
time,the works of such Scottish theorists as Thomas Reid, Adam Smith,
Du-gald Stewart, and Adam Ferguson were increasingly assigned and discussed—and not merely in Presbyterian institutions. With the appear-ance
of Francis Wayland's The Elements of Moral Science (1835),
9. Smith, Essay, p. 109; and John Maclean, History of the College of New
Jersey, from ItsOngin in 1746 to the Commencement of 1854 (2 vols.;
Philadelphia: J. B. Lippincott & Co.,1877), II, 133.
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however, Paley was decisively replaced by a textbook located
squarelywithin the Scottish tradition (and authored, interestingly, by a

Baptistclergyman). For fully a generation the higher learning in America
borea distinctly Scottish flavor.^^
Riley, in a revealing aside, went on to muse over what might havehappened
in American philosophy had Jeff'erson founded an institutionlike the French
Academy or the English Royal Society. Jefferson didnot, of course, and the
result was the Scottish triumph, at least amongthe learned. Riley saw the
outcome as a catastrophic victory for con-servatism, which held American
philosophy in check for a century. Yetit is important to note that, during its
initial phases in both Europe andAmerica, the Scottish philosophy was far
more liberating than con-straining. In the hands of Smith, at least, it
provided a version of theEnlightenment genuinely acceptable to the faithful
—or at least to someof the faithful. Years later it would become arid and
formalistic, butthat should not obscure its profound effect upon several
generations ofAmerican leaders during the first part of the nineteenth
century.
Ill
Samuel Stanhope Smith was easily the most distinguished alumnus
ofPrinceton's class of 1769, though there were others among his class-mates
who went on to considerable success in the politics and profes-sions of the
early Republic. Thomas Melville was for years naval offi-cer of the port of
Boston; John Beatty and John Henry were membersof the Continental
Congress; James Linn was secretary of state forNew Jersey; and Mathias
Burnet, John Davenport, Peter Dewitt,Samuel Niles, and Elihu Thayer
ministered to various congregations inNew England and the Middle
Atlantic states. Probably the most note-worthy after Smith himself,
however, was a young Rhode Islandernamed William Channing, who went
from Nassau Hall to read lawwith Oliver Arnold in Providence and then set
up practice in his nativecity of Newport, serving first as attorney general of
the state and then,after the adoption of the federal Constitution, as United
States attorneyfor Rhode Island. In 1773 Channing married Lucy Ellery, the
daugh-ter of a fellow Newport lawyer who had attended Harvard; and their
10. Woodbridge Riley, American Thought: From Puritanism to Pragmatism
and Bryond(New York: Henry Holt and Company, 1915), p. 119. Smith
cited Paley respeafully in his Lec-tures; see, for example, I, 321, and II, 18.

fourth child and third son was William Ellery Channing, born in1780."
William Ellery's childhood was spent amid the stimulating intellec-tual
atmosphere one would expect of a Channing-Ellery household: be-yond the
associations with his parents and maternal grandparents, therewere close
ties with the Reverend Ezra Stiles, the family minister (laterto be president
of Yale), whose moderate Calvinism proved an impor-tant influence in
William Ellery's early development, and with theReverend Samuel
Hopkins, a family friend, whose concept of "disinter-ested benevolence"
would later prove immensely attractive to Channingas a young divinity
student. After an indifferent schooling, the boy wassent at the age of twelve
to prepare for Harvard with his uncle HenryChanning, a New London
pastor. The following year William Chan-ning died unexpectedly, leaving
the boy for all intents and purposes un-der the intellectual guardianship of
his uncle and his maternal grandfa-ther. He completed his preparation in
time to enter Harvard in 1794,electing to live at the home of another uncle.
Chief Justice FrancisDana of Massachusetts, who resided in Cambridge.
Young Channing arrived at Harvard at precisely the time Paine'sAge of
Reason was first beginning to circulate; and, though he wouldlater recall
that poverty, well-chosen friends, and a zeal for intellectualimprovement
had saved him from the worst of contemporary skepti-cism, there is little
doubt that the young Rhode Islander got caught upalong with everyone else
in the debates over faith versus reason. Thecorporation manifested its
concern by furnishing a copy of RichardWatson's An Apology for the Bible
to each undergraduate as soon as itbecame available in 1796; and the
Dudleian lecturer for that year add-ed his warning that Paine was little more
than a ''daring insurgent,"whose prime concern was the disruption of public
order. But it wasRichard Price rather than Richard Watson who ultimately
shapedChanning's ideas, along with Francis Hutcheson, Adam Ferguson,
andthe other Scottish liberals systematically taught by Professor
DavidTappan. Channing observed in his later years that it was Price's writings more than any others that had molded his philosophy into perma-nent
form; and indeed, as Arthur W. Brown has pointed out, Price'sdoctrine of an
innate moral sense, his emphasis on disinterested benevo-lence, his
commitment to liberty, and his belief in the possibility of hu-ll. Samuel

Davics Alexander, Princeton College During the Eighteenth Century (New
York:Anson D. F. Randolph & Company, 1872), pp. 127-133.
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man progress bear such striking resemblance to the doctrines thatwould
become paramount in Channing's life that the recollection mustbe taken as
more than the ordinary eulogistic sentiment.^^
Channing completed his undergraduate work at Harvard with a vo-cation to
the ministry and embarked upon a five-year program of read-ing and
reflection that culminated in his ordination and installation atthe Federal
Street Church in Boston in 1803. He remained there forthe rest of his life,
using the Federal Street pulpit to define and articu-late many of the most
characteristic doctrines of American Unitarian-ism. The story is a familiar
one: the split in New England Congrega-tionalism between traditional and
New Light Calvinists on the onehand and the more liberal critics of
Calvinism on the other; the crisisoccasioned by the death of David Tappan
in 1803 and the vacancythereby created in the HoUis Professorship of
Divinity at Harvard; theappointment of the Reverend Henry Ware, Sr., a
liberal, as Tappan'ssuccessor in 1805; the subsequent forging of an Old
Light-New Lightcoalition by the Reverend Jedidiah Morse and the founding
of AndoverTheological Seminary in 1808 as a conservative bastion against
Har-vard infidelity; and the deepening theological rift that followed.
By1815 Boston Congregationalists were engaged in open theological warfare, with charges of hypocrisy and heresy rampant; and when in thatyear
Morse published a pamphlet accusing the liberals of secretly em-bracing
Unitarianism, events quickly came to a head. It fell to Chan-ning to prepare
what would be the manifesto of a new liberal faith, andhe delivered it in the
form of a sermon on the occasion of JaredSparks's ordination as minister of
a professedly liberal congregation inBaltimore. Out of that sermon grew a
new denomination and, evenmore important, a new version of the Christian
paideia in America.
The emergence of the new denomination was a significant develop-ment for
education, however restricted its influence may have been.The oft-repeated
quip that Unitarian preaching was limited to the fa-therhood of God, the
brotherhood of man, and the neighborhood ofBoston has always been more

clever than true: a considerable numberof Unitarian congregations appeared
in the South and West, many of
12. Memoir of William Ellery Channing, edited by William M. Channing (3
vols., London:John Chapman, 1848), I, 60-61, 65; Nathan Fiske, A Sermon
Preached at the Dudletan Lecture,in the Chapel of Harvard College,
September 7, 1796 (Boston: Manning & Loring, 1796), p. 16;and Arthur W.
Brown, Aliuays Young for Liberty: A Biography of William Ellery
Chanmng(Syracuse, N.Y.: Syracuse University Press, 1956), p. 22.
them centers of intellectual vitality, and the great Unitarian controver-sies
of the 1850's testify to the continuing importance of theological
anddoctrinal questions v^ithin the fold. The fact is some of the most influential families of Jacksonian America educated themselves and
theirchildren in Unitarian congregations, and that in itself v^as of no
smallsignificance. Yet it was rather as a broader cultural movement with
itssource in the Boston-Cambridge region than as a particular
religiousdoctrine with its source in a limited number of churches that
Unitar-ianism influenced American education. It was a movement that
unitedthe best of eighteenth-century British rationalism with the moral
fervorof New England Puritanism, and in so doing it spoke profoundly to
thesocial predicament of nineteenth-century America. In the developmentof
that movement, Channing was the pivotal figure.
Unlike Samuel Stanhope Smith, Channing was neither a scholarnor a critic
but rather an activist whose ideas flowed piecemeal in ser-mons, addresses,
pamphlets, and letters. Yet there were leading themesthat resounded through
everything he said, which lent a certain coher-ence to his philosophy. Like
others of his generation, he began with theproblem of faith and reason that
had been posed by Locke, wrestledwith by the Scottish moralists, and
carried to one logical extreme byPaine. And, like many liberals within the
New England Congregation-alist fold, he was deeply influenced by the
Arminianism of JonathanMayhew and Charles Chauncy. The solution he
eventually proposedrepresented a precarious balance between what he
deemed essential inChristian revelation and what he saw as the minimal
demands of rea-son. In formulations reminiscent of Locke's Essay
Concerning HumanUnderstanding and The Reasonableness of Christianity,

Channing toldAmericans that they could determine the essentials of
Christianity froman attentive and unbiased search of Scripture and that they
would findnothing essential to Christianity contrary to reason. And, in
controver-sies also reminiscent of Locke's, Channing was forced to contend
on theone hand with those who considered a reasoned interpretation of
Scrip-ture to be apostasy and on the other hand with those who were ready
toabandon revelation in its entirety. Thus, Moses Stuart of Andover Theological Seminary saw Unitarianism as little more than a halfwayhouse to
infidelity, while Theodore Parker saw it as full of compromisewith the
ultimate demands of reason. Channing's aflfectionate—if quali-fied—
sympathy with Parker's spiritual quest suggests that Unitarian-ism probably
represented the farthest advance of rationalism within a
recognizable Christian framework to develop during the early national-era.
It was essentially Lockean latitudinarianism with a nineteenth-century
American flavor.
Frederic Henry Hedge, Channing's Transcendentalist contempo-rary and
friend, once remarked in an analysis of Channing's immenseinfluence that
there were two closely related foci in Channing'sthought—the goodness of
God and the dignity of man—and that allelse was corollary. The goodness
of God implied the possibility of uni-versal salvation, the perfectibility of
man, the spiritual efficacy of goodworks, and the anticipation of progress.
Beyond these it implied a spiri-tual link between God the father and all
mankind that conferred an ul-timate dignity upon each and every human
being. "The idea of God,"Channing observed in 1828, "suBlime and awful
as it is, is the idea ofour own spiritual nature, purified and enlarged to
infinity. In ourselvesare the elements of the Divinity. God, then, does not
sustain a figura-tive resemblance to man. It is the resemblance of a parent to
a child,the likeness of a kindred nature. "^^
This sense of an inextricable link between God and man and of theidea of
God as the idea of man's spiritual nature purified and enlargedpointed to an
expansive and noble concept of education and its purpose."The child is not
put into the hands of parents alone," Channingtaught. "It is not born to hear
but a few voices. It is brought at birthinto a vast, we may say an infinite,
school. The universe is chargedwith the office of its education." The

purpose of that education was toenergize the child, to set in motion a
lifelong eff'ort toward self-culture,or the harmonious growth and cultivation
of all the human faculties inthe direction of their divine manifestations.
Insofar as the teacher hadresponsibility for assisting and encouraging such
effort and the knowl-edge and ability to do so, he was entitled to the highest
possible respectfrom society—his office being "the noblest on earth," more
importanteven than the minister's or the statesman's. Further, insofar as
growthtoward the divine was the end in life for every individual, all associations and institutions were to be judged by the extent to which
theystimulated such growth and reformed so that they could advance it.**
13. Services in Memory of Rev. William E. Channing (Boston: John Wilson
and Son, 1867),p. 27; and The Works of William E. Channing (new cd.;
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Now, for all the breadth of his view of education, Channing was noUtopian
dreamer. He was aware that families educate, as do churchesand lyceums
and lectures and literature. Indeed, he saw the highest re-sponsibility of the
minister as teaching a healthful, well-proportioned,and all-comprehending
piety that would widen the range of humanthought, feeling, and enjoyment;
and his remarks on the impact of a na-tional literature upon national
character anticipated many of Emerson'sbetter-known observations in "The
American Scholar." In the end,however, Channing realized that in his own
time schools and school-teachers would carry the greatest burden of popular
education, and hecampaigned for an expanded common school system in
which better-trained teachers would employ more benevolent methods to
encourageself-help and self-culture.
The question is often raised as to whether Channing was a Transcendentalist and, if so, to what extent he foreshadowed and in fact articulated the characteristic views of Transcendentalism. There is evi-dence
on both sides, though there can be no denying that, howevermuch Channing
publicly dissented from many of the ideas that theTranscendentalists
preached, he tended to support them personally andintellectually. They in
turn most assuredly joined Emerson in seeinghim, despite his strictures, as
their "bishop." Yet, as important as thatissue may be in its own right, there

is a more central question with re-spect to Channing's larger influence on
American education, namely,his relation to the broader intellectual
movement that Van WyckBrooks called "the flowering of New England."
Brooks himself sawChanning as "the great awakener," who harrowed the
ground for liter-ature by first harrowing the ground for life. Certainly the
same wastrue in education. The liberal Christian paideia we associate
withChanning's Unitarianism was more than a matter of particularchurches
or a particular philosophy. It manifested itself rather in thebroader cultural
efflorescence that made the Boston-Cambridge regionthe moral and cultural
hub of the Republic for at least a generationand that made the Unitarian and
Transcendentalist intellectuals theteachers of the Republic for an even
longer period of time. Emerson'sessays, Longfellow's poetry, Alcott's
novels, and Sparks's histories wereall part of it; they penetrated to the
farthest reaches of American soci-ety, imparting a view of man and the
world that had an enduring effecton education. In its more formal sense,
Unitarianism was essentially anelite religion; but it provided the moral
epicenter of a far more popular
paideia, which exercised incalculable influence on the ideals and aspirations of nineteenth-century Americans.*^
IV
The advance of Unitarianism was observed by the orthodox with a cur-ious
mixture of fear, disdain, and resistance. It was not so much thatorthodoxy
felt its power waning, though the disestablishment of theCongregational
church in Connecticut in 1818 did give the orthodoxpause, as did the
defection of some eighty-one Massachusetts Congrega-tional churches to
Unitarianism after an 1820 court decision placingthe selection of ministers
in the hands of the voters of the several par-ishes. It was rather that
Unitarianism was seen as a genuine threat tothe body politic and hence
deserving of opposition on the basis of na-tional as well as religious
loyalties. "We feel the danger of allowing theUnitarian heresy too much
popular headway," the Reverend LymanBeecher wrote to his young friend
Elias Cornelius in 1821, "lest thestress, like toleration, once running, should
defy obstruction, and sweepfoundations and superstructure in a

promiscuous ruin. An early anddecided check followed up will turn back
this flood, and save the landfrom inundation."^*
By 1821, Beecher had already committed himself to turning backthe flood
and thereby saving the land. Connecticut born and reared, theson and
grandson of blacksmiths, Beecher had attended Yale during thetime of its
shift from Ezra Stiles's liberalism to Timothy Dwight'sorthodoxy. From
Dwight, Beecher had imbibed an implacable opposi-tion to "French
infidelity" in all its forms, an unshakable belief inAmerica's God-ordained
future, and an unswerving confidence in thepower of evangelical preaching
to bring that future to pass. "A new daywas dawning as I came on the
stage," Beecher later remarked ofDwight's influence on him, "and I was
baptized into the revival spirit."In pastorates at East Hampton, Long Island,
and Litchfield, Connecti-cut, Beecher had preached a new version of
Calvinism that taught atone and the same time God's ultimate sovereignty
and man's freedomto choose. All the glory of God, Beecher argued in an
1808 sermon,
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"depends wholly upon the fact, that men, though living under the government of God, and controlled according to his pleasure are still, en-tirely
free, and accountable for all the deeds done in the body." Reviv-als became
Beecher's instrument for ensuring that men w^ould use theirfreedom well,
and at both East Hampton and Litchfield reports of "ex-ertions for the
revival of religion" were commonplace and continuous."
What became clear as Beecher's war with the Unitarians pro-gressed was
that revivals were merely one weapon in a larger arsenalthat included
sermons, tracts, organizations of the clergy, moral im-provement societies,
and properly staffed Sunday schools, colleges, andseminaries. The war was

ultimately an educational conflict, with notonly the souls of individual men
and women at stake but the soul of thenation itself. It had its political
aspects, to be sure: Beecher was notabove alluding to Unitarian reliance on
"strategem," "duplicity,""wealth," and "favor," in "laying sacrilegious hands
on chartered insti-tutions, and funds dedicated to Christ and the church
[Harvard andthose eighty-one Congregational pulpits]." But, at bottom, it
was a con-flict over the nature of man and his institutions. If God was
indeed be-nevolent and man essentially rational, as Channing had argued,
thenreason and Scripture were man's truest guides to that slow but
steadymoral and civic improvement that would facilitate his progress
towardperfection. If, however, God was just and man corrupt, as Beecher
ar-gued, then conversion and regeneration were man's surest guides to salvation. True, Beecher and his close friend Nathaniel Taylor of Yaletried to
soften the evangelical view by arguing that man did have moralagency—
man could choose the way of righteousness. Yet that did not infact alter the
demands of righteousness, or the awesome alternative thatawaited the
unregenerate.^^
As Beecher saw it, the same choice faced the nation. The disestab-lishment
of the churches had created a new opportunity in human af-fairs. The older
monopolies of power had been superseded by the suf-frages of freemen and
the older prescription of creed by theemancipation of conscience. The stage
had thereby been set for one ofthe great experiments of human history,
determining whether underproper moral f>ersuasion a free people would
choose voluntarily to con-secrate themselves to God. "If it had been the
design of heaven," Bee-cher maintained, "to establish a powerful nation, in
the full enjoyment
17. Ibid., 45; Lyman Beecher, Sermons Delivered on Various Occasions
(Boston: T. R. Mar-vin, 1828), p. 10 (italics removed); and Autobiography,
I, 189.
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of civil and religious liberty, where all the energies of man might findscope
and excitement, on purpose to show the world by experiment, ofwhat man
is capable; and to shed light on the darkness which shouldawake the
slumbering eye, and rouse the torpid mind, and nerve thepalsied arm of

millions; where could such an experiment have beenmade but in this
country, and by whom so auspiciously as by our fa-thers, and by what
means so well adapted to that end, as by their insti-tutions?" If Americans
chose wisely in their freedom, they would surelyusher in the millennium.^^
Whatever Beecher's effect on the Unitarians, he found an
interestedaudience among the orthodox; and, when a new orthodox
congregationwas formed in connection with the Hanover Street Church in
Boston in1825, it seemed only natural to invite Beecher as spiritual leader.
Heaccepted the call the following year, arriving in Boston at the peak ofhis
powers and moving quickly to the center of a revival movement thatat least
one contemporary likened in influence to the Great Awakeningof the
1740's. It was during his tenure at Hanover Street that he effect-ed his much
publicized rapprochement with the revivalist preacherCharles Grandison
Finney over the appropriateness of Finney's "newmeasures" for the saving
of souls; and it was during the Hanover peri-od, too, that he delivered his
first public lectures on the incompatibilityof republicanism and Roman
Catholicism—lectures that surely helpedfire the animosities that eventually
led to the sacking of the Ursulineconvent at Charlestown. Despite his
growing influence in Boston, how-ever, Beecher became increasingly
restless, and his attention was soondrawn to the West by the prospect of a
new Presbyterian institution onthe outskirts of Cincinnati called Lane
Seminary, dedicated to produc-ing ministers for the evangelization of the
wilderness. "The moral des-tiny of our nation," Beecher wrote his daughter
Catharine in the sum-mer of 1830, "and all our institutions and hopes, and
the world'shopes, turns on the character of the West, and the competition
now isfor that of preoccupancy in the education of the rising generation,
inwhich Catholics and infidels have got the start of us."^"
From an initial interest in fundraising for Lane, Beecher rapidlydeveloped a
personal commitment to the institution, and after consider-able vacillation
he accepted the presidency in 1832, moving to Cincin-nati in the latter part
of that year. And it was at Lane, amid continuing
19. Lyman Beecher, The Memory of Our Fathers (Boston: T. R. Marvin,
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controversy over the validity of his religious orthodoxy (the
questionconcerned Beecher's resolution of man's inherent sinfulness with
hisability to choose salvation) and over the translation of his orthodoxyinto
political commitments (the question concerned Beecher's stand onthe evils
of slavery and the efficacy of abolitionism), that Beecher gavefullest
statement to his belief in the millennial future of the Republicand to the role
of education in bringing that future to pass. The essen-tials of his view were
enunciated in sermons delivered on various occa-sions—most of them
fundraising meetings for Lane—and received wid-est circulation in two
publications that first appeared in 1835, A Pleafor the West and A Plea for
Colleges.
A Plea for the West went through several printings and reached in-terested
audiences in many regions of the country. Beginning with a re-statement of
Beecher's faith that the millennium would commence inAmerica, the
pamphlet sounded a clarion call to action: "If this nationis, in the
providence of God, destined to lead the way in the moral andpolitical
emancipation of the world, it is time she understood her highcalling, and
were harnessed for the work." An epochal battle was in themaking, Beecher
continued, and it was plain that the battle would befought in the West and
would concern education. "The conflict whichis to decide the destiny of the
West," Beecher argued, "will be a conflictof institutions for the education of
her sons, for purposes of supersti-tion, or evangelical light; of despotism, or
liberty." Hence, there wasneed for "permanent, powerful, literary and moral
institutions [likeLane, of course], which, like the great orbs of attraction and
light, shallsend forth at once their power and their illumination." These
literaryand moral institutions would educate an autochthonous
ministrytrained in the use of pedagogical weaponry—tracts, Bibles,
missions,families. Sabbath schools, common schools, churches, colleges,
and sem-inaries. It was this ministry that would win the West to true
religionand genuine republicanism.^^

The conflict Beecher portrayed in A Plea for the West was not withthe
ephemeral forces of darkness embedded in the hearts and souls
ofindividuals; it was with the tangible forces of darkness incarnate in
theclergy and parishioners of the Roman Catholic church. Beechersketched
the awesome threat of waves of immigrants from the despoticmonarchies of
Europe flooding the West, there to be manipulated by
21. Lyman Beecher, A Plea for the West (2d ed.; Cincinnati: Truman &
Smith, 1835), pp.11, 12, 10.
Catholic priests, who would maintain over them in the land of strang-ers
and unknown tongues an ascendancy as absolute as they had beenable to
maintain in Europe. His solution lay partly in the checkingof immigration
and partly in the restriction of naturalization, but itlay most fundamentally
in education. "The education of the nation,"Beecher perorated, "the culture
of its intellect—the formation of itsconscience, and the regulation of its
affection, heart, and action, is of allothers the most important work, and
demands the supervision of per-sons, of wise and understanding
hearts^consecrated to the work, andsupported and highly honored in
accordance with their self-denying,disinterested, and indispensable
labors."^^
A Plea for Colleges was in many respects complementary to A Pleafor the
West, elaborating the special demands that the preparation ofAmerica for
her destiny would exert on literary institutions. Here,Beecher focused on
those literary institutions which would "qualify theportion of mind which is
destined to act upon mind, for the variousspheres of professional
instruction, and moral and religious cultiva-tion." The colleges, he insisted,
were "the intellectual manufactoriesand workshops" of the nation: they
broke up monopolies of knowledge;they proffered true equality to rich and
poor to compete for learningand wealth; and they united the nation by
mixing all classes in a "con-stant communion of honor and profit." But their
very importance to thenation's future (and the West's) made it crucial that
they be stable andorderly institutions of discipline, removed from the
passions of politicalcontroversy (abolitionism) and insulated from the
thrusts of journalistsand students (his critics at Lane). The whole tendency
of educating in-stitutions, Beecher concluded, of families, churches, and

schools alike,was toward "an unsubdued spirit of republican independence"
thatthreatened to overthrow law, authority, and virtue; hence, only as
thetendency could be reversed and the rising generation trained to habitsof
subordination and spontaneous obedience to law would freedomflourish
and the nation survive. Again, in Beecher's view, the crisiswould surely be
resolved in the West.^^
Beecher resigned from the presidency of Lane in 1850, thereafterreturning
to Boston for a time and finally retiring to Brooklyn Heights,where his son
Henry Ward Beecher held a pulpit. He suffered a lin22. IbtcL. p. 187.
23. Lyman Beecher, A Plea for Colleges (2d ed.; Cincinnati: Truman &
Smith, 1836), pp. 13,15, 16,91.
gering decline, and finally died in 1863. His life had spanned the
twocataclysmic events of the nation's history: he had been born during
theearly months of the Revolution and he had died in the middle of theCivil
War. Ironically, he had spent much of that life wrestling with thevery
problems of national identity that the first war had spawned andthe second
war would test. His nationalism was strident and unyield-ing, and
inextricably tied to evangelical Protestantism; to advance hisversion of the
Protestant paideia, he had enlisted every major culturalinstitution, including
the public school, which during his lifetime wasrapidly becoming the crux
of the American educational system.
"Beecherism," as Beecher's special combination of theological viewsand
revival techniques came to be referred to within the Congregationaland
Presbyterian folds, was widely perceived by Old-School ministersas a
corrosive and disorganizing force within the churches. They nevertired of
lamenting the ecclesiastical schisms, the doctrinal heresies, andthe general
emotional excesses that seemed unfailingly to follow in itswake. But, by the
mid-1830's, when Beecher himself was sermonizingacross the country on
behalf of Lane and the crusade to save the West,the orthodox were already
aware of an even greater threat on the hori-zon. It was no longer Beecher, or
even his erudite Yale friend Nathan-iel Taylor, who represented the most
serious challenge to Christiantruth; it was now an unlettered preacher from

western New Yorknamed Charles Grandison Finney. "Mr. Finney ... of all
others,"charged the editor of the Andover-based Literary and Theological
Re-view, "has taught the New Haven theology in its greatest purity andhas
ventured to push its principles to their legitimate results."^*
Finney's rise in the theological firmament of Jacksonian Americahad been
nothing short of meteoric. Born in Warren, Connecticut, in1792 of an old
New England family, he had grown up in OneidaCounty, New York, and
attended the common schools there, then wentback to Warren for his
secondary education, and then prepared himselffor the law in the office of
Benjamin Wright in Adams, New York. Anable and promising advocate,
little interested in matters religious, hehad turned to Scripture in pursuing a
number of legal allusions to Mo24. LiUrary and Theological Review, V (1838), 70n.
saic institutions. What began as a marginal interest, however, soonturned
into a major preoccupation; and there followed a period of in-tensive study
culminating in a conversion that entailed a commitment topreach. Finney
promptly deserted the law and embarked directly uponhis new work,
carrying the word to all who would hear him and at thesame time
undertaking a program of systematic theological preparationunder the
supervision of his pastor, the Reverend George W. Gale.Finney was
licensed to preach by the St. Lawrence Presbytery inMarch, 1824, and
ordained a few months thereafter, but not before asuccession of
disagreements with Gale that patently foreshadowed whatwould be Finney's
fundamental attack on the old divinity.
As recounted in Finney's memoirs. Gale tenaciously held to theOld-School
doctrine of original sin, insisting that people were morallydepraved and
hence utterly unable to believe, repent, or do anythingthat God required of
them. All were therefore eternally damned, withthe exception of the elect,
for whom Christ had died; these were savedby grace on the principle of
justice (since Christ had suffered their pun-ishment), not by any act of
contrition or repentance of their own. Suchviews, so far as Finney was
concerned, caught Gale in a doctrinal straitjacket: ''If he preached
repentance, he must be sure before he sat down,to leave the impression on
his people that they could not repent. If hecalled them to believe he must be

sure to inform them that, until theirnature was changed by the Holy Spirit,
faith was impossible to them.And so his orthodoxy was a perfect snare to
himself and to his hearers.I could not receive it. I did not so understand my
Bible; nor could hemake me see that it was taught in the Bible.""
Finney on his side asserted that Christ had died to remove the bur-den of
original sin from everyone, thereby disposing of an insurmount-able
obstacle to God's forgiveness and rendering it possible for him toproclaim a
"universal amnesty," inviting people to repent, to believe inChrist, and to
accept salvation. "I insisted upon the voluntary totalmoral depravity of the
unregenerate," Finney recalled; "and the unal-terable necessity of a radical
change of heart by the Holy Ghost, and bymeans of truth." Most important,
perhaps, he insisted that the radicalchange of heart was open to all—that
God stood willing and ready andthat the giving of themselves to him was
theirs to decide."
Human agency—that was the nub of Finney's optimistic reformula25. Memoirs of Rev Charles G. Finney (New York: A. S Barnes & Co.,
1870), pp 59-60.
26. Ibid., pp. 50, 77.
tion of Calvinism. It was not that God was declared benign and
hellexpunged, as Channing had preached; the fires of hell burned asbrightly
as ever in Finney's theology. It was rather that God, throughChrist, had
granted man freedom to partake of his "universal amnes-ty." Those who
accepted it could achieve everlasting life; those who re-jected it were quite
properly condemned.
During the initial years after his ordination, Finney labored as anitinerant
minister in upstate New York, first under the auspices of theFemale
Missionary Society of the Western District of the State of NewYork and
later as a member of a ministerial cooperative called theOneida Evangelical
Association. It was in the course of these activitiesthat he perfected his
revival techniques, achieving a phenomenal num-ber of conversions and
gaining a reputation that soon extended far be-yond the so-called burnedover district of New York to the older coastalcities, where it elicited a

variety of responses ranging from utter horrorto genuine acclaim. The
conservatives in Boston sent Lyman Beecherand his friend Asahel Nettleton
to meet with Finney in an effort to per-suade him to tone down his
preaching, but the result (at the famousNew Lebanon convention of 1827)
was at best a stand-off. On the oth-er hand, the revivalist forces in New
York City leased the ChathamTheatre, converted it into a chapel, and
established the Second FreePresbyterian Church there, with Finney as
pastor. He remained atChatham for three immensely productive years,
during which he pub-lished his most important work on education, the
Lectures on Revivalsof Religion.
Finney's lectures were essentially a pedagogical handbook for therevival
movement. If salvation was available to all men and women, itwas the
minister's role as teacher to persuade them to seek it. And whatFinney
purported to furnish were the substance and the means for do-ing so. He
began by naturalizing the revival. "It is not a miracle, or de-pendent on a
miracle, in any sense. It is a purely philosophical result ofthe right use of
the constituted means—as much so as any other effectproduced by the
application of means." Once naturalized, once removedfrom some domain
where it could be initiated only by God, the revivalbecame subject to the
same laws of cause and effect as plowing andplanting and harvesting. It
remained only for Finney to set forth thetechniques best suited for
activating them."
27. Charles Grandison Finney, Lectures on Revivals of Religion (1835),
edited by WilliamG. McLoughlin (Cambridge, Mass.: Harvard University
Press, 1960), p. 13.
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In the lectures, there was a substantial discussion of the design
andmanagement of prayer meetings: 'The prayers should always be
veryshort"; "The time should be fully occupied"; "A great deal of
singingoften injures a prayer meeting." There were also instructions
forpreachers: "A minister ought to know the religious opinions of
everysinner in his congregation"; "If a minister means to promote a
revival,he should be very careful not to introduce controversy";
"Preachingshould be parabolical. . . . The illustrations should be drawn

from com-mon life, and the common business of society." The variety of
forms arevival might take were amply explicated, with the "anxious
meeting"(for the purpose of holding personal conversations with anxious
sin-ners), the "protracted meeting" (for the purpose of making a
morepowerful impression of divine things upon the minds of people),
andthe "anxious seat" (for the purpose of enabling the anxious to be addressed particularly and made the subjects of prayer) all being fully described. And the instruction of young converts, the problem of backslid-ers,
and the evidence of growth in grace were each accorded a chapter."All
ministers should be revival ministers," Finney urged, "and allpreaching
should be revival preaching; that is, it should be calculated topromote
holiness." So Finney counseled his fellow teachers. They hadnot only the
right but the high obligation to adopt new measures forsuccessful
evangelization. To do otherwise would be to fail in their re-sponsibilities to
their parishioners and to God.^^
As might be expected, this codification of Finney's theology and
thepedagogy associated with it made him the target for the full wrath ofthe
orthodox. "We tender him our thanks," wrote the Reverend AlbertBaldwin
Dod, a mathematics professor at Princeton, whose mordantpen was often
called upon by Old-School Presbyterians to do battlewith heterodoxy, "for
ihe substantial service he has done the church byexpounding the naked
deformities of the New Divinity." And, so far asDod was concerned, the
charge of naked deformity was as justlypressed against Beecher and his
friend Nathaniel Taylor as it wasagainst Finney. All three men, and indeed
the New Divinity men ingeneral, had in the purest and simplest terms
affirmed the ancient her-esy of Pelagianism: they had exalted the ability and
agency of man atthe expense of the sovereignty and omnipotence of God. In
so doing,they had not only sinned against God and misled their fellow men,
they
IS.Ibid., pp. 128, 129, 133, 199, 201, 209.
had loosed upon the churches and the world every manner of excite-ment,
fanaticism, and demagoguery.^^
But the "demagoguery" of the New Divinity men, as William
G.McLoughlin has persuasively argued, expressed nothing more than

theoptimistic individualism of Jacksonian America, while the
"fanaticism"they excited, blending as it did the awesomeness of Calvin's
God withArminian notions of universal salvation, was in the last analysis
littlemore than a democratized pietism that promised to provide the
moralbasis of the emerging republican society. It was a philosophy
thatmoved easily across creedal and organizational lines to appeal directlyto
the common people, and as such it seemed to conservatives subversiveof
existing institutions. Yet it was less antinomian in its essential formthan it
was reformist, for its goal was not the obliteration of institutionsbut rather
their transformation.^°
The character of the New Divinity is especially clear in Finney'sown career.
Shortly after he delivered the lectures on revivals, he ac-cepted a post as
professor of theology at the recently founded OberlinInstitute. There, as fate
would have it, he found himself cast once againas Lyman Beecher's
antagonist. A group of students at Lane Seminary,in the face of firm trustee
opposition, had taken a strong position favor-ing immediate abolitionism,
with the result that the leaders had beenexpelled. Beecher, whose own
inclinations were toward moderation onboth the substantive question and
the issue of academic freedom, at-tempted to effect a compromise, with the
result that the preponderanceof students simply withdrew from Lane and
subsequently migrated toOberlin. The issue itself, and the arrival of the
Lane students, enabledOberlin to attract Finney, who, like Beecher, had
long wanted to trainan army of inspired evangelists to battle for the Lord in
the West. Onceat Oberlin, Finney breathed life into that faltering institution,
develop-ing with President Asa Mahan the special version of Christian
sanctifi-cation known as "Oberlin perfectionism," serving as president
himselffrom 1851 to 1866, and in some forty years of service making the
insti-tution for all intents and purposes the embodiment of his vision of
theevangelical Christian community. When Finney died in 1875, evangelicism had become the characteristic form of Protestant Christianity
inAmerica, and surely the most pervasive version of the Protestant American paideia.
29. Biblical Repertory and Theological Review. VII (1835), 527.
30. William G. McLoughlin, "Introduction," in Finney, Lectures, pp. ix-x.
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However settled Finney was during the years after his removal toOberlin,
he remained an itinerant at heart, preaching from time to timein New York
and New England and on at least two extended occasionsin the British Isles
as well. It was in the course of one such itineration,during the winter of
1851-52, that he found himself in Hartford, Con-necticut—an extraordinary
city, he later noted in his memoir, not mere-ly for the intelligence and
erudition of its laity but for the fastidiousnessand propriety of its clergy.
Indeed, Finney went on to remark, his ownmission had almost foundered on
that fastidiousness, since at least twoof Hartford's leading ministers were in
"an unhappy state of disagree-ment" on theological matters and were
initially quite unprepared tocome "fraternally together" in the cause of the
revival. The two minis-ters were Joel Hawes and Horace Bushnell, whose
ostensible disagree-ment was over Bushnell's Christology in God in Christ
(1849) butwhose deeper disagreement doubtless reflected the gap
betweenHawes's revivalist propensities and Bushnell's more traditional approach. The two men were finally—if uneasily—reconciled by
Finney'sarrival, and in subsequent dialogues they appeared to find a
modicumof agreement. In addition, Bushnell came to have considerable
affectionfor Finney. "I know not how it is," he wrote to his wife a year
afterFinney's visit, "but I feel greatly drawn to this man, despite the greatest dissimilarity of tastes and a method of soul, whether in thought
orfeeling, wholly unlike."^^
"Wholly unlike" may have been too strong, but the dissimilaritieswere
indeed substantial. True, both men shared an active interest in so-cial
reform, and certainly neither was by temperament or training a traditionalist. Both vehemently denounced the evils of slavery and soughtat
the very least to prevent its extension into new territories. Yet therewas a
fundamental difference in their theologies that profoundly affect-ed
virtually everything they believed and taught. Whereas Finney be-lieved
that true Christian living began with a change of heart—with theconversion
experience itself—Bushnell believed that it began in Chris-tian nurture and

was only confirmed in an "inward discovery" of God'sinfinite spirit, a
discovery that was intuitive, direct, and immediate."
31. Memoirs of Rev. Charles G. Finney (New York: A. S. Barnes & Co.,
1876), p 415, andHorace Bushnell to Mary Apthorp Bushnell, December 3,
1852, in Life and Letters of HoraceBushnell, edited by Mary Bushnell
Cheney (New York: Harper & Brothers, 1880), p. 275.
32. Horace Bushnell, Sermons on Living Subjects (centenary ed.; New
York: CharlesScribncr's Sons, 1908), p. 127.
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Bushnell's progress toward that belief provides one of the exempla-ry
intellectual odysseys of early nineteenth-century America. Born to
aConnecticut farm family, he grew up under the early tutelage of hismother,
a remarkable woman to whom he later attributed extraordi-nary wisdom
and prudence. After attending the local public schools, heentered Yale in
1823, already considerably more mature than most ofhis classmates (he was
by then twenty-one) and yet in many respectsalmost a caricature of a yokel.
He did well at Yale and upon gradu-ation successively tried schoolteaching,
journalism, and the law. But areligious revival during the winter of 1831
turned his interest to reli-gion, and the following fall he entered Yale's
Divinity School, where hecame under the prodigious influence of Nathaniel
Taylor. Bushnell wasless than wholly persuaded by the New Divinity,
however, in part be-cause of a characteristic tendency to take "t'other side"
when confront-ed with what seemed to him overly mechanical doctrines or
formulae,and in part because of a fascination with Samuel Taylor
Coleridge'sAids to Reflection (1825), which he had studied earlier and
continuedto ponder (he later remarked that he was more indebted to
Coleridgethan to any other extra-Scriptural author). In any case, he went
fromYale to the pulpit of the North Church in Hartford, where he re-mained
until his retirement in 1861.^^
Bushnell's earliest writings, the substance of which is embodied in avolume
entitled Discourses on Christian Nurture (1847), transformedthe terms of
the theological debate that had been raging for a quarter-century. The
traditional Calvinists had proclaimed the overwhelmingand total depravity

of man, while their Unitarian critics had insistedinstead upon man's inherent
goodness. Meanwhile, partisans of theNew Divinity had located themselves
strategically in between, grantingman's depravity but at the same time
affirming man's ability withGod's help to seek (and, for Finney, to achieve)
sanctification. All threeschools of thought, Bushnell maintained, had erred
by viewing the indi-vidual in isolation. If one considered him instead in
relation to thosewho nurture him, notably parents, one saw immediately that
all ques-tions of depravity and virtue were inextricably tied to the
multifariousrelations between parents and children, that there was no such
thing asan initial depravity (nor, for that matter, an initial goodness)
whollythe child's and no such thing as a clear-cut time of moral agency
whena decision for Christ would suddenly produce virtue. Taking an essentially pedagogical approach, Bushnell set out to alter the terms of the
33. Life and Letters of Horace Bushnell, p. 62.
theological argument. "What is the true idea of Christian education?"he
asked.
I answer in the following proposition, which it will be the aim of my argument to establish, viz.: That the child is to grow up a Christian. In
otherwords, the aim, effort, and expectation should be, not, as is commonly
as-sumed, that the child is to grow up in sin, to be converted after he comes
to amature age; but that he is to open on the world as one that is spiritually
re-newed, not remembering the time when he went through a technical
experi-ence, but seeming rather to have loved what is good from his earliest
years."
BushnelFs assertions evoked a storm of criticism. Bennet Tyler, astrident
spokesman for traditional Calvinism, issued an open letter ac-cusing
Bushnell of misconceiving both depravity and regeneration. Sev-eral
orthodox periodicals picked up Tyler's charge, in one instance re-ferring to
the issuance of the Discourses "as a sort of libel on theevangelical
community." The Sabbath School Society, which had actu-ally published
the Discourses (after close scrutiny and review), suspend-ed circulation
immediately, eliciting in turn from Bushnell a lengthydefense of his
reasoning in which he argued—quite correctly—that histheories were not
dissimilar from those of the early New England Puri-tans. Shortly

thereafter, Bushnell reissued the Discourses, which alongwith the defense
and a number of additional papers became the tractentitled Views of
Christian Nurture, and of Subjects Adjacent Thereto(1847). In the months
that followed, the storm seemed to subside,though not before Tyler returned
to charge that Bushnell was teaching"fatal delusion." Bushnell himself
continued to elaborate his argumentand reissued the work yet again, in
expanded form, in 1861, this timeunder the title Christian Nurture. It was
destined to circulate for years,exerting a more profound influence on the
theory of Christian educa-tion than any other contemporary work.'^
Barbara M. Cross pointed out in her incisive biography of Bushnellthe
extent to which he confronted during his tenure at North Church
34. Horace Bushnell, Views of Christian Nuture, and of Subjects Adjacent
Thereto (Hartford,Conn.: Edwin Hunt, 1848), p. 6 {Vievjs brought together
the Discourses and other writings). Inthe classic edition of Views, published
in 1861, Bushnell added the phrase "and never know him-self as being
otherwise" to the proposition "that the child is to grow up a Christian."
35. Bennet Tyler, "Letter to Dr. Bushnell on Christian Nurture" (East
Windsor Hill,Conn.: no publisher, June 7, 1847); "Discourses on Christian
Nurture," Christian Observatory, I(1847), 326; Horace Bushnell, An
Argument for Discourses on Christian Nurture, Addressed to thePublishing
Committee of the Massachusetts Sabbath School Society (Hartford, Conn.:
EdwinHunt, 1847); Bennet Tyler, Letters to the Rev. Horace Bushnell,
D.D.. Containing Strictures onHis Book Entitled "Views of Christian
Nurture, and of Subjects Adjacent Thereto" (Hartford,Conn.: Brown &.
Parsons, 1848), p. 64.
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all the complex problems of an urbanizing mercantile America, particularly as seen through the eyes of an upper middle-class
congregation.Moreover, she indicated, poignantly, the extent to which he
consideredhimself a failure, particularly in light of Joel Hawes's revival
harvestsof the 1830's, 1840's, and 1850's. Given Bushnell's resultant
insecurity,it would be tempting to see his emphasis on household nurture as
a re-version to the remembered warmth of his mother's tutelage duringwhat

he came to refer to as "the age of homespun." But that assump-tion is too
simple. The fact is there were larger intellectual tendenciesin Jacksonian
America—tendencies to view the child as innocence in-carnate and the
mother as protector of that innocence—that must surelyhave encouraged
Bushnell's halcyon recollections, on the one hand, andhis social and
educational aspirations, on the other. If the child was tobe the hope and the
savior of society—and certainly that is what thesentimental revolution of
the thirties and forties proclaimed—then hisproper nurturance in the face of
ubiquitous evil was the answer at oneand the same time to harsh revivalism
and bland Unitarianism.^*
Bushnell stressed the household, but he by no means confined hisattention
there. In 1847, the very year the Christian nurture controver-sy raged, he
published, under the sponsorship of the American HomeMissionary
Society, Barbarism the First Danger, in which he arguedthat the leading
danger to the body politic had always been barbarismrather than
Catholicism (and this from an active member of the anti-Romanist Christian
Alliance). And, to resist the descent into barbarism,especially in the West,
education was desperately needed. That educa-tion would come with
railroads and telegraphy ("the sooner we haverailroads and telegraphs
spinning into the wilderness, and setting theremotest hamlets in connexion
and close proximity with the east, themore certain it is that light, good
manners and Christian refinement,will become universally diffused"); it
would derive from schools andcolleges; and it would flow from Christian
ministers sponsored by theHome Missionary Society. Bushnell even went
so far as to argue, incontradiction to what had become a cliche in the
Protestant communityby. that time, that Protestants might make common
cause with RomanCatholics in the work: "Earnest for the truth," he
concluded, "we mustalso remember, that truth itself is catholic and
comprehensive. We mustshun that vapid liberalism, which instead of
attracting us into unity,
36. Barbara M. Cross, Horace Bushnell: Minister to a Changing America
(Chicago: Univer-sity of Chicago Press, 1958).
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will only dissolve us into indifference, and yet we must be willing tostretch
our forbearance and charity even to Romanists themselves,when we clearly
find the spirit of Jesus in their life."^^
Six years later, he turned his attention to common schools, in an es-say that
stands as a classic exposition of the common-school philosophyin the midst
of the so-called common-school revival. The commonschool, Bushnell
maintained, is "an integral part of the civil order." Itexists because society
requires a place where children of all classes cancome together early in
their lives to acquaint themselves with one an-other, "to be exercised
together on a common footing of ingenuous ri-valry; the children of the rich
to feel the power and do honor to thestruggles of merit in the lowly, when it
rises above them; the childrenof the poor to learn the force of merit, and
feel the benign encourage-ment yielded by its blameless victories." As such,
the common school isnot a Protestant school, but a Christian school; more
important, per-haps, it is an American school, indispensable to American
institutions.It is the responsibility of Protestants to do all they can to render
it ac-ceptable to Roman Catholics, and the responsibility of Roman Catholics to respond by joining in the common venture instead of demandingtheir
own schools. "Let us draw our strange friends as close to us aspossible,"
Bushnell urged his parishioners, "not in any party scramblefor power, but in
a solemn reference of duty to the nation and toGod."'«
Perhaps as much as any educator of his time, Bushnell understoodthe range
and variety of institutions that educate and sought to turn allto a common
purpose—the service of the nation. He was remarkablefor the primacy he
assigned to the family and the church at preciselythe time his
contemporaries were moving the school to the forefront ofthe educational
configuration. And yet he had no narrow or isolated no-tion of education.
Indeed, the very power of Bushnell's educationalanalysis derived from the
larger organic view of society on which itrested, and on his conception of
the loyalty vital to sustain that society.Particularly after the sectional
tensions of the 1850's had exploded intocivil war, Bushnell saw the future
of the nation as ultimately dependentupon loyalty. And, insofar as he
conceived of loyalty as a moral ratherthan a legal obligation, wholly
voluntary and not subject to civil cocr-
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cion (in the last analysis truly governed by God), the burden of educa-tion
became awesome. If the centrifugal forces of selfishness (individ-ualism)
were to be countered, it would not be through governmentalconstraint but
rather through voluntary acquiescence in the laws ofGod. The good citizen
was the individual dedicated to God, and thegood society was simply a
society composed of such individuals. Only asa brotherhood of man under
the fatherhood of God would the UnitedStates fulfill its God-given purpose
in history. And the creation of thatbrotherhood was the task of education.
Chapter 2
THE EVANGELICAL CRUSADE
The Gospel of Christ, brought in contact- with the mind and heart ofour
entire population, is the only influence to which we can safely en-trust the
destiny of this country.
THE REVEREND ANDREW L. STONE,
IN A REPORT TO THE AMERICAN
HOME MISSIONARY SOCIETY
Like its predecessor movement of the provincial era, the so-called sec-ond
awakening of the early national period was a reaction to the condi-tions of
American life, to the incessant social and geographical move-ment that
marked the American scene and to the resultant insecuritythat touched

every segment of the American population. Like its prede-cessor
movement, the second awakening was also profoundly influencedby
transatlantic ideas and relationships—by the romanticism of a Cole-ridge
and a Schleiermacher as well as by the organizational machineryof the
British Clapham Sect and the Methodists. And, like its predeces-sor
movement, the second awakening partook of the denominationalcharacter
of American Protestantism, both reflecting and advancing theidea of the
churches as purposive, voluntary, and evangelical. Whetherthere was
actually a sufficient hiatus between the earlier and the latermovements to
warrant the concept of a second awakening remainsmoot; that there was
indeed an era of intensive revival activity begin-ning during the later 1790's
and continuing through the middle of thenineteenth century is undeniable.
Historians have frequently noted the simultaneous and dramaticupsurge of
evangelical ardor in several widely separated regions of thecountry. In
Connecticut, for example, revivals began at Yale under thedetermined
leadership of Timothy Dwight, who succeeded Ezra Stiles
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in the presidency in 1795. Deeply suspicious of the ideological mischiefhe
saw spewing forth from Europe and threatening to engulf the
youngRepublic, Dwight personally undertook a crusade against
infidelity,with Yale as the headquarters of a new army of Christ. Within a
dec-ade, the college had been transformed from "a sink of moral and spiritual pollution" into "a nursery of piety and virtue," and a corps of
theconverted was reaching out to proselytize New England, the West,
andthe world. In Kentucky, the renewal began in the backwater region
ofLogan County, in response to the fiery preaching of James McGready,a
Scots-Irish Presbyterian trained at John McMillan's academy atCanonsburg,
Pennsylvania, and subsequently tempered by revivalist ac-tivity in Virginia
and North Carolina. Sparked initially in 1797 byMcGready's eloquent
sermons to his three congregations near the Gas-par, Red, and Muddy rivers
in Logan County, the revival spread andintensified until it burst forth at the
epochal Cane Ridge gathering ofearly August, 1801, which was attended by
a crowd of enthusiasticworshipers that may well have numbered in the
thousands. As the HolySpirit manifested itself during that extraordinary

week, preachersshouted, women fainted, men shrieked, and children
wailed; and thedistinctive American institution of the large-scale, carefully
plannedcamp meeting emerged in its full flowering. In New York, the
renewalbegan in the westernmost part of the state in a series of scattered
local-ized outpourings that may have been less tumultuous than those
inKentucky but no less intense; at least one, at Pittstown under the leadership of the Methodist itinerant Lorenzo Dow, yielded a hundred
newconverts in a single day. And, in Georgia, the renewal began
amongblacks under the inspired preaching of the Baptist George Liele of
Sa-vannah. The revivals quickly spread from these and a dozen other
earlysources, sending sparks in every direction and creating
innumerable"burned-over" neighborhoods, urban as well as rural, where the
firesof enthusiasm waxed and waned for a generation. In the process, evangelicism solidified its hold on the forms and institutions of
AmericanProtestantism.^
In much the same way that the eighteenth-century awakenings canbe
viewed as a large-scale educational movement that markedly affectedevery
conceivable aspect of the church as a teaching institution, so mustthese later
revivals be seen as having an essentially educational charac1. Matthew Rice Dutton, "Refleaions of the Life and Character of Doct.
Dwight," Yalemisc. ms. no. 1 (Manuscript and Archives Department,
Sterling Memorial Library, Yale Univer-sity, New Haven).
ter. At the least, as Charles Grandison Finney made clear in his Lec-tures on
Revivals of Religion (1835)—and we must bear in mind thatFinney's
Lectures was but one treatise among many on the subject—en-thusiastic
preaching was profoundly different from both traditionalCalvinist preaching
and liberal Unitarian preaching. It reached out tothe unchurched in a
vigorous, colorful, and popular rhetoric that dra-matically portrayed the
threat of damnation and set beside it the possi-bility of everlasting life. Its
aim, in Finney's analysis, was not merely tofill people with doctrine but to
move them to action. The good ministerwas the successful minister, and the
successful minister won souls toChrist; any pedagogical measures he used
in the struggle, so long as hemaintained depency and decorum, were
justified. "We must have excit-ing, powerful preaching, or the devil will

have the people," Finneywarned. And his message was not lost on his
contemporaries, even instaid New England.^
Beyond preaching, and indeed beyond the immediacies of
religiousobservance in any form, revival meetings provided educational
opportu-nity in a much larger and more varied sense. Particularly in the
sparse-ly settled regions of the frontier, the revival meeting became an
extraor-dinary opportunity for expanded social intercourse, the exchange
ofinformation and intelligence, the discussion of social and political aswell
as theological issues, and the consideration of a potpourri of prop-aganda
and salesmanship. A family at a three- or four-day camp meet-ing could
make new acquaintances and renew old ones, listen to lec-tures on the
meaning of the American Revolution, sign teetotal pledges,subscribe to
book series, compare everything from methods of growingcorn to recipes
for cooking it, and sample a vast range of culinary de-lights, while
simultaneously experiencing a variety of preaching stylesand exhortatory
messages. Like the church itself, the revival meetingwas a commons, a
forum, a marketplace, and a fair. Its explicit purposewas to shape and
influence via systematic religious instruction, but inaffording direct
acquaintance with alternative ways of living and think-ing it also educated
in a more general sense.
For all the drama of the revival meetings themselves, however, therewere
deeper currents in the early national awakenings that merit atten-tion. Like
the frontier brush fires that provide the dominant metaphorsof evangelical
history, revivals ignited, flared, and died with extraordi2. Charles Grandison Finney, Lectures on Revivals of Religion (1835),
edited by William G.McLoughlin (Cambridge, Mass.: Harvard University
Press, 1960), p. 273.
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nary rapidity, so that to study them as isolated events is to miss
theirrelationship to the churches that set them and fanned them and
indeedwere warmed and even occasionally consumed by them.
Revivalismprofoundly affected the denominational structure of the
churches, split-ting some (like the Presbyterians), fusing others (like the

Christiansand the Disciples of Christ), and transforming still others into
essen-tially new entities (like the Mormons) that little resembled the institutions from which they had derived. Revivalism also affected the communities into which it propelled the revived. To have a
conversionexperience is one thing, but to continue to take it seriously is
quite an-other; the "new life" that is ecstatically celebrated in the
conversionmust be more routinely confirmed in a religious community. The
verypresence of the revived inevitably heightened the educational role
ofchurches themselves.
To shift from the experience of conversion to the structures formaintaining
it is to confront the most important popular religious phe-nomenon of the
early Republic, the development of American Method-ism. At the time of
the signing of the Treaty of Paris in 1783, theMethodists were a small
community of 82 preachers and 13,740 mem-bers, with a precarious future
as an organization. Dependent upon En-glish Methodism for leadership and
upon the Anglican clergy for thesacraments, the community had been
bitterly torn during the Revolu-tion by conflicting political and
ecclesiastical loyalties. Some Method-ists, like Thomas Rankin, had
returned to England; others, like FrancisAsbury, had gone into seclusion;
others, like Freeborn Garrettson, hadsuffered persecution at the hands of the
revolutionaries. In general, ataint of Toryism had marked the community as
a whole. Then, in a se-ries of crucial conferences held during 1784, the
community reorga-nized. Under the auspices of John Wesley and the
leadership of Fran-cis Asbury and Thomas Coke, the Methodist Episcopal
Church wasformed, a clergy was ordained, and a discipline, a doctrine, and
a litur-gy were adopted. Energetically evangelical and charismatically led,
thenew church prospered: by 1840 the Methodists could boast some10,000
preachers and just over 850,000 members located in every sec-tion of the
country; and, even granting the internal schisms that ap-peared as early as
the 1790's, they were still far and away the largestAmerican denomination.^
3. Robert Baird, Religion in the United States of America (Glasgow:
Blackic and Son, 1844),p. 568.
At bottom, this remarkable growth testified to three important characteristics that made Methodism quimessemially appropriate to

theAmerican scene: its democratic theology, its flexible organization, andits
eff'ective use of the instruments of popular education.
Methodismproclaimed free grace for all in a form of evangelical
Arminianism thatstood between the perceived extremes of deism and
Unitarianism on theone hand and traditional or even New Divinity
Calvinism on the other.Primarily a devotional religion, concerned with the
practice of a rela-tively simple piety and the living of a relatively
uncomplicated versionof the good life, Methodism asserted the equalitarian
doctrine that eachand every individual was capable of achieving salvation.
What is more,though Methodists were not wholly free of race prejudice, the
first con-ference did proclaim that slavery was contrary to the laws of God,
man,and nature; the first discipline did insist that masters free their
slaves;and the first ministry in the United States did include black
preachers.
Beyond that, Methodism exploited techniques that had been devel-oped
earlier with the disinherited of England to organize and ministerto the
mobile American population. It reached out vigorously to the un-churched
and sought to draw them into ''Christian connection witheach other." It
embraced various levels of organization, from small localclasses overseen
by indigenous leaders to circuits composed of classesand ministered to by
itinerant circuit riders to conferences composed ofcircuits and overseen by
elders and superintendents. It encouraged var-ious degrees of leadership and
membership, depending on the depth,length, and intensity of an individual's
commitment. A local class leadercould be a relatively new member with a
flair for leadership and a callto preach; a circuit rider might be a local leader
who had enjoyed un-usual success in preaching and had come to the
attention of the elders(he was most often unmarried and was long paid an
annual stipend ofunder $100). New classes were organized and new leaders
selected asneeded; new circuits were formed by dividing old ones when
they be-came too large. And, with respect to the society in general, the
onlyclear distinction between the larger congregation to which any
preachermight address himself and the smaller group of more committed
(andmore disciplined) members-in-society was the issuance of
membershiptickets to the latter that gained them entry to the love feasts,
whichwere quasi-sacramental occasions for the display of fraternal
lovethrough prayer, singing, and testimony.

Finally, Methodism made remarkably effective use of the instruments of popular education. Beyond the camp meetings designed to at-tract
new converts and reawaken old ones, the Methodists establishedelementary
schools, secondary schools, and especially Sunday schools(and later
colleges and theological seminaries for the training of a pas-toral
leadership); they founded the Methodist Book Concern and sup-ported a
network of agents to distribute its books, tracts, and periodi-cals; they
sponsored a missionary program to work among groups asvaried as the
Roman Catholics of New Orleans, the Chippewa Indiansof eastern
Mississippi, the German ragpickers of New York City, andthe AfroAmericans of Liberia; they organized innumerable clubs, soci-eties, and
associations for every age group and for both sexes in connec-tion with
their local congregations; and they collaborated in a host ofsocial causes
ranging from temperance to abolitionism (and antiaboli-tionism). In these
activities, as in all Methodist educational endeavors,there were few
certificatory distinctions between preacher and class,with the result that
there was the possibility of easy alternation be-tween the roles of teacher
and learner and a widespread participationin the kind of teaching that itself
facilitates learning on the part of theindividual engaged in the process.
No single individual articulated, led, and exemplified the vigor andpromise
of early American Methodism more eloquently than FrancisAsbury. He
was, from the first American Conference in 1773 until hisdeath in 1816, the
living embodiment of the Methodist EpiscopalChurch. Converted at the age
of fourteen in the "back country" nearBirmingham, England, where he grew
up, and formed in the crucibleof early English Methodism, Asbury came to
America in 1771 to serveas a missionary, beginning a career of preaching
that he pursued inde-fatigably for almost a half-century, with but one period
of respite—anenforced sojourn in Delaware during the Revolution. In a
church inwhich itineracy v/as the standard pattern, Asbury was the itinerant
parexcellence: he never settled, traveling more than a quarter of a
millionmiles under the most trying physical and personal conditions; and
heinsisted, wisely it would seem, that if his colleagues wished success
inevangelizing the world they must never settle either. He preached a pi-ety
much in the spirit of Richard Baxter, John Bunyan, and PhilipDoddridge, all
of whom he had read and pondered, and he familiarizedhimself with the

teaching of Jonathan Edwards and the example ofDavid Brainerd. In place
of systematic treatises on theology, he left ashis enduring literary monument
a journal, less inwardly searching than
George Fox's and less polished than John Wesley's, though as reveal-ing as
both with respect to a life of spiritual growth in teaching theword.
The Methodists, then, used an evangelical Arminianism to attractthe
unconverted and a flexible organization to draw them into Chris-tian
connection with one another, and they radically popularized thestructure,
the pedagogy, the curriculum, and the teaching corps of thechurch.
Furthermore, as T. Scott Miyakawa and Donald G. Mathewshave
persuasively argued, they decisively shaped the character and out-come of
the early national awakening, channeling the enormous energyof the
revivals into their own disciplined educational organizations andteaching
not only other denominations but whole communities to dolikewise. In an
aggressively competitive society, the very success of theMethodists made
the Methodist spirit contagious: the Baptists usedMethodist techniques to
organize new congregations, though perhaps abit more informally, while the
Presbyterians and the Congregationalistsused them to revitalize old ones.
There was much ridicule within theolder denominations of unschooled
Methodist preachers abusing "newmeasures" with a vengeance, but there
was also a grudging acknowl-edgment that the same preachers always
seemed to reach the un-churched before anyone else. Finney doubtless
spoke for more than afew when he remarked that "a Methodist preacher,
without the advan-tages of a liberal education, will draw a congregation
around himwhich a Presbyterian minister, with perhaps ten times as much
learn-ing, cannot equal." In other words, the ridicule may have been as nervous as it was derisive, and the more traditional clergy may well havebeen
glancing over their shoulders as they scoff'ed.*
II
Revivalism filled the churches with new communicants during the
earlyyears of the Republic, patently heightening the denominational
rivalrythat had been a salient feature of American Protestantism at least
sincethe awakenings of the 1730's and 1740's. At precisely the same
time,ironic as it may seem, revivalism also advanced the cause of

Christianunity. The very same popularized divinity and generalized piety
that
4. T. Scott Miyakawa, Protestants and Pioneers: Individualism and
Conformity on the Amer-ican Frontier (Chicago: University of Chicago
Press, 1964); Donald G. Mathews, "The SecondGreat Awakening as an
Organizing Process, 1780-1830: An Hypothesis," American Quarterly,XXI
(1969), 23-43; and Finney, Lectures, p. 273.
reached out to the unchurched provided a context within which groupsof
denominations could mount collaborative programs with a minimumof
abrasion and discord. The phenomenon was scarcely new, for duringmuch
of the eighteenth century denominational cooperation had beenthe obverse
of denominational competition, initially via the moral refor-mation societies
of the 1690's and early 1700's and subsequently viamissions to the Indians,
educational programs for new immigrants, andcharitable ventures among
the poor. Now, during the nineteenth cen-tury, as one principal outcome of
the revival movement, such coopera-tive efforts broadened and intensified
and, in the process, profoundlyaffected the institutions of education.
Behind the burst of new interdenominational activity lay a view ofthe new
nation and its prospects that assumed an inextricable link be-tween
Protestantism and patriotism. It was a view widely held by themost diverse
of clerical theorists, from an orthodox Congregationalistlike Jedidiah Morse
to a New Divinity man like Lyman Beecher, froman Old-School
Presbyterian like Samuel Miller to a mainstream Bap-tist like Luther Rice.
In essence, it saw the new nation incarnating theaspirations of God and the
hopes of mankind for a purified society thatwould live according to the
dictates of Scripture. The millennium waspossible in America if America
would but attend to her divine destiny.To do that, however, was no simple
matter. Human nature was weak,and Satan's efforts were already manifest
in the incessant quarreling offactions, the ubiquitous race for power, and the
cacophonous noise ofidolatry. The only way for the great experiment in
liberty to succeedwould be under the watchful eyes of a virtuous citizenry.
And the onlyway to nurture a virtuous citizenry would be via the beneficent
influ-ence of evangelical Protestantism. To realize America's promise
Ameri-cans would have to choose; only as they chose God's way,

individuallyand collectively, would they fulfill God's plan for the nation.
Thus didnationalism, millennialism, and evangelicism converge in an
ideology ofcivic piety and pious civility.
To advance this ideology and thereby ensure the nation's destiny,evangelical
Protestants organized on the local, state, regional, and na-tional levels a
complex of overlapping and often interlocking organiza-tions that has been
aptly referred to as the "evangelical united front."The local and state
societies appeared earliest, concentrated principallybut by no means
exclusively in the older eastern cities. The First DaySociety was organized
in Philadelphia in 1790 by a group that includeda Universalist of
Presbyterian background, a Roman Catholic, and the
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Protestant Episcopal bishop of Pennsylvania. The New York Mission-ary
Society was formed in 1796 by a group of Presbyterian, Baptist,Dutch
Reformed, and Associate Reformed clergymen and laymen, forthe purpose
of seeking the conversion of the Indians. The MissionarySociety of
Connecticut appeared the following year, with a somewhatbroader
commitment to the evangelizing of the frontier, while the Mas-sachusetts
Missionary Society appeared in 1799, with similar goals.During the decade
that followed, a plethora of interdenominational or-ganizations sprang up in
Pennsylvania, New York, and New England,with purposes that varied from
the distribution of Bibles and tracts tothe establishment of Sunday schools
to the advancement of temperanceor peace.
In 1810 the first of the national organizations appeared in the formof the
American Board of Commissioners for Foreign Missions, estab-lished
initially as a regional arm of the Congregational churches ofMassachusetts
and Connecticut but broadened soon thereafter by theaddition of
Presbyterian board members from New York, New Jersey,and
Pennsylvania. In 1815 the American Education Society was found-ed in
Boston to assist in "educating pious youth for the gospel minis-try." In 1816
the American Bible Society was formed at a convention ofrepresentatives
of state Bible societies that included such clerical lumi-naries as Jedidiah
Morse of Massachusetts; Lyman Beecher and Na-thaniel W. Taylor of
Connecticut; Gardiner Spring, Eliphalet Nott,and John Griscom of New

York; and John Holt of Virginia. In 1824the American Sunday-School
Union was organized to publish moraland religious works for children, and
in the following year the Ameri-can Tract Society, to undertake similar
work especially for adults. Andin 1826 the American Home Missionary
Society was established tosubsidize indigent pastors, especially in the
newly settled regions of theWest.^
Then, in an interesting next stage, the regional and national organi-zations
began in turn to form (or to confederate) local auxiliaries or af-filiates. The
Education Society, for example, maintained a far-flungnetwork of town,
county, state, and regional affiliates, many of which,like the numerous
women's charitable societies of Massachusetts andConnecticut, were of
ephemeral character, though some, like the West-ern Education Society,
were more effectively organized and endured for
5. The original and official name of the American Education Society was
The American So-ciety for Educating Pious Youth for the Gospel Ministry.
See Natalie Ann Naylor, "Raising aLearned Ministry: The American
Education Society, 1815-1860" (doctoral thesis, Teachers Col-lege,
Columbia University, 1971), pp. 44-45.
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a considerable period. The Education Society also worked out an arrangement with the Presbyterian Education Society that made that denominational group for a time a branch of the national
organization.Similarly, the Sunday-School Union, the Bible Society, and the
TractSociety made widespread use of local affiliates; indeed, they were initially founded as confederations or consolidations of local, state, region-al,
and denominational efforts, and from the beginning they devoted agood
deal of their energy to coordinating activities. Thus, many of theso-called
national interdenominational societies frequently remainedmore regional
than national and more 'Tresbygational" than interde-nominational, and
many were paralleled by denominational societiesdedicated to similar ends.
As a result, the tensions between cooperationand competition were
heightened, and, however fuzzy the edges of de-nominations ended up, they
by no means disappeared.

All of the national organizations were voluntary, raising their ownfunds
from membership fees, individual contributions, and church col-lections.
All were nonecclesiastical and interdenominational in charac-ter—or indeed
paradenominational, as Natalie Naylor has suggested, toindicate the extent
to which they stood alongside the denominations andoccasionally competed
with them, most often with a strong core of Con-gregational and
Presbyterian leadership working in collaboration witha smaller number of
Episcopalians, Methodists, Baptists, and Friends.All tended to draw their
leadership from an alliance of well-to-do land-owners and businessmen
(Stephen Van Rensselaer of the American Bi-ble Society); politicians and
statesmen, mostly of conservative procliv-ities (Theodore Frelinghuysen of
the American Tract Society, theAmerican Bible Society, the American
Sunday-School Union, and theAmerican Board of Commissioners for
Foreign Missions); renownedclerics (Eliphalet Pearson of the American
Education Society); upward-mobile young men of affairs (James Milnor of
the American Tract So-ciety); and energetic women who found in the
societies an alternative orcomplement to domesticity and schoolteaching
(Joanna Graham Beth-une of the American Sunday-School Union). Each
was aware of theothers' efforts: William Cogswell observed in an 1833
book about thesocieties, significantly entitled The Harbinger of the
Millennium, thatthe organizations "have an interest in each other, depend
upon eachother, and assist each other." All were explicitly, self-consciously,
andoverwhelmingly in the business of education.^
6. Ibid., p. 16; and William Cogswell, The Harbinger oj the Millennium
(Boston: Pierce andParker, 1833), p. iii
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In preaching the ideology of civic piety (or of pious civihty), theunited front
of evangehcal organizations employed a fascinating pano-ply of
organizational techniques and pedagogical strategies. The goalwas a general
uniformity of belief and commitment across the lengthand breadth of the
nation—what Lyman Beecher referred to as "asameness of views, and
feelings, and interests, which would lay thefoundation of our empire upon a
rock." Moreover, the ways of achiev-ing this goal would be as patently
interlocking as the organizationsthemselves. The American Education

Society would stimulate the train-ing of enterprising evangelical ministers
who would establish "institu-tions of homogeneous influence"—schools,
academies, colleges, youthgroups, discussion circles, every manner of
formal and informal educat-ing agency. The American Home Missionary
Society would maintainthese men in the newer and poorer regions of the
country, while theAmerican Board would do likewise in needful regions
elsewhere in theworld. And the American Bible Society, the American
Tract Society,and the American Sunday-School Union would publish the
literaturerequired for the effort and organize the networks of clergymen and
lay-people to distribute it.''
With this larger design very much in mind, each society developedits own
organizations and systems of influence. The Bible Society, theTract Society,
and the Sunday-School Union, for example, adopted theorganizational plan
of the English evangelist C. S. Dudley, who pio-neered the use of the
women's auxiliary as a device for organizing andcanvassing a rural region
or an urban neighborhood. Dudley's AnAnalysis of the System of the Bible
Society (1821)—which his critics re-ferred to as "Bible Society craft, made
easy to the meanest capacity"—described in detail the establishment of an
auxiliary, the election of offi-cers, the organization of teams of canvassers
and their assignment toparticular districts, and the procedures by which the
canvassers were tovisit homes, query the residents, sell subscriptions,
collect funds, andgenerally serve as the organization's direct representatives
to the publicat large. Obviously, the initial sale of a Bible to a household
labeled itas a potential market for Sunday-school and Tract Society
literatureand as a potential source of Sunday-school students and church
mem-bers. Once the labeling had occurred, the household became a
naturaltarget for the propaganda of the temperance, peace, mission, and
anti7. Lyman Bccchcr, On the Importance of Assisting Young Men oj Piety and
Talents in Ob-taining an Education for the Gospel Ministry (New York:
Dodge & Sayre, no date), p. 16.
slavery movements. Not surprisingly, the manifold opportunities offeredto
women in the course of these evangelical activities proved enormous-ly
attractive in a world in which teaching, writing, and charity workwere

virtually the only other alternatives to domestic duties as outletsfor female
energy and expertise. In fact, the evangelical auxiliariesthemselves became
important institutions in the education of nine-teenth-century women.®
In a quite different way, the American Education Society, in thecourse of
sponsoring ministerial training, also promoted all sorts of oth-er educational
endeavors. It vigorously supported the manual labor pro-grams that
developed during the 1820's, publicizing them in its Quar-terly Register,
offering financial aid to fledgling institutions thatfeatured them (for
example, the Oneida Institute, a progenitor of Ober-lin College, and Lane
Seminary), and encouraging students to enroll insuch institutions.
Interestingly, it was equally vigorous in its support ofLatin and Greek in
school and college curricula, particularly for theol-ogy students, and indeed
when Oberlin College dropped the "heathenclassics" from its program in
the 1830's, the Society refused to give fur-ther aid to students who went
there (the classics slowly returned toOberlin over the next quarter-century).
During a time of collegiateboosterism on a scale unprecedented in history,
the Society served as aregulative agency of limited, though significant,
power.
All of these organizational and pedagogical strategies came into fullflower
d iring the great campaign of the 1830's to evangelize the West.The
American Home Missionary Society was formed in 1826, for theexpress
purpose of subsidizing ministers in the new states and territor-ies so that
Christianity could combat the powerful forces of frontier dis-solution. Two
years later, the American Tract Society set out to extendits influence in the
Mississippi Valley, appointing the able correspond-ing secretary of the
Boston branch, the Reverend Orman Eastman, gen-eral agent for the West;
and the following year the American Bible So-ciety and the American
Education Society joined the effort, the formerby pledging to supply every
family in the West (indeed, in the nation)with a free or low-cost Bible, the
latter by organizing a special westernbranch in Cincinnati under the
Reverend Franklin Y. Vail as secretary.Then in 1830 the American SundaySchool Union unanimously re-solved at its annual convention that it would
"within two years, estab-

8. William Jay, A Letter to the Right Reverend Bishop Hobart (New York:
John P. Haven,1832). p. 73.
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lish a Sunday school in every destitute place where it is
practicable,throughout the valley of the Mississippi." During roughly the
same pe-riod, under the vigorous leadership of Bible, tract, and Sundayschoolsocieties and their women's auxiliaries, efforts quickened in
Boston,New York, Philadelphia, Charleston, Cincinnati, St. Louis, and
Pitts-burgh systematically to disseminate the evangelical message to
everyfamily that could be reached.'
The immediate goal was to proffer the word in the hope of gainingthe
conversions that would guarantee political stability; and in the pur-suit of
that goal the united front exploited all the pedagogical tech-niques of the
evangelical movement, from the revival meeting to theDudley system of
distributing literature. The Tract Society organizednetworks of colporteurs
that rivaled the most effective sales organiza-tions of the era; the Home
Missionary Society appointed state and re-gional supervisors who
performed functions not unlike bishops in themore hierarchical churches;
while the Sunday-School Union embarkedupon a full-fledged program of
teacher training to create a nation-wide Sunday-school system literally ex
nihilo. People like John R.McDowall (who served in New York City as a
volunteer missionaryfor the American Tract Society), George H. Atkinson
(the first mission-ary sent to Oregon by the American Home Missionary
Society), andStephen Paxson (who started over a thousand Sunday schools
in theservice of the American Sunday-School Union) vividly displayed
everyaspect of boosterism in education, their interests and efforts spilling
intoevery manner of organizational and instructional activity. As a
result,millions of Americans who had hitherto been untouched by formal
pro-grams of education were reached by the evangelical message.
Whateverelse the great campaign of the 1830's may have accomplished, it
didpopularize education.
As the campaign proceeded, however, a number of unintended
andunanticipated outcomes became apparent. First, the more the
crusadesucceeded, the more the crusaders became acquainted with the lives

andproblems of the unchurched, especially the impoverished
unchurched,whom they were trying to save. In the process, the crusaders
themselveswere sifted and winnowed by experience, and those who
remained end-ed up knowing a good deal about an America very different
from theone with which they themselves were most familiar. Second, as the
cru9. Sixth Annual Report of the American Sunday-School Union (1830), p. 4.
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saders learned about the conditions of poverty, especially in the cities,they
broadened their purview by attempting to alleviate povertythrough charity
as well as conversion. Thus, the dispensers of tracts be-gan to bring food,
money, and clothing as well as pamphlets into theslums, and some even set
out to find jobs for the unemployed. In theprocess, piety became tied, not
merely to the promotion of patriotism,but also to the alleviation of poverty,
and education became tied to both.Finally, the more the crusaders learned
about poverty, the more theylearned that prayers and tracts and Sunday
schools alone would notsave the nation. Unfortunately, however, they
learned this with onlyone compartment of their minds. The millennial
rhetoric and the be-haviors associated with it persisted, perhaps even
increased, as over theyears the frustration born of seemingly intractable
problems and seem-ingly overwhelming difficulties steadily mounted.
Ill
There was a widespread sense among early nineteenth-century Ameri-cans
that voluntary societies themselves would be the great crucible of-American
republicanism and that participation in their affairs wouldserve as an
important instrument of social integration. Yet, howeversignificantly the
evangelical crusade educated, in and of itself, its morepermanent and farreaching influence came through a vast spiritualiz-ing of the educational
institutions of the country and a resultant institu-tionalizing of the
evangelical spirit that was destined to transcend theimmediacies of the
1820's and 1830's. In its drive for a ChristianAmerica, the front established
some institutions, cooperated in the es-tablishment of others, and captured
others; but it sought to influenceall. In the struggle with Satan there could

be no neutral ground; whatwas not already Christ's had to be won for
Christ, or it remained incontinuing danger of going to the Devil.
One of the first institutions the front sought to evangelize was thefamily.
Viewed historically as the principal unit of social organizationand the most
important agency of education, the family had been thesubject of an
unbroken line of literature extending back to the EnglishRenaissance. For
centuries, authors of every stripe had counseled bothparents and children on
their awesome responsibilities and obligations.Americans initially had
imported English devotional manuals in largenumbers, and in the 1800's
John Bunyan, Philip Doddridge, Isaac
64 THE KINGDOM OF GOD
Watts, and Daniel Defoe, with their explicit and implicit counsel abouthow
to live and what to teach, could still be found beside the Bible inmany a
household. Next to them, a somewhat smaller variety of nativeproducts
might also be found, for instance, Enos Hitchcock's The Par-ent's Assistant
or John Witherspoon's A Series of Letters on Education.While each of these
volumes had its own special approach to familynurture, they all tended to
teach the Renaissance paradigm of thehousehold as a patriarchal system
corresponding to the church and thestate and serving as the nursery of both,
with the father as divine ruler,the mother as his aid, and the children as
subjects, and with their rela-tions defined by a set of mutual obligations that
could be derived fromthe Fifth Commandment.
The evangelizing of the family in the 1820's, 1830's, and 1840'sloosed on
parents a flood of advice in direct descent from this earlier lit-erature. That
the advice came at a time when the incessant mobility ofAmericans, from
region to region and from farm to city, appeared to beloosening the bonds
of the family only made the advice shriller andmore insistent; that it came at
a time of increasing immigration made itmore monolithic, especially to the
immigrants; and that it came at atime of the rapid expansion of American
publishing made it certainlymore voluminous and indeed more regionally
based in the newly devel-oping centers of book publishing in Boston, New
York, and Cincinnati.Some of the new advice simply reiterated earlier dicta
in the languageof the nineteenth century: Heman Humphrey's book
Domestic Educa-tion (1840), for example, preached in classic Puritan

homiletic stylethat the key to the reform of society was the reassertion of
parental dis-cipline under the absolute authority of the father, who was
accountableto no earthly power. And, while the pedagogical methods
Humphreyproposed were moderated by the more humane precepts of the
nine-teenth century in general and the American scene in particular,
hisconcept of the family and its educative function was quite
traditional.Some of the advice, however, departed from the traditional in at
leasttwo respects. First, it began to regard the household as a haven fromthe
world instead of merely a preparation for it, within which the char-acter of
children and adults alike might be fashioned and fortified forsubsequent
encounters with harsh reality. "Our hope is not in schools,"the Reverend
Matthew Hale Smith counseled, "but in [the] home; inthe power of parental
love and discipline." His opinion clearly connect-ed with Horace Bushnell's
in Views of Christian Nurture. Wherewould the truest Christian nurture take
place? In the organic Christian
family, where the hght of Christ would lead and the life of God
wouldperpetually reign.^°
A second change from the traditional in the new literature on child-rearing
involved the vastly expanded responsibilities of the mother.From an earlier
role as aid and adjunct, she became the dominant fig-ure of the family,
creating with her strength, devotion, piety, andknowledge the ambience
within which proper nurture could proceed.Technically, the mother's
authority remained subsidiary to the father's,but now, in actuality, he too
would be succored and ennobled withinthe orbit of her influence. "When
our land is filled with virtuous andpatriotic mothers, the Reverend John S.
C. Abbott perorated in hiswidely read treatise The Mother at Home, "then
will it be filled withvirtuous and patriotic men. She who was first in the
transgression,must be yet the principal earthly instrument in the
restoration." Build-ing on similar assumptions, Catharine Beecher, Lyman
Beecher's eldestdaughter, wrote a whole series of textbooks and manuals
designed toinstruct the new American woman in her responsibilities. The
piousmother, she believed, could do well only as the instructed
mother,steeped in wisdom about health, cookery, clothing, the economy of
time,the care of the sick, and the management of the household—in short,
inthe wisdom of domestic economy.^^

In all of this, the goal was "to prepare the child for its heavenlyhome" by
facilitating conversion—whether earlier in life, as in the the-ology of
Bushnell, or later in life, as in the theology of Finney. And, inpursuing this
end, the evangelical movement saw the family as closelylinked to other
local nurturing institutions, notably the church, theSunday school, and the
common school. The several institutions, ofcourse, were in quite different
stages of development and therefore de-manded quite different strategies on
the part of the united front.Whereas the family and church were historic
institutions being revivi-fied and recalled to their age-old functions in the
face of perceivedthreats to public piety, the Sunday school and the common
school were
10. Hcman Humphrey, Domestic Education (Amherst, Mass.: J. S. & C.
Adams, 1840);Matthew Hale Smith, Counsels Addressed to Young Women,
Young Men, Young Persons in Mar-ried Life, and Young Parents
(Washington, D.C.: Blair and Rives, 1846), p. 115; and HoraceBushnell,
Views oj Christian Nurture, and of Subjects Adjacent Thereto (Hartford,
Conn.: EdwinHunt, 1848).
11. John S. C. Abbott, The Mother at Home; or, the Principles of Maternal
Duty FamiliarlyIllustrated, revised and corrected by Daniel Walton
(London: John Mason, 1834), p. 166; andCatharine E. Beecher, A Treatise
on Domestic Economy, for the Use of Young Ladies at Home,and at School
(Boston: Marsh, Capcn, Lyon, and Webb, 1841). It should be noted that,
especiallyin urban areas, the father was out of the home for a good part of
the day in any case.
newer institutions, far less universal in their scope and not as well de-fined
in their function.
The Sunday school was first developed in England in the 1780'sand
imported to the United States during the twenty years thereafter bygroups of
citizens in Philadelphia, Boston, and Pawtucket. During thefirst decades of
the nineteenth century, it was merely one among manyforms of American
school, including church schools, charity schools,public schools, private
entrepreneurial schools, and incorporated schoolsof every sort and variety.
Its special purpose was to offer the rudimentsof reading and writing to
children who worked during the week, withthe added benefit of keeping

them oflf the streets on the Sabbath; givenits limited scope, it could also
easily be used to educate special segmentsof the population—especially
blacks, free and enslaved. The Bible wascommonly its textbook, partly
because that seemed prudent for a schoolthat met on the Sabbath and partly
because the Bible was commonly areading text in any case; and religious
authorities were frequently in-volved as sponsors, partly because that, too,
seemed prudent for a Sab-bath venture and partly because the clergy were
characteristically activein charitable and educational ventures of all kinds.
The Sunday school,then, was not initially seen as an adjunct to the religious
work of thechurches and was not intended to help seek conversions; the
unitedfront, however, in its effort to organize, develop, and extend the
Sundayschool, was largely successful in capturing it and converting it to
evan-gelical purposes. Whereas in 1815 Sunday schools were scattered
insti-tutions that catered to a small number of children from lowerclasshomes, by 1830 they had become widely available to a larger number
ofchildren from homes of all sorts. Moreover, by that time their
initiallypractical purpose had been superseded by more religious concerns:
theyhad become institutions primarily for the nurturance of piety.
The Sunday school often preceded the common school in a newcommunity,
and when the common school was organized it often com-plemented the
Sunday school. "Let Sabbath schools be establishedwherever it is
practicable," suggested the Indiana Sabbath SchoolUnion in 1827. "They
will answer the double purpose of paving theway for common schools, and
of serving as a substitute till they aregenerally formed." Not surprisingly,
the same local evangelical groupthat originally organized a Sunday school
was often in due course theprime mover in the establishment of a common
school, in the processoverseeing the selection of teachers, the organization
of curricula, andthe choice of textbooks. In the older, settled regions, where
common
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schools were already in existence or being formed out of older privateor
eleemosynary institutions, the evangelical movement sought to shapeor
influence or even take them over through a variety of strategems:
bysupplying textbooks and libraries, by seeking overlapping membershipon

school committees or in professional associations, and by exertingpressure
via parent and civic associations espousing temperance orpeace or
Sabbatarianism. The common school has traditionally beenportrayed as a
product of secular forces acting in contradistinction tothe evangelical
movement, but that portrayal is at best a half-truth: justas the evangelical
leaders saw Christianity and republicanism as mutu-ally supportive and
dependent upon one another, so did they see thecommon school, teaching a
truth properly grounded in evangelical doc-trine, as an instrument of their
movement and a bulwark of the Repub-lic.^2
The same must be said of the academies, colleges, and seminariesthat
multiplied with such rapidity during the age of Jackson: asBeecher and
Bushnell had eloquently stated it in paeans to a Westsaved from barbarism
by the timely intervention of Christianity, suchinstitutions were considered
nurseries of piety and manufactories of re-publicanism. The colleges
especially were seen as centers of a vigorousreligious life amid hostile or at
least indifferent environments: theywere, as the rhetoric went, schools of
the prophets from which wouldissue the pious ministers that would be
God's instruments for the con-version of the world. We have no idea of
precisely how many collegesand seminaries of various sorts were actually
founded during the firsthalf of the nineteenth century; though, given the
ease of organizingsuch institutions and even of arranging charters for them,
the numberprobably ran into the hundreds. Certain it is, though, that the
evangeli-cal movement influenced many of them, in some instances by
subsidiz-ing students and programs, in others by recommending presidents
andprofessors, in still others by sponsoring and organizing student
groups.Public and private institutions were touched equally, especially
thenewer ones, and it was only the older and more liberal institutions
likeHarvard or the University of Pennsylvania, or the newer,
specializedinstitutions like the military academy at West Point or
Rensselaer In-stitute, that resisted with any success.
Family, church, school, and college, then, were wrought into configurations of nurturing institutions by the evangelical movement, no
12. First Annual Report oj the Indiana Sabbath School Union (1827), p. 14.

matter what their origin or their sponsorship—or at least the attemptwas
made. And, in purpose and pedagogical style, these configurationsbecame
mutually supportive and mutually confirming. Moreover, tothem must be
added any number of other institutions that attachedthemselves to the
configurations in supportive or complementary roles.A library, for example,
carefully chosen by officers of the Sunday-School Union or the Tract
Society, or perhaps by a religious publishinghouse, was often available in
the Sunday school or the common schoolor some other public or quasipublic building: at midcentury, for exam-ple, more than half the libraries
designated "public" in the UnitedStates were located physically in Sunday
schools. Publishing houseswere maintained by several of the societies and
denominations and, themarket being what it was, commercial houses were
quite ready to shapetheir products to evangelical audiences. Youth and adult
groups wereorganized on the local level, in collaboration with churches or
collegesor the societies themselves, and in the traditional fashion of the
moralreformation societies these, too, became educative. And in 1851
theYoung Men's Christian Association was organized in Boston,
followingan earlier British model, as "a social organization of those in
whom thelove of Christ has produced love to men; who shall meet the
youngstranger as he enters our city, . . . introduce him to the church and
Sab-bath school, bring him to the rooms of the Association, and in
everyway throw around him good influences, so that he may feel that he
isnot a stranger, but that noble and Christian spirits care for his
soul."Finally, evangelical organizations created and assisted houses of
refuge,almshouses, penitentiaries, and asylums of various sorts—custodial
in-stitutions explicitly designed to rehabilitate (reeducate) deviant and dependent individuals. Indeed, even the factory was seen as an agency capable of being spiritualized and of nurturing spirituality. Though theworkers
who were to be nurtured by such programs soon became awareof their
paternalistic—and sometimes utterly cynical—aspects, the pro-grams
nevertheless went forward for a time and occasionally, as in theearly phases
of the much publicized experiment at Lowell, Massachu-setts, even led to
periods of intense revivalism.^^
In sum, the configurations formed by the evangelical movementwere
complex, far-reaching, and influential. Obviously not all familiesor schools
or libraries were touched. Obviously those that were touched

13. William B. Whiteside, The Boston Y.M.C.A. and Community Need: A
Century's Evolu-tion, 1851-195 J (New York: Association Press, 1951), p.
21.
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felt the weight of influence in varying forms and degrees: families
wereperfunctorily pious, schools went through curricular motions,
librariesshelved a host of books that never circulated, and publishers made
agood deal of money. The spiritualizing of institutions meant differentthings
in different places. Yet there is no denying that new institutionswere formed
and old ones transformed, that a considerable apparatus ofeducation
propagated the ideas of evangelicism via the rhetoric of evan-gelicism, and
that, long after the united front itself collapsed in the faceof renewed
denominationalism during the 1840's and 1850's, its spiritcontinued to be
reflected and its program continued to be purveyed bythe configurations
that had emeiged as a result of its influence. In theextent to which the
nation's educational institutions had been spiritual-ized, the evangelical
spirit, as seen by the movement, had been institu-tionalized.
IV
The pedagogy of evangelization was personal: mothers,
ministers,schoolteachers, librarians, superintendents of houses Qf refuge,
and vol-unteer distributors of tracts were all seen by the united front as
directlyinvolved in purveying the word. In the purveying, however, they
had attheir disposal, to a degree unprecedented in history, printed
materialsmass-produced by the burgeoning American publishing industry.
Someof these were directly sponsored by the voluntary societies
themselves;others derived from commercial sources. Their circulation
during thefirst two-thirds of the nineteenth century was extraordinary.
TheAmerican Sunday-School Union, for example, published its first bookin
1817, an American edition of Mary Butt Sherwood's Little Henryand His
Bearer (a sorrowful story in which an English orphan in Indiadies while
teaching the Bible to his bearer, Boosy). By 1830 the organi-zation had
issued over 6 million copies of similar works, specificallychosen or
prepared for Sunday-school students. The American TractSociety,
established in 1825, published 3 million tracts during the firstfive years of

its operation. By 1865 it had circulated 20 million boundvolumes, each
including a dozen or more tracts, as well as some 250million individual
pamphlets. And, between 1836 and 1870, some 47million copies of books
in the so-called McGuff"ey series of readers (aprime example of
independently produced material) were sold, mostlythough not entirely for
use in common-school instruction. Along withthe Bible, these texts and
tracts were among the most widely read materials in the United States; and, being both similar and complementaryin
purpose, substance, and pedagogical design, they played a significantrole in
articulating and shaping the attitudes, values, tastes, and sensi-bilities of the
American people."
The principal purpose of the McGuffey series, of course, was toprovide a
comprehensive system of reading instruction. There were sixgraded readers
and a primer preceding them, and as time passed therewere charts, spellers,
and other pedagogical paraphernalia. The lessonsin each volume were
arranged in a logical sequence, becoming moredifficult linguistically, more
sophisticated in content, and more demand-ing of previously acquired
information. Significantly, the publicationsof the American Tract Society
an(J the American Sunday-School Unionwere also designed as systems of
reading instruction. Both organizationsissued primers, and both included in
their offerings publications quiteas graded in linguistic and substantive
difficulty as the McGufFey se-ries. In addition, there was a sustained effort
in all these materials tocultivate a taste for good books—good books being,
as McGuffey ex-plained in a lesson on the value of time and knowledge,
"an effectualpreservative from vice" and, next to the "fear of God," the best
possible"safeguard to character." Indeed, it would have been impossible for
theevangelical mind to distinguish between the teaching of reading
skillsand the cultivation of literary taste.^^
The goal of all these systems was the creation of a literate Americanpublic.
This meant in the first place a public prepared in all the arts oflanguage.
Thus, the McGuffey readers built training in elocution andin public
speaking systematically into their instructional format, along-side the
exercises in spelling and comprehension. Notes on pronunci-ation as well as
on inflection, articulation, and gesture were prominent-ly featured

throughout the series, with the early volumes prefacinglessons with rules,
such as "Read this story exactly as if you were tell-ing it to someone," and
the later volumes including orations of suchwell-known figures as Daniel
Webster and soliloquies from such classicauthors as Shakespeare. Similarly,
the publications of the American
14. Edwin Wilbur Rice, The Sunday-School Movement and the American
Sunday-SchoolUnion, 7780-1917 (Philadelphia: American Sunday-School
Union, 1917), p. 146; Harvey GeorgeNeufcldt, "The American Tract
Society, 1825-1865: An Examination of Its Religious, Economic,Social,
and Political Ideas" (doctoral thesis, Michigan State University, 1971), p.
38. The figureson sales of the McGuffey readers are the estimates of Louis
M. Dillman, who was president of theAmerican Book* Company (latterday publishers of the readers) from 1914 to 1931, as reported inHarvey C.
Minnich, Wtlliam Holmes McGuffey and the Peerless Pioneer McGuffey
Readers (Ox-ford, Ohio: Miami University, 1928), p. 92.
15. New Fifth Eclectic Reader (Cincinnati: Sargent, Wilson & Hinkle,
1857), p. 92.
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Tract Society and the American Sunday-School Union included ser-mons
and other materials that were clearly intended to be read aloud,for example,
a pamphlet of "Anecdotes for the Family and Social Cir-cle." This stress on
oral English along with spelling and reading com-prehension was scarcely
new, given that reading had for centuries beena social phenomenon and
indeed that most reading had been carried onaloud and in groups. What was
new was the quite explicit effort toprepare poeple for active participation in
public speaking and debate.^*
A literate public would also be an awakened public, one inspired bytales of
the virtue of personal sacrifice and correspondingly warnedagainst the
hazards of worldly life. The publications of the AmericanTract Society and
the American Sunday-School Union, like the Mc-Guffey texts, were replete
with "authentic narratives" intended to ap-peal to the reader's emotions and
powers of emulation. Thus, the tract"Life of William Kelley" told of "an
habitual drunkard" who became anew man and thereafter "delightfully

exemplified the Christian charac-ter"; while the story "George's Feast"
described a boy who would haveenjoyed eating some strawberries he had
found but instead saved themfor his sick mother. The simple parable
dominated, and there was nomistaking the message of tales entitled "An
Appeal in Behalf of theChristian Sabbath" or "Beware of Bad Books."*''
Finally, a literate public would be a public capable of self-instruc-tion, one
that might be expected to turn to literature for guidance on allquestions. The
publications of the American Sunday-School Union,with The Union Bible
Dictionary serving "to connect" other works inthe various libraries, offered
the reader "A Complete Biblical Cyclope-dia"; the McGuffey readers
proffered a similarly comprehensive cur-riculum, including history,
literature, theology, and natural science; andthe catalogues of the American
Tract Society implied that they wouldmake available all the world's
worthwhile writing: missionary memoirs,the "Standard Works of the
Seventeenth Century," Paley's NaturalTheology, Aubigne's History of the
Reformation, and innumerable di-dactic narratives and sermons. Some of
the material appeared in foreignlanguage editions; some of it addressed
specific age groups, for exam-ple, Burder's Sermons to the Aged or Pike's
Persuasives to Early Piety;
16. William H. McGuffey, Newly Revised Eclectic Third Reader (New
York: Clark, Aus-tin, and Smith, 1848), p. 30; and Circulation and
Character oj the Volumes of the American TractSociety (New York:
American Traa Society, 1848), pp. 104-105.
17. Sketch of the Ongin and Character of the Principal Series of Tracts of
the AmericanTract Society (New York: American Tract Society, 1859), pp.
5, 24, 23; and William H. McGuf-fey, Newly Revised Eclectic Second
Reader (Cincinnati: Winthrop B. Smith, 1853), pp. 92-94.
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and some of it deliberately interwove practical knowledge with
moralinjunctions—the Christian Almanac, for example, provided a lunar
cal-endar and advice on planting intermixed with quotations from Scrip-ture
and the sayings of Benjamin Franklin.^®

In pedagogical design, then, the evangelical literature was popular,didactic,
and comprehensive. From it, one could obtain a complete andcontinuing
Christian education. Through it, the educative influence ofthe united front
would be extended throughout all ranks of society andacross the entire
United States. As the McGuffey readers became in-creasingly the textbooks
of the nation, they would bring scatteredschools into closer relationship,
permit children to move from school toschool without interruption or loss
of time, and purvey through allparts of the nation a common curriculum.
Similarly, as the publicationsof the American Tract Society were passed
from hand to hand, theywould, on the one hand, bring the basic elements of
that common cur-riculum to all who had not been able to attend school and,
on the otherhand, continue that curriculum for those who had completed
theirschooling. The evangelicals sought nothing less than to harness the intellectual energies of the entire populace to the task of creating a uni-fied,
orderly, and righteous society.
The substance of the eff'ort, the content of the common curriculum,was
surely a popularized version of a Protestant paideia. In fable, his-tory,
prayer, hymn, and essay, the evangelical literature joined
Biblicalcommandment to Franklinian preachment. Legh Richmond's
TheDairyman's Daughter, widely distributed by both the Tract Society
andthe Sunday-School Union, taught by example the crucial importance
ofliving a life "rich in faith," while the Tract Society's Illustrated
FamilyChristian Almanac urged youngsters to "Work! Work!" Constant injunctions to diligence notwithstanding, the moral in this literature
wasinvariably to be satisfied with one's station in life. The Tract
Society'speriodical The Child's Paper advised that "To each a daily task is
giv-en/A labor that shall fit for heaven," and Legh Richmond was quickto
point out that, even if the dairyman's daughter was the poor child ofa poor
man, the riches deriving from her faith were heavenly riches andfar more
valuable than worldly wealth and comfort.'^
18. The Union Bible Dictionary for the Use of Schools, Bible Classes, and
Families (Philadel-phia: American Sunday-School Union, 1855), p. 3;
Circulation and Character of the Volumes n/the American Tract Society,
passim; and The Christian Almanac for the Year of Our l^rd and Sa-viour

Jesus Christ 1824 (New York: American Tract Society and the Religious
Tract .Society ofNew York, 1824).
19. Legh Richmond, "The Dairyman's Daughter," in Favorite Narratives for
the Christian
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The message conveyed by the McGuffey readers was virtually iden-tical,
although the special genius of the readers was to combine this ad-vice with
lessons drawn from the American context. The heroes ofAmerican history
were portrayed as exemplars of industriousness, hon-esty, and intelligence
and assigned the stature of Biblical heroes:George Washington, for
example, was often compared to Moses. Theevents of American history
were portrayed as developments in a holydesign, Columbus having been
guided by the hand of Providence andthe Revolution having been brought
to a successful conclusion by theintervention of God. And the significance
of American history wasequated with "the divine scheme for moral
government."'°
In myriad ways, then, the evangelical literature expounded a com-plete
moral and ethical system involving an orderly complex of relation-ships
among man, God, and nation. To be sure, the explication of
suchrelationships was as old as Protestant casuistry, but in the special paideia articulated by the nineteenth-century evangelicals there was
anemphasis on human will that set it apart from earlier visions of
God'spurpose for humankind. Within a benevolent universe, Americans
wereto make themselves. The possibility of righteousness was present in
allpeople at birth, and, given proper nurture and instruction, children
andadults alike could be persuaded, indeed formed, to eschew greed, idleness, and ignorance in favor of generosity, diligence, and truth. It wasthese
beliefs that led the evangelicals to promote the skills and habits ofliteracy,
so that people of all ages and "classes of mind" might volun-tarily choose to
instruct themselves in useful, elevating, and discipliningknowledge, and
thereby create a nation in which the millennium wouldsurely be achieved.

Household (London: T. S. Nelson, 1864), p. 39; The Illustrated Family
Chnsttan Almanac for theUnited States for the Year of Our Lord and
Saviour Jesus Chnst 1852 (New York: American TractSociety, 1852), p. 27;
and Child's Paper, II (1853), 33.
20. William H. McGuffey, Eclectic Fourth Reader (Cincinnati: Truman &
Smith, 1837), p. 245.
Chapter 3
MODES OF SECTARIANISM
Education's all.
A. BRONSON ALCOTT
The descant to evangelicism during the early decades of the Repubhcwas
sectarianism. The evangelist went out into the world and attempt-ed to
reform it through charismatic persuasion; the sectarian withdrewfrom the
world and attempted to reform it by charismatic example.Both were, in their
very nature, committed to education. The evangelisttaught centrifugally,
systematically expounding the meaning and sig-nificance of Christian
doctrine for all men. The sectarian taught cen-tripetally, creating and
maintaining the kind of perfected society thatnurtured the good within at the
same time as it exemplified the goodwithout. The evangelist sought the
conversion of individuals, one byone. The sectarian sought the conversion
of whole communities. Both,in the end, sought nothing less than the
regeneration of the entireworld.
The very forces that revitalized evangelicism during the latter yearsof the
eighteenth century revitalized sectarianism as well. Perfection-ism,
disinterested benevolence, and millennialism—in their Europeanas well as
in their American versions—marked the Utopian experimentsof the time
quite as characteristically as they marked the broader inter-denominational
revivals. And they made their influence felt within acommon context of
incessant social movement and chronic psychologicalinstability. Beyond
that, the sectarian experiments manifested their ownorganizational pattern
that, again, was quite as characteristic a re-sponse to the conditions of

American life as were the interdenomina-tional organizations of the
evangelical movement. Arthur Bestor hasaptly referred to that pattern as
"communitarianism" (the term itself
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dates from the 1840's), to suggest a system of social reform based on
theexemplary influence of small "lighthouse" communities. The numberof
such communities to appear on the American scene during the earlydecades
of the nineteenth century was impressive, representing everyconceivable
combination of social mix and ideological thrust: there w^erethe Shakers
and the Rappites and the Moravians; there were the fol-lowers of Jemima
Wilkinson and of William Miller and of John Hum-phrey Noyes; and there
were the infinitely varied forms of socialist andcommunist endeavor. Each
community tried in its own way to constructsome perfect configuration of
education in which no institution would beat cross-purposes with any other.
All remain of interest because of theirinfluence on the educational outlook
of nineteenth-century Americans.^Three of these communities, each of
which incarnated a profoundlydifferent view of education, are particularly
worthy of note: the Owen-ite community at New Harmony, Indiana; the
Transcendentalist com-munity at Fruitlands, Massachusetts; and the
Mormon community ofUtah. They are in no way representative of all the
other communitar-ian experiments—no group of communities could be.
New Harmonyand Fruitlands failed, as did most Utopias of the time (and of
all times).The Mormon community succeeded, perhaps even more
dramaticallythan all but a few of the early leaders might have predicted. But
allthree exercised an influence on American education that extended
farbeyond their boundaries and, in the case of the failures, well beyondtheir
demise.
II
New Harmony had its origins in the English reformer RobertOwen's
aspirations to create a "new moral world," where truth andgoodness would
prevail in public affairs and every individual wouldhave the opportunity to
achieve his fullest potential as a human being.Owen, the self-made son of a
Welsh saddler, had first come to publicattention during the early years of
the nineteenth century, when hemade of New Lanark, Scotland, a village of

some two thousand people,a model industrial community in which textile
mills were operated at aprofit at the same time as the living and working
conditions of the mill
1. Arthur Eugene Bestor, Jr., Backivoods Utopias: The Sectarian and
Owenite Phases ofCommunitarian Socialism in America, 1663-1829
(Philadelphia: University of PennsylvaniaPress, 1950).
hands were significantly improved. Owen himself later maintained thatthe
effort at New Lanark had been a limited one at best, representingmerely an
attempt to alleviate "the worst evils of a fundamentally erro-neous system."
Yet the reforms he had achieved were sufficient in theeyes of his
contemporaries to attract attention throughout Europe andNorth America.
More importantly, Owen's own reading and intellectu-al associations had
steeped him in the thought of the Scottish and Con-tinental Enlightenments,
from which he had derived a fundamentallyenvironmentalist outlook on
human nature; and he found himselfmoved to articulate the principles
underlying the New Lanark innova-tions in terms that joined this
environmentalism to a sense of infinitepossibility concerning the rational
organization and conduct of humanaflfairs. One result, between 1812 and
1816, was a plethora of essays,addresses, letters, and pamphlets—four of
the essays appeared as abook under the title A New View of Society (1816)
—that not only lentimpressive significance to the work at New Lanark but
actually pro-jected an even more radical vision promising nothing less than
theachievement of the millennium.^
Several persistent themes sounded through these documents, nonemore
central than the ultimate dependence of all social arrangementson proper
modes of education. Owen argued the point forcefully in an1816 address
inaugurating New Lanark's Institution for the Formationof Character.
Intended as a facility for all age groups and classes of thepopulation, the
Institution included a day-care center for toddlers ("Bythis means many of
you, mothers of families, will be enabled to earn abetter maintenance or
support for your children"), a general classroomfor the teaching of reading,
writing, arithmetic, sewing, and knitting tochildren under ten, an evening
school for youngsters employed in thefactory, a reading and recreation
center for the adults of the communi-ty, and various special

accommodations for dancing and music, voca-tional training, nature study,
and self-instruction. In Owen's view, thevalue of the Institution would
extend far beyond the direct benefits ofthose who used it, for it would serve
as an example to other industrialcommunities of the substantial advantages
to be derived from an edu-cated work force at the same time as it alerted the
British Parliament to
2. Robert Owen, The Book of the New Moral World (1842-1844; reprint ed;
7 parts; NewYork: Augustus M. Kelly, 1970), I, xvii-xviii; The Life of
Robert Owen, Written by Himself {2vols.; London: Effingham, W^ilson,
1857-58), I, 79.
the possibilities that might be universally achieved through
appropriatelegislation.^
Perhaps the most interesting aspect of Owen's Institution was its at-tempt to
embody the reformist pedagogy of the Swiss educators JohannHeinrich
Pestalozzi and Philipp Emanuel von Fellenberg. Owen hadbecome
personally acquainted with the two men during a tour of Eu-rope, in the
course of which he had pronounced Fellenberg's schools atHofwyl (an
estate near Berne) as ''two or three steps in advance of anyI had seen yet in
England or on the continent." So great was his enthu-siasm that he
subsequently entered his two eldest sons, Robert Daleand William, in the
academy at Hofwyl, under Fellenberg's "especialcare and direction." In his
later recollections, Owen, characteristically,made much of the
improvements he had been able to suggest to Fellen-berg as a result of his
experience at New Lanark. But in actuality theinfluence was mostly in the
other direction, and the Institution at NewLanark was profoundly affected
by Fellenberg's commitment to the in-tegration of mental, moral, and
manual education, to the pursuit of abeneficent and "natural" pedagogy, and
to the maintenance of a warmand mutually tolerant relationship among the
children of various socialclasses.*
As much as Owen prized the work of the Institution, he thought itat best a
partial effort. Ultimately, he believed it was life at large thatformed
character and therefore life at large that would have to be al-tered if
permanent human progress was to be achieved. In a series ofoft-repeated
propositions, Owen maintained that character was formedfor and not by

individual human beings and that with the application ofrational principles
any community could be arranged "in such a man-ner, as not only to
withdraw vice, poverty, and, in a great degree, mis-ery, from the world, but
also to place every individual under circum-stances in which he shall enjoy
more permanent happiness than can begiven to any individual under the
principles which have hitherto regu-lated society." Beyond the partial
education of the infant school, theprimary classroom, and the recreation
center, there lay the larger edu-cation of growing up and living in a
particular community. If this larg-er education could be made right—by
which Owen meant if all social
3. Robcn Owen, "Address Delivered at New Lanark on Opening the
Institution for the For-mation of Character, on the 1st of January, 1816," in
Owen, A New View oj Society and OtherWritings, edited by G. D. H. Cole
(London: J. M. Dent & Sons, 1927), p. 98.
4. Life of Robert Owen, I, 178, 179.
arrangements in family, church, mill, and community could be so
struc-,tured as gradually to withdraw the sources of anger, hatred, and discord and to substitute the nurturance of charity, kindness, and philan-thropy
—the truly good society would emerge. "What ideas individualsmay attach
to the term millennium I know not," Owen rhapsodized ina burst of
chiliastic rhetoric; "but I know that society may be formed soas to exist
without crime, without poverty, with health greatly im-proved, and with
little, if any, misery, and with intelligence and happi-ness increased a
hundred-fold; and no obstacle whatsoever intervenes atthis moment, except
ignorance, to prevent such a state of society frombecoming universal." Not
surprisingly, Owen soon expanded the par-tial education of the Institution
into the total education of a Utopia; and,in a report published in 1817 by the
Parliamentary Committee on thePoor Law, he sketched for the first time
what came to be known as hiseducational parallelogram—a wholly
planned, self-supporting commu-nity of some five hundred to fifteen
hundred persons living in a qua-drangular compound embracing family
living quarters, children's dor-mitories, communal dining rooms, chapels,
and schools, and surroundedby the stables, farms, and factories that would
support the population.^

It was the larger view symbolized by this parallelogram that pro-pelled
Owen beyond the confines (and hard realities) of New Lanarkand launched
him on a quest for perfection. And it was this same larg-er view that lay
behind New Harmony. Frustrated in his efforts to ob-tain parliamentary
action (he actually stood for Parliament in 1819 andlost), impatient with
partial approaches, and increasingly under fire forhis outspoken criticisms
of organized religion, Owen began to searchfor an opportunity to create a
perfect society ex nihilo as an example tothe world. When Frederick Rapp,
the leader of an experimental reli-gious community at Harmony, Indiana,
decided during the winter of1823-24 to sell Harmony and relocate with his
brethren in Pennsylva-nia, Owen resolved to purchase the community's
assets and undertakehis experiment under the name New Harmony.
The actual story of New Harmony is one of noble social visionsjoined to illconceived social arrangements. During the initial monthsafter Owen
acquired title to New Harmony on January 3, 1825, hun-dreds of applicants
crowded into the community, bearing with them avast muddle of conflicting
hopes and expectations: some thought they
5. Owen,""Address Delivered at New Lanark," in New View of Society and
Other Writings,pp. 110, 106; and "Report to the Committee of the
Association for the Relief of the Manufactur-ing and Labouring Poor,
March, 1817," in Life of Robert Owen, II, 53-64.
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would work for Owen; others presumed they would Hve off his
bounty;while still others actually sought to form their own experimental
com-munities, using his resources. Nothing Owen said or did ever
reallyclarified the confusion. The first of a succession of constitutions
wentinto effect on May 1, 1825, but it provided high-sounding principles
in-stead of practical guidelines. Owen himself was absent much of thetime,
propagandizing for the millennium in the East and in Europe,while his son
William remained in charge of local arrangements. Theyounger man was
competent enough; but, considering the conflictingexpectations of the
settlers and the vague directions of the founder, itwould have taken more
than mere competence to establish viable livingand working arrangements.

The entry of an able partner onto the scene in 1826, the scientistWilliam
Maclure, seemed to make little difference in the overall courseof the
experiment. Maclure was a Scotsman who had amassed a for-tune at
business in Europe and had then immigrated to the UnitedStates to
undertake a second career in the worlds of science, education,and social
reform. Settling in Philadelphia, he had embarked upon anextensive
geological survey of the United States at the same time as hehad entered
vigorously into the activities of the American PhilosophicalSociety and the
Academy of Natural Sciences of Philadelphia. Equallyimportant, given his
later role at New Harmony, he had come quite in-dependently upon the
work of Pestalozzi and Fellenberg and had per-sonally persuaded
Pestalozzi's colleague Joseph Neef to come to Phila-delphia and establish a
school on Pestalozzian principles. Later, he hadalso provided the
wherewithal by which at least two other Pestalozzianteachers from Paris,
Marie Duclos Fretageot and Guillaume SylvanCasimir Phiquepal
d'Arusmont, had been enabled to transfer their ac-tivities to Philadelphia.
Finally, he had familiarized himself with thework at New Lanark, having
visited that community in the summer of1824 and having remarked upon
"the vast improvement in society ef-fected by Mr. Robert Owen's courage
and perseverance in spite of aninveterate and malignant opposition."
Indeed, it was only shortly afterMaclure's visit that Owen had decided to
purchase New Harmony.When Maclure's friends and associates in
Philadelphia—Neef, Freta-geot, and Phiquepal, as well as the scientists
Thomas Say, GerardTroost, John Speakman, and Charles-Alexandre
Lesueur—heard ofthe projected community, they found themselves
immediately drawn tothe possibilities; and they not only made their own
plans to participatebut also set about persuading Maclure to join them.
Anything but an
enthusiast, Maclure resisted for a time; but a personal conference withOwen
in Philadelphia decided the matter and Maclure was won over.*
The arrival of Maclure and his colleagues—known aflfectionately asthe
"boatload of knowledge" because they had embarked on the last legof their
journey to New Harmony aboard a keelboat named Philan-thropist—
brought a burst of hope to New Harmony, but precious littleprogress toward
Utopia. A new constitution setting up the permanentCommunity of Equality

(the instrument of 1825 had established thePreliminary Society, or "halfway
house") was adopted on February 5,1826, placing the general management
of affairs in the hands of a smallexecutive council. But, on the crucial
question of how much by way ofgoods and services each individual would
contribute and be entitled to,the new constitution was even vaguer than its
predecessor. To makematters worse, several members of the Preliminary
Society refused togo along with the new constitution and instead organized
a subcom-munity of their own named Macluria.
It was only a matter of days before the unworkability of the newconstitution
became apparent, and on February 19 the executive councilasked the elder
Owen to assume direction of the community for a year.Owen accepted, and
the uncertainty subsided—though not the difficul-ties. Other
subcommunities were founded; factionalism intensified; andeconomic
problems mounted as cash payments under the agreementwith Frederick
Rapp fell due. Reorganization followed upon reorgani-zation, but nothing
stemmed the tide of disintegration.
Within this context, Maclure felt obliged at the least to obtain
anarrangement that would permit him and his friends to carry forwardthe
educational work they had projected and begun. In May, 1826,therefore,
Maclure proposed the division of New Harmony into a num-ber of
relatively separate communities—one of which would be an edu-cation
community—that would exchange goods and services with oneanother but
remain fairly autonomous in calculating the value of the la-bor contributed
by each member (there had been disparaging remarksabout the comparative
value of mental and manual labor). The propos-al was accepted, and what
was left of New Harmony was reorganizedinto three subcommunities—the
Education Society, the Agriculturaland Pastoral Society, and the Mechanic
and Manufacturing Society—to be coordinated by a unit called the Board of
Union. The problems of
6. William Maclure to Mme. Fretageot, August 25, 1824, in A. E. Bcstor,
Jr., ed., "Educa-tion and Reform at New Harmony: Correspondence of
William Maclure and Marie Duclos Fre-Ugeot, 1820-1833," Publications of
the Indiana Historical Society, XV (1948), 307.

New Harmony were not one mite alleviated by the arrangement,
butMaclure and his associates were at least freed to advance their plans.The
decision was a fateful one; for, though New Harmony failed dis-mally as a
practical exemplar of the "new moral world," its EducationSociety
developed some of the most interesting innovations of the nine-teenth
century, however short-lived they may have been and howeverlimited their
direct and immediate impact.
Essentially, Maclure's enterprise joined a program much like theone at New
Lanark's Institution for the Formation of Character to anindustrial school, a
variety of embryonic library and museum collec-tions, and a publishing
venture featuring serious scientific books and adidactic periodical for young
people. The infant and higher schoolswere assertively Pestalozzian in
character: they maintained a pedagogi-cal ambience of benevolence and
aflfection and sought in their instruc-tion to proceed from the simple and
concrete to the complex and ab-stract. Unlike the schools at New Lanark,
however, they wereconceived—and for a time conducted—as boarding
institutions thatwould receive all children of the community as soon as they
could walkand keep them for up to ten years. The goal, of course, was to
eradicatethose age-old vices that had afflicted mankind for generations by
inter-rupting their transmission within the household once and for all.
Theadult school, following the pattern of the mechanics' institutes in England and in the American East, was expanded from the informal read-ing
center at New Lanark into the "Society for Mutual Instruction,"designed to
"communicate a general knowledge of the arts and sciencesto those persons
who have hitherto been excluded from a scientific orgeneral education by
the erroneous and narrow-minded policy of col-leges and public schools."
The Society itself was short-lived, but it didlay the groundwork for the
permanent Workingmen's Institute and Li-brary that Maclure established in
1837, toward the end of his life.''
The industrial training school taught the trades after the fashion
ofFellenberg's Institute at Hofwyl and was expected after a
preliminaryperiod to become self-supporting through the sale of its
products. Atone time or another it offered instruction in taxidermy,
carpentry,blacksmithing, cabinetmaking, shoemaking, agriculture, cooking,
sew-ing, housekeeping, and millinery, but its pride and joy was its curricu-

lum in printing, binding, and engraving. The publishing venture com-bined
the efforts of the industrial school's printshop with the output of
7. William Maclure, Opinions on Various Subjects, Dedicated to the
Industrious Producers (3vols.; New Harmony, Ind.: printed at the school
press, 1831-1838), I, 78-86.
New Harmony's scientists and literati and managed to issue some extraordinary books, including Maclure's own Opinions on Various Sub-jects
(1831-1838) and Say's American Conchology (1830-1834), and amagazine
called the Disseminator of Useful Knowledge, edited, printed,and
published, it was claimed, by the pupils of the industrial school butactually
edited by Say. Finally, there was for a time another school, theOrphans'
Manual Training School, at which a few children twelveyears of age and
older were instructed in "all useful knowledge as wellas in the useful arts."
In all these efforts, benevolently but contentiouslyoverseen by Neef and his
wife, Phiquepal, Fretageot, Say, Troost, andLesueur, a primary goal was to
offer equal opportunity to female aswell as male students and especially to
equip young women to entercrafts and professions that had traditionally
been closed to them.®
If any date can be given for the demise of New Harmony as awould-be
Utopia, it was probably May 27, 1827, when Owen, on theeve of his return
to Europe, delivered himself of a parting counsel tothe "ten social colonies
of equality and common property on the New-Harmony estate." The
address was full of the usual enthusiasm: indus-try, economy, beauty, and
order were surely gaining ground, and therewas no doubt but that a right
understanding of principle would lead tothe ultimate achievement of
common objectives. "When I return, I hopeto find you prosperous, and in
Harmony together," Owen concluded.But in actuality the experiment was in
shambles. Only two of the so-called social colonies of equality and
common property were reallyfunctioning, and one of these was the
Education Society, which itselfwas torn by internal strife. Yet, in the end, it
would be the work of theEducation Society (though not the Society itself)
that would continuemore durably than anything else in the experiment.^
Neither the innovativeness of the infant and the industrial schoolsnor the
longevity of the Workingmen's Institute, however, holds the keyto New

Harmony's significance in the history of American education.Both were
important in their own right, to be sure, as was the very realgoal of
providing equal educational opportunity for young women. Butmore
important than any of these was the intellectual impact of NewHarmony,
which lay rather in the force of Owenite ideas than in theexample of
Maclurean institutions. In the end Maclure endowed the
%. Nexo-Harmony Gazette, II (1827), 268.
9. Ibid., II (1827), 279. Sec also Owen's address of May 6, 1827, in xbtd, II
(1827), 254-255.
Institute as well as a novel system of public libraries extending
acrossIndiana and into Illinois. But, for all the permanence of these institutions, their influence remained essentially local or at best regional.Owenite
ideas, on the other hand, profoundly influenced Americanways of thinking
and talking about education. Owenism was for all in-tents and purposes a
secular version of Protestant evangelicism, main-taining that education
could enable man to transcend the historic limi-tations of his nature and
thereby achieve the millennium. Untroubledby a continuing vacillation
between education as partial (the perfectschool) and education as total (the
perfect community), Owenism endedup insisting that education could not
only itself be perfect but also leadon to larger social perfection. In so doing,
it invested education with achiliastic potential that lent it immense popular
appeal. One sees thephenomenon in Robert Dale Owen's subsequent
pronouncements onbehalf of the New York labor movement during the
years immediatelyafter the collapse of the New Harmony experiment and
later in the In-diana legislature and the United States Congress. Even more
impor-tantly, one sees it in the larger discussion of popular education in its
re-lation to democratic society, particularly as carried on by deistic
andworkingmen's societies during the 1830's and 1840's. Quite apart
fromthe realities of New Harmony, Owenite rhetoric about New
Harmony(and other Owenite communities) infused the more general
Americanrhetoric about education with a lofty sense of individual and
social pos-sibility. And it was in that way that Owenism exercised its most
signifi-cant influence on the American scene.
II

Bronson Alcott first read Robert Owen's A New View of Society in
thesummer of 1826, at about the time he had begun the systematic studyof
such popular pedagogical works as the Edgeworths' Practical Educa-tion,
Joseph Neef's Sketch of a Plan and Method of Education, and
theanonymously compiled Hints to Parents on the Cultivation of
Children,in the Spirit of Pestalozzi's Method. Alcott was much taken
withOwen's views, finding their benevolent humanitarianism much to
hisliking and doubtless drawing inspiration from Owen's emphasis
oneducation as the crucial factor in any hoped-for progress of
humankind.Some months later, he wrote a summary of Owen's philosophy
in hisjournal, concluding, "The philosophy of his system we know to be
true.
And we look forward to the day when society in general may partake ofits
benefits."'"
Alcott and Owen did not actually meet until 1842, when Alcott vis-ited
England to reside for a time at Alcott House, a kind of lay monas-tery with
a school attached that had taken as its mission the advance-ment of Alcott's
philosophy. The British reformer was still preachingthe gospel of
millennialism, with a reconstructed society founded on anew view of
education as the heart of his program. Alcott, however,had changed
radically. No less a millennialist than Owen, he had nev-ertheless turned his
back on Owen's principle that any general charac-ter could be given to any
community by the application of propermeans, and had espoused instead
the view that education is essentiallythe self-realization of individuals, each
sacred, each a part of the beingof God, each with a divine mission to seek
the highest expression of hisown unique nature. Only by assisting every
man, woman, and child—each in his own way—to seek self-knowledge and
spiritual advance-ment, Alcott maintained, would the foundations of the
good society belaid on any permanent basis.
Alcott's intellectual odyssey, from essential agreement with Owen toradical
opposition, forms a critical chapter in the history of
AmericanTranscendentalism and patently establishes Alcott, in Ernest
Suther-land Bates's apt phrase, as "the most transcendental of the Transcendentalists." Born in 1799, the son of a mechanic-farmer, Alcott grew upnear

Wolcott, Connecticut, as part of a large family within a closeknitcommunity called Spindle Hill, made up largely of kin and neighborsof
long standing. He attended the local schools; perused more than theusual
number of books, including The Pilgrim's Progress, which appar-ently
affected him profoundly; tried his hand at writing, clock making,and
peddling (he liked to peddle books, so that he could read as hetraveled); and
eventually, during the winter of 1823-24, embarkedupon a career as a
teacher in the region where he had spent his boy-hood."
Very soon, his neighbors realized that they had employed no ordi-nary
schoolmaster. Taking as his motto "Education's all," Alcott set outto teach,
as he himself put it, "with reference to eternity." Attemptingto proceed "in
imitation of the Saviour," he tried to substitute encour10. Bronson Alcott Journals, October, 1827, pp. 122-124 (Alcott family
mss., Houghton Li-brary, Harvard University, Cambridge, Mass.). By
permission of the Houghton Library.
11. Ernest Sutherland Bates, "Amos Bronson Alcott," Dictionary oj
American Biography(24+ vols.; New York: Charles Scribner's Sons, 1928), I, 139.
agement for competition, explanation for memorization, persuasion
forcoercion. Seeking to adapt his instruction "to the genius and habits ofthe
young mind," he moved from the simple to the difficult, from theknown to
the unknown, and from the concrete to the abstract, stressingalways short
steps, plain language, and "allusion to familiar objects andoccurrencies."
And, scrupulously eschewing all "sinister, sectarian, oroppressive
principles," he tried to carry on his work with independenceand
imagination, avoiding "veneration of antiquity" on the one handand "excess
of novelty" on the other. To these ends, he purchased (withhis own funds)
scores of new textbooks for the youngsters and a widerange of professional
literature for himself, much of it oriented towardthe reformist philosophies
of Locke, Watts, and Pestalozzi. Out of it allcame a torrent of innovative
exercises, approaches, and devices for usein the classroom.^^
Not surprisingly, public reaction was mixed. Whereas Alcott quick-ly
attracted the admiration of fellow teachers throughout New

England,parental skepticism in and around Wolcott ran high. "Wretched
indeedis the public sentiment in reference to education in this village . . . ,"
henoted in his journal in 1827. "The public sentiment needs
enlightening;the prejudices of men dissipated; intelligence diffused;
precedent ren-dered ridiculous; and what is worse than all to effect, avarice
liberal-ized. This is a work which requires the talent and temper of a true reformer to accomplish. I am not that one." The words were prophetic. Atrue
reformer was patently needed, and Alcott's disclaimer was prob-ably
correct. But he did give his life to the task.^^
Alcott moved from school to school after the winter of 1827-28,teaching for
a time in Boston, then shifting his efforts to Germantownand Philadelphia,
and then returning to Boston in 1834 to found theTemple School, his bestknown venture. It was in this period of somesix or seven years that the
remarkable transformation of his thought oc-curred—if indeed there was a
transformation, since what may havehappened was that he simply came to
see the disjunction between thewritings he admired and his own deepest
beliefs. However that may be,the Alcott of 1827 perceived himself to be in
agreement with Locke andOwen—in fact, in the enthusiastic journal entry
he wrote that year heforesaw the triumph of the Owenite system throughout
the world. Overthe next few years, however, he became progressively
disenchanted with
12. Alcott's pedagogical "maxims" appear at the beginning of his journal for
1826-27 (Alcottfamily mss.).
13. Journals, May 11, 1827 (Alcott family mss.).
Owenism, partly because of Owen's vitriolic attacks on
organizedChristianity, but more fundamentally because of the distance
Alcott in-creasingly perceived between the Owenite (and Lockean) view of
char-acter as essentially malleable via the senses and his own view of
charac-ter as a spiritual emergence touched by the divine. Doubtless
Alcott'smore deeply held view of human nature was strengthened by his
read-ing of the Pestalozzian literature. But, as with many of his contemporaries, it was decisively confirmed by his study of the writings of
SamuelTaylor Coleridge. As Alcott observed in his journal for 1832, "In
Cole-ridge in particular, there are passages of surpassing beauty and

deepwisdom. He seems to have studied man more thoroughly, and to understand him better, than any previous poetic writer, unless it be Words-worth;
and his prose writings are full of splendid ideas clothed in themost awful
and imposing imagery. There is in this man's soul a deepwell of wisdom,
and it is a wisdom not of earth. No writer ever benefit-ed me more than he
has done. The perusal of 'Aids to Reflection' and'The Friend' forms a new
era in my mental and psychological life."Significantly, earlier that year
Alcott had reviewed what he had writtenabout Owen in the journal for 1827
and had then commented, "Wantof discrimination!""
Beyond his teaching and his reading, Alcott's role as a father duringthese
years furnished yet another opportunity for the refinement of hiseducational
ideas. He had married Abigail May in the spring of 1830,and the arrival of
Anna Bronson Alcott the following year, during thefamily's residence in
Germantown, gave Alcott the chance to launch anexperiment that he had
been considering for some time. Through sys-tematic observation and
judicious recording, he would try to ascertainthe essential nature of the
child, to the end that any who would under-take the work of education
could proceed "in due accordance and har-mony with the laws of its
constitution." Once a cooperation of natureand nurture had been achieved,
educators would come to know thetruest reaches of human potential. It was
a bracing idea for a reformer,and Alcott set about the work assiduously. By
the end of Anna's firstyear, he had filled more than three hundred pages; by
1836, with notonly Anna but Louisa May (1832) and Elizabeth Sewall
(1835) to ob-serve, he had filled almost twenty-five hundred. As might be
expected,the "Observations" are fascinating in their own right, constituting
asthey do the first known records of their kind systematically compiled in
14. Journals, October, 1827, and October, 1832 (Alcott family mss). The
final quotation iipenned and dated at the conclusion of the October, 1827,
sketch of Owen's philosophy.
the United States; they are replete with data about the children's
owndevelopment and about the Alcotts' efforts to influence that development. But, even more importantly, they are immensely revealing of Al-cott.
However much he sought "objective" data about the children, hefound
beyond all else confirmation of his own views—that the infantmind is filled

with "dimly-perceived anticipations" of all that is "ele-vated in intellect,
pure in affections, lofty in anticipation, and happy inremembrance"; that a
"conscious and intelligent soul" can begin to bediscerned at around the age
of two months; that the infant's sense ofself-reliance flourishes best under a
regimen marked by affection andgentleness ("The child must be treated as a
free, self-guiding, self-con-trolling being"); and that the key to the
progressive development of theindividual is self-control, of the passions by
the soul. Alcott himself wasquite aware of his tendency to find what he was
looking for, and heeven tried to correct for it; but the "Observations" bear
the unmistak-able stamp of the observer, and their primary value in their
own timewas doubtless to confirm Alcott's own emerging view of the
nature ofindividuality."
By the time Alcott inaugurated the Temple School in Boston in1834, his
professed views and deeply held beliefs were one, and by
thenquintessentially Transcendental, though that term had not yet comeinto
fashion. He began the school—so-called because it was conductedin the
Masonic Temple on Tremont Street—under the benign patron-age of
William Ellery Channing and with the able assistance of Eliza-beth Palmer
Peabody, the clientele being some thirty children (most ofthem under ten
years of age) from the most prominent families of thecity. The physical
layout provided for individual work space, equippedwith individual desks
and blackboards, at the same time as it allowedfor the FK)ssibility of
groupings around the master. A large Gothic win-dow dominated the room,
with a bas-relief of Christ and busts of Soc-rates, Plato, Shakespeare,
Milton, and Sir Walter Scott gazing downupon the children. In Alcott's
view, education proceeded in part via ex-ample, and his aim was to furnish
the room "with such forms as wouldaddress and cultivate the imagination
and the heart."**
Much of the work was conventional, though it was pursued withthe kind of
verve, thoughtfulness, and commitment that in and of them15. Alcott, ''Observations on the Life of My First Child (Anna Bronson
Alcott) during herFirst Year." pp. 27, 23, 10, 46 (Alcott family mss.).
16. (Elizabeth Palmer Peabody), Record of a School (2d ed.; Boston:
Russell Shattuck, 1836),p.l.

selves made the school unusual. But the larger philosophical approachthat
underlay the studies in reading, spelling, writing, arithmetic, geog-raphy,
and drawing made the school unique. The grand object of thecurriculum
was not learning in the traditional sense but rather self-knowledge—that
understanding of the true idea of one's own being thatpermits one to use
one's God-given endowments for the growth andperfection of one's spirit.
To attain that object, Alcott introduced twopedagogical devices that soon
became the hallmarks of the school: thejournal and the conversation. The
aim of the journal, which was kepton a continuing basis by the student
himself {vide Bunyan, and ofcourse Alcott himselQ, was to occasion the
kind of introspection andself-analysis that would lead the ypungster to the
truth of his own na-ture. In daily exercises, each child was encouraged to
write reflectivelyin his notebook as a means of bringing all his studies into
relationaround his own individuality and of thereby providing unity to his
ownbeing. Paralleling these exercises, some of the journals were read
aloud,the purpose being to determine the extent to which each child approached the ideal life as lived by Jesus; once again, the effort was toteach
via example. The aim of the conversation, which went hand inhand with the
journal, was to employ the dialectical method that Alcottsaw at the heart of
the pedagogy of Socrates, Plato, and Jesus. Alcottwould group the children
around his desk and begin with a question—on some event from everyday
life, on some well-known fable or episodefrom The Pilgrim's Progress, or,
best of all, on some passage from theGospels. In the discussion that
followed, he would lead, explain, com-ment, and question, evoking ideas
from the farthest reaches of the chil-dren's minds. His hoped-for outcome
was nothing less than the awak-ening of the genius of the soul.
There were really two periods in the life of the Temple School, oneof
considerable public acceptance, marked by the appearance of Eliza-beth
Peabody's Record of a School in two editions (1835, 1836), theother of
sharp public rejection, marked by the appearance of Alcott'sown
Conversations with Children on the Gospels (1836, 1837). Scarcelya
politician by temperament, Alcott was wholly unprepared for thestorm that
greeted the latter work; indeed, he had confided in his jour-nal that its
publication might well "date a new era in the history ofeducation, as well as
a prophecy of the renovation of philosophy and ofChristianity." Amid
charges of indecency, obscenity, and heresy, theschool in general and the

conversational method in particular quicklybecame the foci of a city-wide
controversy, in the wake of which enrollment fell off sharply. By the spring of 1838 there were only three chil-dren
left, and Alcott decided to close the institution. He did make a fi-nal effort
to continue the work in his own home later that year, but theadmission of a
black child turned most of the white parents against himand forced him to
abandon the venture entirely (though he steadfastlyrefused to expel the
black child). In June, 1839, Alcott left schoolteach-ing for the last time.^^
In one of those ironies that often marks the career of a reformer, atprecisely
the low ebb of his fortunes at home, Alcott's reputationabroad began to tide.
A group of mystics and reformers gatheredaround the English educator
James Pierrepont Greaves, who hadworked personally with Pestalozzi at
Yverdon, had become interested inAlcott's work as reported in Record of a
School and Conversations withChildren on the Gospels and had decided to
correspond with the manwhom they regarded as the American Pestalozzi.
Later, when theyfounded a small community and school at Ham Common,
near Rich-mond, they named the establishment Alcott House and invited
theirmentor to visit them. Alcott's friend Emerson, hoping that such a
visitmight lift Alcott from the despondency into which he had slipped
afterthe failure of the Temple School, encouraged him to go and offered
toadvance the necessary funds. Alcott accepted, spending the period
fromearly June through late September, 1842, in England. It was a
headyexperience for the visionary schoolmaster, from which he
returnedbearing nothing less than the plan for a new Eden that would
regener-ate the world. The outcome was Fruitlands, easily one of the most
in-teresting and certainly one of the most short-lived of the pre-Civil
WarUtopias.
For all intents and purposes, Fruitlands was the creation of threeindividuals:
Charles Lane, a reformist editor whom Alcott first met atAlcott House;
Henry Gardiner Wright, the gifted schoolmaster of Al-cott House (who
stayed only briefly with the experiment); and Alcotthimself. The vision
developed in England, compounded partly of astrange eugenicism that
Greaves had injected into the Alcott community(and which outlived
Greaves, who died shortly after Alcott's arrival),partly of Lane's asceticism,

and partly of Alcott's personalism. As setforth formally by Lane and Alcott
in a communication to the Herald ofFreedom, the purpose of the experiment
was to demonstrate, first, that"the evils of life are not so much social, or
political, as personal, and a
17. Journals, first week of January, 1837 (Alcott family mss.).
personal reform only can eradicate them" and, second, that the
familysituation is the one in which the reformed life can be best
exemplifiedand best transmitted. The locale was a ninety-acre farm in the
villageof Harvard, Massachusetts, which Lane purchased in the spring
of1843. The principal participants, beyond the founders. Lane's son,
andAlcott's family, were Samuel Bower, Joseph Palmer, and Isaac
Hecker,essentially seekers pursuing their respective visions of the good
(Palmerwore a long beard when beards were out of fashion and actually
suf-fered a brief imprisonment for that fact in Worcester,
Massachusetts),and a sprinkling of others.^^
The experiment was formally launched on June 14, 1843, when theAlcotts
and the Lanes moved onto the newly purchased farm; sevenmonths later, it
ended in failure. In the interim, the participants livedthe stuff of comedy,
tragedy, high principle, and low foolishness. Theestablishment was named
Fruitlands, because fruit, which was to behome grown, was seen as the
main staple of daily life. Characteristical-ly, no orchard was ever planted,
and a crop of cereals and vegetableswas put in too late for a reasonable
return. It was also decided that do-mestic animals would be liberated from
enslavement to human needs,but the members of the community never quite
decided what might re-place them, involved as they were in perpetual
conversations plumbingthe depths of human understanding. There was a
steady procession ofinterested visitors—Emerson and Channing, Theodore
Parker andGeorge Ripley, Nathaniel Hawthorne and Henry David Thoreau
—and there was an unceasing stream of experiment and innovation, indiet
and clothes, matters of health and articles of belief. Alcott's chil-dren, from
Anna, aged twelve, to Abby May, aged three, participatedas fully as they
could, with time out for an impoverished school con-ducted by Anna for the
other three.

For a while excitement, hope, and aspiration were dominant; then,as the
novelty of the venture wore off, the struggle that would prove theundoing of
Fruitlands broke into the open. Lane and Alcott had bothseen the family as
the heart of any viable program of reform. But forthe ascetic Lane it was the
celibate, consociate family as exemplified bythe religious community, while
for the paternal Alcott it was an ex-panded nuclear family as exemplified by
the Alcotts themselves. By au-tumn. Lane and Abigail Alcott were at war
within the household, Laneseeing her relationship with Alcott as a
distortion and compromise of
18. Clara Endicott Sears, cd., Branson Alcott's Fruitlands (Boston:
Houghton Mifflin Com-pany, 1915), p. 45.
the experiment, she herself viewing the relationship as its essence. Inthe
end, Abigail Alcott won, but the experiment collapsed. Early inJanuary,
1844, Lane and his son went off to live at a nearby Shakervillage, whose
consociate family was more to Lane's liking, and on Jan-uary 14 the Alcotts
left Fruitlands for new lodgings in the nearby vil-lage of Still River. As
Louisa May Alcott later remarked in "Transcen-dental Wild Oats," "The
world was not ready for Utopia yet, andthose who attempted to found it
only got laughed at for their pains."^*It is tempting to mock the foolishness
that was Fruitlands. Yet theexperiment did teach in its own way, for there
was a principle at stakethat would not down. Transcendentalism actually
gave birth to threemodels of millennial reform: Brook Farm, which even
before it enteredits Fourierist phase was more like New Harmony than not,
in that itsought change through social restructuring; Walden, which
proclaimedthe Transcendentalist's resistance to the shams, delusions, and
complex-ities of modern life in the form of a hermitage convenient to
occasionalvisitors and well stocked with selected classics; and Fruitlands,
whichassigned the crucial role in the quest for a better life to neither a restructured society nor an isolated individual but instead to a self-con-scious
family presided over by a Socratic father-teacher. In a senseall three failed
—even Walden, since Thoreau did eventually returnas a sojourner within
civilization. Two of the three occasioned manualsof instruction, however,
that remained available to seekers everywhere.Thoreau left Walden as a
guide to those who would discover theiressential natures in solitude and
then try to live by their discoveries.The Alcotts left Little Women, which

preached the values of Fruitlandslong after the reality had passed. However
decisively Fruitlands failedas a community, it generated an idea against
which at least two genera-tions of Americans would measure the quality of
their family life andeducation.
Ill
Owen's vision was of a new moral world so perfectly ordered and organized as to educe only decency and intelligence in the individualswho
inhabited it. Alcott's vision was of transcendent individuals so per-fect of
being and spirit as to constitute in their collectivity a new moralworld.
Interestingly, it was in 1827, the very year when Owen's vision
19. Louisa May Alcott, "Transcendental Wild Oats" (1876), in Sears, ed.,
Alcott's Fruit-lands, p. 169.
was dissolving in the disorder of New Harmony, that Alcott's visionwas
first taking visible form in the exhilarating work in Connecticut.And
ironically, given the ultimate failure of the Owen and Alcott ex-periments, it
was during that same year that Joseph Smith, an un-known young man of
uncertain character, is reputed to have dug up thegolden plates on which
were engraved the Book of Mormon. Smith'svision was also of a new moral
world, in this instance rendered regen-erate by the true church of Christ
restored to earth. And, while Smithdid not live to see his vision realized, it
did ultimately inspire the singlemost successful gathering of Zion in
nineteenth-century America, theGreat Basin kingdom that became the state
of Utah.
Joseph Smith had by his own account slipped into vice and folly bythe time
the angel Moroni first informed him that he had been chosenby God to
resurrect the true church in America. Born in 1805 to aNew England farm
family, he had spent his boyhood drifting fromplace to place with his
luckless parents, finally settling in Palmyra, afair-sized community of four
thousand in western New York on theprojected route of the Erie Canal.
There he had gotten caught up in thepervasive instability of a frontier
boomtown—the comings and goings ofmigrants, the frenzied speculation,
and the shrill warnings of self-styledseers and prophets. Smith was able to
cleanse himself, however, and onSeptember 11, 1827, the angel Moroni

permitted him to dig up theplates and carry them to his home. He spent the
next three years trans-lating them, producing in the process an extraordinary
compound ofmyths and precepts that drew freely upon the prevailing
doctrines ofcontemporary evangelical Protestantism. On April 6, 1830,
Smithfounded the Church of Jesus Christ of Latter-day Saints, the
initialconverts being his own kith and kin; and three months later the Book
ofMormon was published.
During the next fourteen years, until his brutal murder in 1844 atthe hands
of a Carthage, Illinois, lynch mob. Smith, in concert withsuch trusted
lieutenants as Sidney Rigdon, W. W. Phelps, Heber C.Kimball, and
Brigham Young, slowly worked out the piety and policyof the new church.
Assertively perfectionist, restorationist, and millen-nial in its theology, it
was conceived as a gathered community with-drawn from the gentile world
and living according to the ideals of eco-nomic communalism, theocratic
government, and plural marriage. InKirtland, Ohio, Independence and Far
West, Missouri, and Nauvoo,Illinois, Smith skillfully employed principle,
pragmatism, and revela-tion to develop the blueprint for a new Utopia. And,
when the Saints, in
I
the aftermath of his death, finally did make their epochal trek to theGreat
Basin west of the Rockies, that blueprint had already been triedand tested,
and waited only for a chance to be realized, away from theinterference of
hostile neighbors.
Mormonism's earliest appeal was to the disinherited, Yankee andYorker
farmers caught up in the multifarious enthusiasms of the day,many of them
former Methodists, Baptists, or sectarian come-outers.Mormonism offered
them the perfectionism they so fervently yearnedfor, but it joined that
perfectionism to a highly traditional theology re-volving around a personal,
omnipotent God standing once again at thecenter of time and the universe.
In place of liberalism, Mormonismpreached orthodoxy; in place of
individualism, it preached discipline;and, in place of progress, it preached
restoration. And its instrument forthe realization of these goals would be the
model Zion, the perfect com-munity that would educate its citizens to virtue
at the same time as itexemplified virtue to an unregenerate world.

There is much to be written about Mormon theology, particularlyas it
reflected and incorporated certain characteristic values of Jackson-ian
America. It is not without significance, for example, that Mormon-ism
located Eden as well as Zion within the continental limits of theUnited
States. It was there that the drama of creation and redemptionwas destined
to be played out. It was there that God would work hiswonders, via the
personal day-by-day efforts of his chosen people. Itwas the'-e that
individual human beings, choosing, aspiring, striving,and achieving, would,
like the ancient Hebrews, live under God's lawin an eternal covenant with
him. It was there that Christ would reap-pear to preside everlastingly over
the city of the Saints. The sacred andthe secular would once again be
united, each infusing the other withever richer meaning.
The concept of the faithful gathered out of the bosom of Babylonbecame a
cardinal principle of Mormon doctrine. As Father Lehi hadproclaimed in
The Book of Mormon: "Yea, the Lord hath covenantedthis land unto me,
and to my children forever, and also all those whoshould be led out of other
countries by the hand of the Lord." And, asSmith himself proclaimed in
revelations handed down in 1830 and1831, the Lord, having sent forth truth
in the form of The Book ofMormon, had decided to gather his elect to build
the New Jerusalem,to which the city of Enoch would one day descend from
heaven in mil-lennial greeting. Moreover, the New Jerusalem was to be the
AmericanWest, and the portal to that New Jerusalem the town of Kirtland,
Ohio, to which the faithful were to repair so that Zion might be chosenand
then promptly and everlastingly secured.^®
It was initially at Kirtland, and then at Independence and FarWest,
Missouri, and at Nauvoo, Illinois, that Smith, largely in collabo-ration with
Sidney Rigdon, worked out the law of consecration andstewardship, the
basis for the Mormons' economic communism. Rig-don, a Campbellite
preacher who had been converted to Mormonismalong with his entire
congregation, had familiarized himself with theOwenite experiment at New
Harmony, and had actually organized hiscongregation at Kirtland as a
communistic colony. When he fell outwith his fellow Campbellites on the
rightness of holding "all things incommon," he persuaded Smith to consider
the Kirtland congregation asthe core of the Mormon gathering there and to

adopt the communismof Christ's early disciples as the basis of Mormon
living. As Smith for-mulated the doctrine in a revelation handed down on
February 9, 1831,the faithful were obliged to "consecrate" all their property
to the pre-siding bishop and his counselors, who would then assign a
"steward-ship" to every family on the basis of its needs and just wants,
while re-taining the remainder for the poor, for general church purposes,
andfor the building of the New Jerusalem. Once the stewardship had
beenassigned, it was up to the individual family to determine how and
inwhat ways it would be utilized, which rendered Mormon
communismquite different from the several varieties of contemporary
Owenism."
In any case, the arrangement did not work, in part for many of thesame
reasons as bedeviled New Harmony, in part because of the unre-lenting
opposition of gentile neighbors. By 1838, in a revelation handeddown in
Far West, Missouri, Smith announced the beginning of tithingamong the
Mormons, and at about that time, too, several groups ofSaints undertook to
form cooperative enterprises known as "UnitedFirms," which applied the
laws of consecration and stewardship on amuch more limited basis. When
Zion shifted to Nauvoo, Illinois, thefollowing year, there was no effort to
reinstitute the original plan ofKirtland days. But tithing and cooperation,
not only with respect towealth and property, but also with respect to
personal time and effort,became integral to Mormon life and remained
signal characteristics ofthe Mormon community from that time forward.^^
20. The Book of Mormon, translated by Joseph Smith, Jr. (Salt Lake City,
Utah: TheChurch of Jesus Christ of Latter-day Saints, 1973), 2 Nephi, 1, 5
(p. 50); and The Doctnne andCovenants of the Church of Jesus Christ of
Latter-day Saints (Salt Lake City, Utah: Tlic Churchof Jesus Christ of
Latter-day Saints, 1970), sec. 37, 3; sec. 39, 13-15; sec. 42, 8-9 (pp. 54, 58,
61).
21. Doctrine and Covenants, sec. 42, 30-35 (p. 62).
22. Ibid., xc. 119, 1-3 (p. 212).
Joseph Smith once wrote that his incHnation in government wastoward
"theo-democracy," by which he meant that the revealed will ofAlmighty

God, as made known by his prophet, was law and that thepriesthood
administered the law, though individuals retained free willin accepting or
rejecting the law and in approving those who adminis-tered it. In actuality,
"theo-democracy" took the form of a fascinatingcombination of autocracy
and widespread participation. There weretwo lay priesthoods, the Aaronic
and the Melchizedek, the first de-clared as a result of the vision of 1829 that
led to the founding of thechurch, the latter declared as a higher priesthood
in an 1831 revelationhanded down at the initial general conference of the
church in Kirt-land. Every male convert to Mormonism was a priest (with
the excep-tion of blacks, who could be members but who were barred from
thepriesthood), and most in due course earned some special responsibilities, as deacons, teachers, and elders, which they carried in addition tothe
regular work that earned them their living. Only elders, however,"regularly
ordained by the heads of the church," were permitted topreach. Smith early
designated himself First Elder and later took the ti-tle President of the High
Priesthood (a revealing combination of repub-lican and Biblical
terminology). Together with two personally chosencounselors, he formed
the First Presidency of the Church."
Essentially, church government was hierarchical, all officers
beingappointed by their superiors with the consent of the constituency involved—a consent that soon became for all intents and purposes a formality. During the 1830's, a series of five councils oversaw affairs invarious
domains and all five were presumed to be co-equal; in reality,however, the
Council—or Quorum, as it was called—of the TwelveApostles, which
worked closely with the President and subsequentlyfilled vacancies in the
Presidency, was supreme. The President, asGod's spokesman on earth,
promulgated doctrine and oversaw the af-fairs of the kingdom; all acts,
appointments, and appropriations withinthe church were carried out in his
name. In addition, there was thePresiding Bishop of the Church, who
oversaw its financial affairs butwho worked within policies set by the
Presidency and the Quorum.
During the 1830's and early 1840's, the spiritual and temporal af-fairs of the
kingdom were seen as one, and local church congregations,each presided
over by a resident bishop, concerned themselves with awide range of

activities, from the religious instruction of the young tothe care of the aged
and infirm. By 1844, however. Smith and his asso23. Journal History of the Church of Latter-day Saints, April 15, 1844 (ms.
collections,Church Historian's Office, Salt Lake City, Utah); and Doctnne
and Covenants, sec. 42, 11 (p. 61).
dates saw the need to solve the problem that every Zion that permitsthe
unregenerate to live within its bounds must sooner or later confront,namely,
the devising of some governmental arrangement that will se-cure a
reasonable degree of consent. Their response was the creation ofthe Council
of Fifty, a mixed group of Mormons and gentiles entrustedwith regulating
the affairs of the community (in this instance, of Nau-voo). The Quorum of
the Twelve Apostles served as ex-officio mem-bers, and the president of the
church was the president of the Coun-cil—once again indicating the unity
of the religious and politicalkingdoms of God. In the period following
Smith's death in 1844, it wasBrigham Young's ability to win the confidence
of the Quorum and theCouncil of Fifty and to govern thrpugh them as
President of the HighPriesthood that decisively established his leadership in
the exodus to theGreat Basin and the establishment of the new Zion there.
By the 1840's, the gathered community withdrawn from the worldand living
under God's law according to the principles of consecration,stewardship,
and theo-democracy had become the essence of Mormon-ism. But, to many
contemporaries, all these features were secondary tothe principle of plural
marriage. There is evidence to the effect that Jo-seph Smith had prepared a
revelation on polygamy as early as 1831,but none was published at that
time. And there is also indication in theautobiographies of Orson Pratt and
W. W. Phelps that the prophet haddiscussed the idea from time to time
during the later 1830's. But it wasin the Nauvoo period that the principle of
plural marriage was first setforth in detail. Essentially, it maintained that
souls exist through eter-nity, that only the most infinitesimal part of that
existence is spent onearth (although the actions of souls on earth powerfully
affect existencethrough eternity), that an earthly marriage sealed in the
temple is acovenant for time and eternity and hence celestial in character,
that themarried state for time and eternity is more blessed and godlike than
theunmarried state, and that plural marriage, insofar as it provides phys-ical

bodies for the innumerable souls awaiting earthly tabernacles, is inthe last
analysis a fulfillment of the Lord's commandment, "Be fruitful,and
multiply, and replenish the earth."^*
It should be noted that only a small number of Mormons, princi-pally Smith
and his closer associates, undertook plural marriage duringthe 1840's and
that it was not until the removal to the Great Basin andthe relative isolation
there that any significant number of Mormonsever did. Even then, there
probably never was a time when more than a
24. Genesis 1:28.
fifth or a sixth of the families in Utah were polygamous. In effect,therefore,
whatever its theological sanction and justification, pluralmarriage was
always a minority practice within the Mormon commu-nity, though it was a
practice of the more highly prestigious element.
In 1833, in connection with the planting of the Mormon communityin
Jackson County, Missouri, the prophet designed a plan for the Cityof Zion
that was to exercise considerable influence during the ensuinghalf-century.
It was conceived as a square mile in size and intended fora population of
some fifteen to twenty thousand. Three central blockswere set aside for
public buildings, with the remainder of the city laidout on a grid pattern
with designated areas for commercial and residen-tial use. The city was to
be circumscribed by farm lands and therebylimited with respect to
expansion. "When this square is thus laid offand supplied," Smith wrote,
"lay off another in the same way, and sofill up the world in these last days;
and let every man live in the city forthis is the City of Zion." Far West,
Missouri, was developed accordingto the plan, and then Nauvoo, Illinois,
and then Winter Quarters in theNebraska Territory, where the Saints
encamped temporarily during theexodus of 1847, and finally Salt Lake City
and a dozen other commu-nities in the territory of Utah."
Within this carefully planned physical layout, doubtless represent-ing
Smith's version of the square Biblical cities described in Leviticusand
Numbers, the Mormons developed the particular constellation ofinstitutions
that gave social embodiment to their religious aspirations.The characteristic
Mormon community assumed its early form in Mis-souri, was further

developed in Nauvoo, and reached its full floweringin Salt Lake City,
where, ironically, at the very peak of its develop-ment, it encountered the
forces that would later engulf it and reinte-grate it into the gentile world.
Three elements were critical in sustain-ing this community: the particular
complex of values that ThomasO'Dea has aptly characterized as "the
transcendentalism of achieve-ment"; the configuration of mutually
supportive educative institutionsdevoted to transmitting and nurturing those
values; and a relative isola-tion from competing values and social
systems.^*
The Mormon conception of the universe as evolving, developing,and
advancing, and of each individual's choices on earth as ultimately
25. John W. Reps, The Making of Urban America: A History of City
Planning in the Unit-ed States (Princeton, N.J.: Princeton University Press,
1965), pp. 466-472. Reps notes thatSmith's city was intended for a
population of fifteen to twenty thousand persons and had onlyaround a
thousand house lots, indicating that the average hosuehold size was
expected to be be-tween fifteen and twenty.
26. Thomas F. O'Dea, The Mormons (Chicago: University of Chicago
Press, 1957), p. 150.
98 THEKINGDOMOFGOD
decisive with respect to his lot in eternity, placed immense emphasis
onpersonal agency, activity, and achievement. Moreover, Smith's millennialist prophecies of "last days," of the need to prepare for Christ's lit-eral
return that would mark the miraculous restoration of the earth toits first
glory, placed a tremendous premium on the prudent use ofearthly time by
those free to choose the Lord's way. Taken together,these precepts
combined possibility and urgency into an immenselypowerful work ethic:
whether in farming the land, or building the tem-ple, or studying the
Scriptures, or caring for the infirm, the Mormonwas simultaneously
assisting God in gaining mastery over the universeand advancing himself in
likeness to God.

These values were purveyed, realized, and celebrated within a configuration of interacting and complementary educative institutions
thattouched every aspect of life in the Mormon community. Despite
thepractice of polygamy on the part of a segment of the population, Mormon households tended to remain separate and patriarchal; hence,though
polygamy patently altered and extended kin relationships andsurely placed
greater stress and obligation on the mothers of pluralfamilies, it does not
appear to have radically altered contemporary pat-terns of childrearing.
Fathers and mothers of monogamous and polyga-mous families alike
transmitted the achievement ethic, and they wereencouraged and assisted in
this endeavor by numerous local officials inthe two priestly orders and by
the formal rituals of the local congrega-tion and the central temple. Beyond
the education of family and church,the values and outlooks of Mormonism
were reinforced by a school sys-tem; a university (which derived from the
School of the Prophets firstorganized by Smith himself in 1833); a plethora
of books, pamphlets,newspapers, and magazines; a profusion of public
lectures; and a widevariety of clubs, societies, and associations—all
sponsored, controlled, orinfluenced in one way or another by church
authorities. And, beyondall these, there was the critically important
education implicit in par-ticipation: in the lay priesthoods, in church
conferences, in missionaryactivities, in the Nauvoo Legion (the Mormon
militia), in the Women'sRelief Society, in economic cooperatives, and in
other community orga-nizations. Mormonism was not only activist in its
organization, it in-vited—nay required—extensive participation in its
programs.
Finally, given these integrative activities within the community,there was
the advantage of isolation. It was never complete isolation, ofcourse. The
California gold rush sent a steady stream of travelersthrough the Promised
Land, though here as elsewhere in the economic
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realm the Mormons turned a problem into an advantage and saw to itthat
Sah Lake City became an important (and lucrative) v^ay station onthe road
to California. The railroad turned that stream into a river,and here, too, the
Mormons gained economically by investing in theroads and the trade they

made possible. Certainly during the years ofBrigham Young's ascendancy,
though there v^as continuing conflictwith the United States government,
especially over polygamy, the Mor-mon kingdom prospered as an enclave
within the American common-wealth. By the time of Young's death in
1877, there must have beensome 150,000 Mormons in Utah and its
environs, testifying eloquentlyto the vitality of Mormon educational
institutions (both at home andabroad, for the Mormon ranks had been
significantly enlarged by thou-sands of converts who had come from
Europe after having been wonover by Mormon missionaries) and surely
establishing the Mormonkingdom as the most fruitful millennialist
community in nineteenth-century America.
In a sense, Mormonism represents all the sectarian communitiesthat
retreated from the world with a design for perfection and succeed-ed, at
least in that elemental definition of success that assumes, at theminimum,
survival. Some of these communities, like the Shakers, sur-vived with their
ideals intact and continued essentially in the imageprojected by their
founders. Others, like the Mennonites, survivedwhile undergoing subtle and
significant transformations deriving fromtheir location within the American
society. Still others, like the Oneidacommunity, survived in their projected
form for a time and then under-went radical alteration. For all these
ventures, there were persistentproblems of education. In the first place,
there was the problem oftransmitting essential values, which was especially
difficult in thosecommunities which could perpetuate themselves only by
recruitment, aswas the case with the Shakers, but by no means simple even
in commu-nities that did not practice celibacy. Second, there was the
problem ofinterpreting or contravening the outside educational influences
that en-tered the community through trade, or preaching, or literature,
or,toward the end of the century, compulsory schooling. And, finally,
therewas the problem of maintaining consent amidst the incessant
internalsquabbles over doctrine and the constant defections to the
externalworld. Yet the communities persisted, forming social, cultural, and
edu-cational enclaves within the larger American society, inevitably
sharingmany of its patterns and values while at the same time rejecting
others,and in the end creating composite rather than homogeneous cultural
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entities. In persisting, though they failed to convert the larger society,they
did teach it, in such varied realms as productive craftsmanship,economic
cooperation, social discipline, and millennial hope.
John Humphrey Noyes, who founded the Oneida community afterbeing
converted to Charles Grandison Finney's earlier perfectionism,observed in
his History of American Socialisms (1870) that religion hadto be at the base
of any successful communitarian venture, by which hemeant an integrating
value system that controlled "all external arrange-ments." Noyes was
probably correct, though his observation implied aswell that the value
system, to be successful in its disciplining of power,had to be shared by
contemporaries if the community was to functionand by future generations
if the community was to survive. In the ab-sence of education, the most
deeply held religion would be ephemeral,and the most sectarian of
communities transitory, as countless charis-matic leaders learned to their
bitter disappointment in the crucible ofnineteenth-century America."
27. John Humphrey Noyes, History of American Socialisms (1870; New
York: HillaryHouse, 1961), p. 655. See also Charles Nordhoff, The
Communistic Societies of the United States(1875; New York: Schocken
Books, 1965), p. 408.
Part II
THE VIRTUOUS REPUBLIC
Promote then as an object of primary importance, institutions for thegeneral
diffusion of knowledge. In proportion as the structure of gov-ernment gives
force to public opinion, it is essential that public opinionshould be
enlightened.
GEORGE WASHINGTON

No theme was so universally articulated during the early decades of
theRepublic as the need of a self-governing people for universal education.The
argument pervaded the discourse of the Revolutionary generation.Washington
included it in the farewell address that marked his decisionnot to stand again for
the presidency in 1796. "It is substantially true,"he observed, "that virtue or
morality is a necessary spring of populargovernment. The rule indeed extends
with more or less force to everyspecies of free government. Who that is a
sincere friend to it can lookwith indifference upon attempts to shake the
foundation of the fabric?Promote then as an object of primary importance
institutions for thegeneral diffusion of knowledge. In proportion as the structure
of a gov-ernment gives force to public opinion, it is essential that public
opinionshould be enlightened." John Adams proffered similar advice in his inaugural address, despite his growing disenchantment by the 1790's withhis
earlier hopes for the perfectibility of mankind. And Jefferson andMadison
sounded the theme again and again in their public speechesand private
correspondence, as indeed did countless governors, legisla-tors, stump
speakers, and Fourth of July orators in every region of thecountry. By the
1820's, the need of a self-governing people for univer-sal education had
become a familiar part of the litany of Americanpx)litics.^
Yet, beneath the rhetoric of high aspiration concerning the need,there were
major disagreements concerning the means. Washington, forexample, never
elucidated what he meant by institutions for the generaldiffusion of knowledge,
though there is evidence that what he most de1. The Writings oj George Washington from the Original Manuscript Sources,
1745-1799,edited by John C. Fitzpatrick (39 vols.; Washington, D.C.:
Government Printing Office, 1931-1944), XXXV, 229-230.
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sired in 1796 as an instrument for enlightening public opinion was anational
university located in the capital city. Jefferson, on the otherhand, spelled out
quite explicitly in his several bills of 1779 w^hat hemeant by institutions for the
general diffusion of know^ledge: they in-cluded public primary schools, quasipublic grammar schools, a public-ly controlled college (the College of William
and Mary), and a greatpublic reference library at Richmond. But Jefferson as

president doubt-ed that Congress had the pov^er under the Constitution to
establish anational university, and in 1806 he actually suggested that a constitutional amendment w^ould be required before Congress could properlyconsider
the possibility. John Adams continued to believe in the role ofthe churches in
nurturing the public discipline required for the success-ful operation of a free
society; Jefferson and Madison, on the contrary,led the campaign for
disestablishment in Virginia that culminated inthe 1786 Statute for Religious
Freedom. And Adams never really for-gave the press for its calumnious attacks
on his administration and hisperson during the hard-fought election of 1800;
but Jefferson, who suf-fered similar attacks, continued to view the press as an
agency whosecapacity for enlightening the public exceeded even that of the
schools.
Granted the depth and intensity of these disagreements—and theyreflected even
more extensive disagreements among ordinary citizens—Americans did
develop a degree of consensus during the early decadesof the nineteenth
century concerning what a broad public education inthe arts of self-government
might be. That education would center inthree essential components: popular
schooling, for the purpose of con-veying literacy along with a certain common
core of knowledge, moral-ity, and patriotism; a free press, to give voice to
multiple views on im-portant public issues and thereby to help form an
enlightened publicopinion; and a host of voluntary associations, ranging from
civic organi-zations to political parties to the agencies of government
itself.Equipped by schooling with the skills of literacy and by newspaperswith
up-to-date information, a free American citizenry would learn thebusiness of
self-government by governing, by actually experiencing theformulating,
debating, legislating, and carrying out of public policies. Itwas a heady vision
of a new world in the making, in which men and,somewhat differently, women
of every social background—rich andpoor, German and French, Protestant and
Catholic— would take partin the great experiment as to whether a people could
manage its ownaffairs.
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Rich and poor, German and French, Protestant and Catholic—butnot black and
red. For all the talk of refuge and asylum, American no-tions of citizenship
managed to transcend the barriers of class, ethnicity,religion, and even—with
persisting unclarities—gender, but not thebarriers of race. Blacks and Indians
were excluded from citizenship andhence from education for self-government.

They were subjected insteadto a demeaning education by the dominant white
community thatbarred them from participating in public affairs. In the treatment
theywere accorded, the virtue of the Republic was sorely tested, and
foundwanting.
I
Al
Chapter 4
REPUBLICAN CIVILITIES
It may be an easy thing to make a republic, but it is a very laboriousthing to
make republicans.
HORACE MANN
In 1823, at the ripe age of seventy-seven, Thomas Jefferson set out to"make
some memoranda, and state some recollections of dates and factsconcerning
myself, for my own more ready reference, and for the infor-mation of my
family." The autobiography that resulted was spare andunrevealing at best and
broke off abruptly with Jefferson's arrival inNew York during the spring of
1790 to take up his post as secretary ofstate in the new administration. But, in
the fragment that was complet-ed, Jefferson did take the opportunity to reflect
on the revisal of thelaws of Virginia that he had pressed with such vigor during
the yearsbetween 1776 and 1779. In retrospect, four of the bills in particularhad
seemed to him to form a system "by which every fibre would beeradicated of
ancient or future aristocracy; and a foundation laid for agovernment truly
republican." The repeal of the laws of entail and pri-mogeniture would prevent
the accumulation of wealth in select familiesand remove the feudal distinctions
that rendered one member of a fam-ily rich and the rest poor. The Bill for
Religious Freedom would re-lieve the people of the odious burden of
supporting a religion not theirs.And the Bill for the More General Diffusion of
Knowledge wouldqualify them to "understand their rights, to maintain them,
and to ex-ercise with intelligence their parts in self-government."^
Actually, for all the vigor of his leadership during the early phasesof the revisal,
Jefferson was in France during much of the time the

1. "Autobiography," in The Writings of Thomas Jefferson, edited by Paul
Leicester Ford (10vols.; New York: G. P. Putnam's Sons, 1891-1899), I, 1, 68,
69.
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bills were before the legislature. Those abolishing entail and primo-geniture
were passed in 1785, and the one establishing religious free-dom was finally
enacted in 1786, though only after Patrick Henry's al-ternative Bill for
Religious Assessments had been defeated under theskillful leadership of James
Madison (Henry's bill had justified taxsupport for the Christian religion
generally on the ground of the state'sright to diffuse knowledge). The Bill for
the More General Diffusionof Knowledge, however, which Jefferson saw as the
most important inthe whole code, fared less well (as did its companion
measures toamend the charter of the College of William and Mary and to
establisha major public library in Richmond—both of which received
cursoryconsideration at best and ultimately failed to pass in either house).
Thebill came before the House of Delegates in 1778 and again in 1780,and was
actually passed by the House in 1785, but it failed in the Sen-ate. Writing from
France, Jefferson urged his friend George Wythe,who had served with him on
the original committee of revisers, to re-double his efforts on behalf of the
measure. "Preach, my dear sir, acrusade against ignorance; establish and
improve the law for educatingthe common people. Let our countrymen know .
.. that the tax whichwill be paid for this purpose is not more than the thousandth
part ofwhat will be paid to kings, priests and nobles who will rise up amongus
if we leave the people in ignorance." But it was to no avail. Themeasure came
before the House in 1786 and was again rejected. "Thenecessity of a systematic
provision on the subject was admitted on allhands," Madison wrote from
Virginia, informing Jefferson of the fail-ure. But apparently the cost of the
program and the difficulty of carry-ing it out, given the sparseness of
population in many areas, had keptthe requisite support from materializing. Ten
years later, when thematter came again to the fore, the legislature approved that
part of thebill which provided for elementary schools, but inserted a local
optionclause empowering the county courts to determine whether and when
toinstitute the program. It was Jefferson's belief that the clause effective-ly
emasculated the bill, since the local justices, being generally men ofwealth, had
little interest in being taxed for the education of the poor.^Jefferson gave only
passing attention to education during his tenureas vice-president and president
of the United States. He continued his

2. Thomas Jefferson to George Wythe, August 13, 1786, in The Papers oj
Thomas Jefferson,edited by Julian P. Boyd et al. (19+ vols.; Princeton, N.J.:
Princeton University Press, 1950- ),X, 245; and James Madison to Thomas
Jefferson, February 15, 1787, in The Writings oJ JamesMadison, edited by
Gaillard Hunt (9 vols.; New York: G. P. Putnam's Sons, 1900-1910), II. 308.
correspondence with friends such as Joseph Priestley and Pierre Sam-uel Du
Pont de Nemours concerning the proper system of schooling fora republic. He
noted in his second inaugural address that the federalgovernment might soon
have a surplus of revenues and urged that theConstitution be amended to permit
the excess to go to the states for thedevelopment of "rivers, canals, roads, arts,
manufactures, education,and other great objects v^ithin each state." And he did
press forward hisinterest in a national university, encouraging Joel Barlow to
developplans for such an institution and recommending to the Congress in1806
that the necessary legislation (and Constitutional amendment) beadopted. But
the efforts were half-hearted at best and eventually cameto naught; indeed, on
the matter of the surplus revenues he may evenhave changed his opinion by the
time of his retirement. Once back inMonticello as a private citizen, however,
Jefferson again focused hisconcern on the question of education in Virginia.^
The legislation of 1796 had changed nothing, since no county courthad
exercised its prerogative of initiating the program. Thus the prob-lem in
Jefferson's view was still to erect a comprehensive system thatwould at the
same time provide a general education for the electorate atlarge and afford
additional educational opportunity to potential leaders.In an oft-cited letter to
his nephew Peter Carr in 1814, he divided thecitizenry into two general classes,
the laboring and the learned, andthen specified the establishment of elementary
schools for all white chil-dren and the opportunity for further schooling in
"general schools" (theacademies of the bill of 1779) and "professional schools"
for thoseheaded toward positions of political, social, and intellectual
leadership.Three years later he sent to his trusted lieutenant, Joseph
CarringtonCabell, a package of bills providing for local elementary schools,
districtcolleges (again, the academies of the bill of 1779), and a university tobe
erected on the foundation of Central College in Jefferson's ownhome county of
Albemarle. The elementary schools were to be support-ed by local taxation,
while the district colleges and the university wereto be partially financed by
income from the state literary fund, an en-dowment that had been established in
1810 for the purpose of aidingspecified educational causes. The program came

into conflict with analternative arrangement put forward by Charles Fenton
Mercer, aFederalist spokesman for the western interests of the state, which
3. Second Inaugural Address, March 4, 1805, in Saul K. Padover, ed., The
Complete Jeffer-son (New York: Tudor Publishing, 1943), p. 411.
would have assigned the burden of income from the hterary fund to theprimary
schools and v^hich would have located the state university inthe Shenandoah
Valley. The result was that neither proposal attractedthe necessary votes for
passage. A substitute measure was enacted, pro-viding only for the education of
the poor in such elementary schools aswere available, and it was onto that
measure that Cabell "engrafted"the provision for a university. The hastily
wrought legislation turnedJefferson decisively—though never solely—to the
consideration of high-er education.*
Cabell's provision stipulated that the governor appoint a commissionto meet at
Rockfish Gap on August 1, 1818, to determine a site for theuniversity and
sketch a plan for its organization, its program, and itsbuildings. Twenty-one
commissioners duly met from August 1 through4, elected Jefferson chairman,
selected Charlottesville (the location ofCentral College) as the site of the
university, and adopted as their owna report on organization and program that
Jefferson had drafted theprevious June. The document is immensely revealing
of Jefferson'slarger view of education and for that reason bears close scrutiny.
Theobjects of primary education, Jefferson suggested, were as follows:
To give every citizen the information he needs for the transaction of hisown
business;
To enable him to calculate for himself, and to express and preserve hisideas, his
contracts and accounts, in writing;
To improve, by reading, his morals and faculties;
To understand his duties to his neighbors and country, and to dischargewith
competence the functions confided to him by cither;
To know his rights; to exercise with order and justice those he retains; tochoose
with discretion the fiduciary of those he delegates; and to notice theirconduct
with diligence, with candor, and judgment;

And, in general, to observe with intelligence and faithfulness all the
socialrelations under which he shall be placed.
The subjects Jefferson thought would achieve these goals were reading,writing,
arithmetic, mensuration, geography, and history—essentiallythe list included in
the bill of 1779, with mensuration and geographyadded.*^
4. Thomas Jefferson to Peter Carr, September 7, 1814, in The Writtngi of
Thames Jefferson.edited by Andrew A. Lipscomb and Albert EUcry Bergh (20
vols.; Washington, DC: ThomasJcffcraon Memorial Association, 1903-1904),
XIX, 211-221; and Joseph C. Cabell to ThomasJefferson, February 20, 1818, in
Early History of the University of Virginia as Contained in theLetters of
Thomas Jefferson and foseph C. Cabell (Richmond: J. W. Randolph, 1856), p.
125.
5. Report of the Commissioners for the University of Virginia, August 1-4,
1818, in Pa-dovcr, ed.. Complete Jefferson, p. 1097.
Similarly, the objects of higher education were:
To form the statesmen, legislators and judges, on whom public prosperityand
individual happiness are so much to depend;
To expound the principles and structure of government, the laws whichregulate
the intercourse of nations, those formed municipally for our own gov-ernment,
and a sound spirit of legislation, which, banishing all arbitrary andunnecessary
restraint on individual action, shall leave us free to do whateverdoes not violate
the equal rights of another;
To harmonize and promote the interests of agriculture, manufactures
andcommerce, and by well-informed views of political economy to give a
freescope to the public industry;
To develop the reasoning faculties of our youth, enlarge their minds, culti-vate
their morals, and instill into them the precepts of virtue and order;
To enlighten them with mathematical and physical sciences, which ad-vance
the arts, and administer to the health, the subsistence, and comforts ofhuman
life;

And, generally, to form them to habits of reflection and correct action, rendering them examples of virtue to others, and of happiness within themselves.
The subjects Jefferson thought v^ould achieve these goals were
ancientlanguages (Latin, Greek, Hebrew), modern languages (French, Span-ish,
Italian, German, Anglo-Saxon), pure mathematics (algebra, flux-ions,
geometry, architecture), physico-mathematics (mechanics, statics,dynamics,
pneumatics, acoustics, optics, astronomy, geography), naturalphilosophy
(chemistry and mineralogy), botany (including zoology),anatomy (including
medicine), government (political economy, the lawof nature and nations, and
history), municipal law, and ideology(grammar, ethics, rhetoric, belles-lettres,
and the fine arts). Divinity,incidentally, was nowhere mentioned, its substance
having been left inpart to the professor who would teach ideology and in part to
the sever-al sects, which were invited to provide, "as they think fittest, the
meansof further instruction in their own peculiar tenets."®
The entire scheme, Jefferson maintained, was founded upon theview that
human nature was not fixed, that man was essentially im-provable, and that
education was the chief means of effecting that im-provement. "Education . . .
engrafts a new man on the native stock,"Jefferson asserted, "and improves what
in his nature was vicious andperverse into qualities of virtue and social worth.
And it cannot be butthat each generation succeeding to the knowledge acquired
by all thosewho preceded it, adding to it their own acquisitions and
discoveries,and handing the mass down for successive and constant
accumulation,
6. Ibtd.. p. 1098.
must advance the knov^ledge and w^ell-being of mankind, not infinitely,as
some have said, but indefinitely, and to a term w^hich no one can fixand
foresee." It was an optimistic philosophy, though not romanticallyoptimistic.
"My theory has always been," he wrote to the Marquis deBarbe-Marbois, "that
if we are to dream, the flatteries of hope are ascheap, and pleasanter than the
gloom of despair."^
The report was presented to the legislature in December and adopt-ed the
following month. But it would be another six long years beforethe buildings
would be ready, the faculty recruited, and a genuine uni-versity erected on the
foundations of Central College. During that time,with Jeff^erson serving as
rector (chairman of the board of visitors), theprinciple of election—or choice

among schools—was introduced, the tenchairs originally envisioned (one for
each of the major subject areas)were reduced to eight (law and government
were combined and phys-ico-mathematics was dropped), and the various
Christian denomina-tions were invited to establish theological seminaries on
the "confines"(borders) of the university. But, in the main, the Rockfish Gap
reportproved decisive in the shaping of the institution. For all the
genuinecontributions of others, notably Joseph C. Cabell, James Madison,
andFrancis Gilmer, the university was, in Emerson's phrase, the "length-ened
shadow of one man."^
By the time of Jefferson's death in 1826, a substantial portion of hisprogram for
education had come to pass. The church had been dises-tablished and its
teaching relegated to a more private—though notwholly private—sphere; a
university had been founded under publicauspices; and a press that had
consistently extended its freedom despiteits ever-sharpening attacks on leading
public figures, including Jeffer-son, was daily performing its vital—if
cacophonous—function of publicenlightenment. But the great library at
Richmond had not been built,and neither had the small circulating libraries
Jefferson had recom-mended for each county of the state in 1809. More
importantly, per-haps, the system of free primary schools envisioned in the Bill
for theMore General DifTusion of Knowledge had not been established. Opinion has been divided concerning Jefferson's own culpability in the latterfailure.
There can be no denying his steadfast commitment to popular
7. Ibid., p. 1099; Thomas Jefferson to M. de Barbc-Marbois, June U, 1817, in
Wnttngs ofThomas Jefferson, edited by Lipscomb and Bergh, XV, 131.
8. Report of the Rector and Visitors of the University of Virginia, Oaober 7,
1822, in EarlyHistory of the University of Virginia, p. 474; and Ralph Waldo
Emerson, "Self-Reliance," in TheComplete Works of Ralph Waldo Emerson
(12 vols., Boston: Houghton Mifflin and Company,1903-1904), II, 61.
schooling: he reiterated it time and again during the years following1809 and
even went so far as to remark to Cabell in 1823 that, ifforced to choose between
the university and the primary schools, hewould choose the latter. Nevertheless,
the fact remains that by 1823 hehad made a choice, and his choice had been the
university. His prefer-ence may well have been the reflection of an inveterate
elitism under allthe rhetoric, as some have claimed. But it was more likely the
reflectionof a stubborn popularism joined to a characteristic localism. From

thebeginning, Jeff"erson had viewed the "hundreds" (later "wards")—subdivisions of counties roughly six square miles in area—that would
haveresponsibility for the primary schools as the basic units of local government, miniature republics where every man might enjoy direct partici-pation in
public affairs, caring not only for education but also for policeprotection, roads,
the poor, the militia company, and other immediateconcerns. In Jefferson's
mind, the primary schools and the hundredswere inseparable. When Charles
Fenton Mercer's bill of 1817 pro-posed a state-sponsored system of primary
schools along with state-aid-ed academies and colleges and a state university
somewhere in theShenandoah Valley, Jeff'erson (through Cabell) opposed it.
The imme-diate reasons were pragmatic—Jefferson did not think the literary
fundcould or should support all the endeavors simultaneously and he want-ed
the state university at Charlottesville first. But the deeper reasonswere
ideological—Jefferson had come to see an inextricable connectionbetween
education and politics at the local level that was quite as sig-nificant to him as
the general need for an educated electorate and awise leadership, and that
connection proved decisive as he chose amongthe political options available
after 1809. His choices may not havebeen wise or prudent but they were at the
least considered.^
Finally, Jefferson's popularism itself, though radical for its time,was also
subject to limitations characteristic of the time. He wanted theslaves
emancipated and even educated, but only so that they could re-turn to Africa.
He wanted the Indians amalgamated, but ended up con-curring as president in
the policy of Indian removal. He cared deeplyabout the education of his
daughters, but wrote to Nathaniel Burwellin 1818 that he had never thought
systematically about the education offemales, although he did comment on the
advantages of teaching themdancing, drawing, music, household economy, and
French literature
9. Thomas Jefferson to Joseph C. Cabell, January 13, 1823, in Early History of
the Univer-sity oj Virginia, p. 267; and Thomas Jefferson to Major John
Cartwright, June 5, 1824, in Writ-ings of Thomas Jefferson, edited by
Lipscomb and Bergh, XVI, 46.
and alerting them to the clanger of novels. Granted his abiding concernwith the
education of the people, he defined the people in politicalterms—as free w^hite
males.

However that may be, the influence of Jefferson's educationalthought, during
the nineteenth century and into the twentieth, waspowerful and pervasive. The
University of Virginia became the modelof the American state university from
the time of its founding throughthe passage of the Morrill Act in 1862, and
Jeff^ersonian disciples suchas Philip Lindsley, Augustus B. Woodward, and
Thomas Cooper werefor a generation in the forefront of movements to extend
higher educa-tion. Similarly, the Bill for Religious Freedom became the model
stat-ute for other states seeking to disestablish the Christian religion,
whileJeffersonian rhetoric about the indispensability of a free press—"Where
the press is free, and every man able to read, all is safe"—became the rhetoric
of editors everywhere, and of the judges who de-fended them. Most important,
perhaps, despite the failure of the pri-mary school eflfort, the Jeffersonian
program for popular schooling,with its assertions about the inextricable ties
between education andfreedom, was acknowledged in every region, by
reformers as differentas Henry W. Collier in Alabama, Robert Dale Owen in
New York,and Horace Mann in Massachusetts. The prophet unarmed in
Virginiaproved triumphant everywhere else and became in effect the
patronsaint of American popular education.^°
II
Jefferson passed from the scene with a profound sense of his role as au-thor of
the Declaration of Independence; his friend Benjamin Rushlived his life with an
equally profound sense of his role as a signer. ForRush, who was present in the
Congress as a representative of Pennsyl-vania, the events surrounding the
creation of the Republic markednothing less than a turning point in the course
of human history. '*Iwas animated constantly," he reflected in later years, "by a
belief that Iwas acting for the benefit of the whole world, and of future ages, by
as-sisting in the formation of new means of political order and
generalhappiness."^^
10. Thomas Jefferson to Colonel Charles Yancey, January 6, 1816, in Wnttngs
of ThomasJefferson, edited by Ford, X, 4.
11. The Autobiography of Benjamin Rush, edited by George W. Corner
(Pnnceton, N.J.;Princeton University Press, 1948), p. 161.
The self-justifying reminiscences of an old man, perhaps. Yet thereis abundant
evidence of their legitimacy, for Rush's republicanism wasscarcely new in
1776. A native of Pennsylvania, he had been educatedat Samuel Finley's

academy at Nottingham (Finley was his uncle),then at the College of New
Jersey, where he remained only brieflyfrom the spring of 1759 through
September, 1760, having been ad-mitted to the junior class, then via an
apprenticeship with Dr. JohnRedman of Philadelphia, during which he attended
the lectures of JohnMorgan and William Shippen at the College of
Philadelphia, and thenat the University of Edinburgh, with clinical work at
Middlesex andSt. Thomas hospitals in London (after the fashion of John
Morgan).While in Europe he was introduced to Whig radicalism, first by his
fel-low student John Bostock, who directed him to Locke and Sydney("Never
before had I heard the authority of kings called in question. Ihad been taught to
consider them nearly as essential to political orderas the sun is to the order of
our solar system"), and then by the circlearound Catharine Macaulay, which
included James Burgh, John Saw-bridge, and Adam Ferguson. He returned
from Europe to a professor-ship of chemistry at the College of Philadelphia—
the first formal chairof its kind in America—and proceeded to build a thriving
practice,something of an accomplishment since he was a Presbyterian Whig in
acity whose middling and upper classes included large numbers of An-glican
and Quaker Tories.^^
It was as one of Philadelphia's most promising young professionals,then, that
Rush greeted the great and near-great as they gathered forthe First Continental
Congress in 1774. For a while it seemed as if hewas everywhere and knew
everyone. He helped welcome John Adamsand Robert Treat Paine to the city.
He entertained George Washing-ton, John and Samuel Adams, Thomas Mifflin,
and Charles Lee in hishome. He inoculated Patrick Henry against smallpox. He
encouragedThomas Paine in his pamphleteering and actually suggested the title
ofCommon Sense. And, by way of culmination, he was himself elected tothe
Congress in 1776, in good time to sign the Declaration and takepart in the
establishment of the Confederation. Yet politics was notRush's forte. He
labored indefatigably but tactlessly as a congressman,managing to make as
many enemies as friends, and was not returned in1777. He then accepted a
commission in the medical department of thearmy, only to find himself
appalled by conditions in the military hospi12. Ibtd., p. 46.
tals and thereafter quarreling incessantly with his superiors,
includingWashington. He resigned his commission in 1778, embittered but
notdefeated, and spent the next three years on the margins of the Revolu-tion. It

w^as only after Yorktov^n that he seemed to come into his ow^n,laboring
ceaselessly in the cause of the more fundamental revolution hesaw yet to be
accomplished—the revolution that would bring the prin-ciples, morals, and
manners of the citizenry into conformity with re-publican modes of
government.
During the next decade. Rush carried on what Lyman H. Butter-field has aptly
called "a one-man crusade to remake America." He de-voted himself with
seemingly inexhaustible energy to campaigns forfree schools, a national
university, prison reform, free postage for news-papers, churches for blacks,
temperance, emancipation, the education ofwomen, and the abolition of capital
punishment. At the heart of it allwas a vast and comprehensive program of
popular education. So far asRush was concerned, the Revolution had ushered in
more than anothernew society; it had quite literally heralded the millennium.
"Republi-can forms of government are the best repositories of the Gospel,"
hewrote to the Universalist theologian Elhanan Winchester; "I thereforesuppose
they are intended as preludes to a glorious manifestation of itspower and
influence upon the hearts of men." But the hearts of menneeded to be formed,
inspired, and prepared for the millennium, andthat was a task for the educator
who, in a post-Revolutionary age,could teach the truths of republicanism and
Christianity confident inthe knowledge that they were overlapping and
inextricably interwovenwith one another.^^
"The business of education has acquired a new complexion by theindependence
of our country," Rush proclaimed in 1786. "The form ofgovernment we have
assumed, has created a new class of duties to everyAmerican. It becomes us,
therefore, to examine our former habits uponthis subject, and in laying the
foundations for nurseries of wise andgood men, to adapt our modes of teaching
to the peculiar form of ourgovernment." What might such an adaptation
involve? In Pennsylva-nia, at least, it meant the development of a three-level
system of school-ing, comprising free district or township schools that would
teach read-ing, writing, arithmetic, and the English and German languages, four
13. Letters of Benjamin Rush, edited by L. H. Butterficld (2 vols., Princeton,
N.J.: PrincetonUniversity Press, 1951), I, Ixviii; and Benjamin Rush to Elhanan
Winchester, November 12,1791, in ibid., I, 611.
colleges in various regions of the state, v^here young men might be in-structed
in mathematics and the higher branches of science, and a uni-versity at

Philadelphia that would offer courses in law, medicine, anddivinity, politics,
economics, and natural philosophy. By such an ar-rangement, Rush argued, the
whole state would be "tied together byone system of education. The university
will in time furnish masters forthe colleges, and colleges will furnish masters
for the free schools, whilethe free schools, in their turns, will supply the
colleges and the univer-sity with scholars, students and pupils. The same
systems of grammar,oratory and philosophy, will be taught in every part of the
state, andthe literary features of Pennsylvania will thus designate one great,
andequally enlightened family."'*
The emphasis on a single system, and the notions of uniformity as-sociated
with it, are worthy of note; for, although they were enunciatedwithin the
context of Pennsylvania's variegated culture, they were inmany ways
characteristically republican. "Our schools of learning,"Rush argued, "by
producing one general, and uniform system of educa-tion, will render the mass
of people more homogeneous, and thereby fitthem more easily for uniform and
peaceable government." It was atheme that ran throughout the republican
literature on education,namely, the need for some minimal core of shared
knowledge and val-ues that seemed essential to the functioning of popular
government.Jefferson expressed it in his Notes on the State of Virginia (1785)
whenhe asked, concerning immigration, whether the heterogeneity thatwould
derive from the notion of America as asylum ("They [the immi-grants] will
infuse into it their spirit, warp and bias its directions, andrender it a
heterogeneous, incoherent, distracted mass") was compatiblewith the needs of
America as a republic ("It is for the happiness ofthose united in society to
harmonize as much as possible in matterswhich they must of necessity transact
together").'^
Each republican, of course, had his own ideas about the substanceof the core of
shared values. For Rush, it was a characteristic mixtureof Christianity and
Enlightenment liberalism. In the lower schools,youngsters would be nurtured in
the doctrine of the New Testament.
14. Benjamin Rush, Essays, Literary, Moral and Philosophical (2d ed.;
Philadelphia: Thomasand William Bradford, 1806), pp. 6-7, 4.
15. Rush, Essays, pp. 7-8. By "system" Rush meant a curriculum, not the
organization ofthe schools. Thomas Jefferson, Notes on the State of Virginia
(1785), in Writings of Thomas Jef-ferson, edited by Ford, III, 190, 189.

"Without this there can be no virtue, and w^ithout virtue there can beno Hberty,
and Hberty is the object and life of all republican govern-ments." Beyond
religion they would be taught the duties and principlesof republicanism and the
necessary bonds of affection for their fellowcitizens. And, by way of
facilitating such instruction, they would besubjected to a temperate diet,
intermittent manual labor, moderatesleep, and regular solitude, the last being
especially important to Rushin light of his dubiety about the standard practice
of crowding young-sters together in large groups for purposes of instruction.
"From theseobservations that have been made," Rush concluded, "it is plain,
that Iconsider it is possible to convert men into republican machines. Thismust
be done, if we expect them to perform their parts properly, in thegreat machine
of the government of the state." Once again the leitmotifwas harmony—the
harmony of the Newtonian machine, running ac-cording to God's rational law,
dispensing throughout society the bene-fits of peace and prosperity.^^
For those who proceeded on to the colleges. Rush urged an empha-sis on
English rather than the classical languages ("Too much painscannot be taken to
teach our youth to read and write our American lan-guage with propriety and
elegance"), with concomitant attention toFrench and German. In addition, he
thought young men should studyrhetoric, history (especially the history of
ancient republics), politicaleconomy ("I consider its effects as next to those of
religion in humaniz-ing mankind"), chemistry (Rush's own subject), and "all
the means ofpromoting national prosperity and independence, whether they
relate toimprovements in agriculture, manufactures, or inland navigation." Interestingly, he omitted the usual moral philosophy course, thinking thatit had
become in American colleges "a regular system of instruction inpractical
deism."^''
In connection with his views on liberal education, Rush's efforts onbehalf of
Dickinson College bear special mention. He must certainly be
16. Rush, Essays, pp. 8, 14. As Donald J. D'Elia has pointed out, Rush's views
on educationwere founded on a new science of the mind, derived from the
associational psychology of DavidHartley, and constituted a kind of "mental
physics of social reform—the ultimate science of theEnlightenment." See
D'Elia, "Benjamin Rush, America's Philosopher of Revolutionary Exluca-tion,"
in The Boyd Lee Spahr Lectures in Americana (York, Pa.: York Composition
Co., 1970),IV (1962-1969), 82.

17. Rush, Essays, pp. 15, 17, 18; and Rush, "A Lecture (circa 1795]," in Harry
G. Good,Benjamin Rush and His Services to American Education (Berne, Ind.:
Witness Press, 1918), p.241.
denominated the founder of that institution: he took part in the
initialconversations of 1781 or 1782 that projected it; he was a leader in developing the petition for its charter in 1783; and he remained an activepartisan
of its cause for the rest of his life. It is Rush's conception ofDickinson,
however, that merits scrutiny, for it was different from Jef-ferson's conception
of higher education, yet equally republican. Rushsaw Dickinson as possibly
"the best bulwark of the blessings obtainedby the Revolution." And he saw it as
such because he deemed colleges"true nurseries of power and influence" and
believed that only as everyreligious society sponsored one would its
representation in governmentbe preserved. The Presbyterians, he argued, had
suffered from a wantof power under the pre-Revolutionary government of
Pennsylvania,had then gained an excess of power in the Revolutionary
government,and were almost certain to be reduced to their pre-Revolutionary
stateas a result of the jealousies thereby excited. Only as they—and all theother
major denominations—provided through the training offered in acollege a kind
of balance wheel for their power would a larger balancein the machinery of
government be preserved. The argument was part-ly self-serving—Rush had
had a falling out with the leaders of thenewly created University of the State of
Pennsylvania (formerly theCollege of Philadelphia) and wanted to establish an
academic counter-weight to its influence—but it was also firmly rooted
intellectually inhis Christian republicanism.^®
Like Jefferson, Rush concentrated his attention on the developmentof a state
system of education; but, unlike Jefferson, he also saw theneed for a national
component in the form of a federal university. "Toconform the principles,
morals and manners of our citizens to our re-publican forms of government," he
wrote in the essay On the Defects ofthe Confederation {\1S7), "it is absolutely
necessary that knowledge ofevery kind, should be disseminated through every
part of the UnitedStates." To this end he proposed a federal university that
would teach"everything connected with government" and to which young
menwould come after they had completed their studies in the colleges
anduniversities of their respective states. Beyond its courses, the
universitywould send its abler students on research missions to collect and
trans-

\%. Freeman's Journal: or The Weekly North American Intelligencer, February
23, 1785;and "Hints for Establishing a College at Carlisle in Cumberland
County, Pennsylvania, Septem-ber 3, 1782," in Good, Benjamin Rush, p. 102.
mit to their professors up-to-date information on inventions and im-provements
abroad and on natural resources at home. And, after thirtyyears, if the
experiment proved successful, Congress might consider leg-islation mandating
a degree from the federal university for every personseeking election or
appointment to public office. "We require certainqualifications in lawyers,
physicians and clergymen, before we commitour property, our lives or our souls
to their care," Rush reasoned."Why then should we commit our country, which
includes liberty,property, life, wives and children, to men who cannot produce
vouchersof their qualifications for the important trust ?"^^
Unlike many of his contemporaries, Rush did not think solely aboutthe
education of young men. He^ believed that female education also"should be
accommodated to the state of society, manners, and govern-ment of the country,
in which it is conducted." And, given the particu-lar needs and conditions of
American life, this required careful atten-tion to the systematic training of
young women as wives and mothers,so that they might assist their husbands in
the advancement of theirfortunes, prepare their daughters for the tasks of
motherhood, and in-struct their sons in the principles of liberty and
government. Howeverlimited the roles he projected, he did sketch a fairly broad
curriculum,including the reading, writing, and grammar of the English
language;arithmetic and bookkeeping; geography and history; the elements of
as-tronomy, chemistry, and natural philosophy; vocal music; dancing; andthe
Christian religion. Rush's ideas were scarcely original, deriving asthey did from
Francois Fenelon's essay of 1687. But, in a society thatwas increasingly tying
its educational schemes to the responsibilities ofactive citizenship, his
formulations concerning the education necessaryto prepare women for their
indirect civic responsibilities were bothnoteworthy and influential.^''
Rush's plans for schooling by no means exhausted his thinkingabout education,
though the degree to which they dominated it is char-acteristic of the time. He
wrote much—though often by indirection—about the centrality of the home in
the nurture of republicans; and hethought young people would be better
quartered with their families

19. "On the Defects of the Confederation," in Dagobert D. Runes, cd., The
Selected Writ-ings of Benjamin Rush (New York: Philosophical Library, 1947),
p. 29; and "Plan for a FederalUniversity," in ibid., p. 104. In conneaion with
Rush's advocacy of educational certification, it isinteresting to consider Thomas
Jefferson's support for a literacy test for voters as included in hisdraft of a
comprehensive education bill for Virginia in 1817. See An Aa for Establishing
Elemen-tary Schools, in Padover, ed., Complete Jefferson, p. 1075.
20. Rush, Essays, p. 75.
than in residential schools, for they learned their vices more readilyfrom one
another than from adults. He recommended the establishmentof a post office
that would extend "the living principle of government"to every hamlet in the
nation and urged that it distribute newspapersfree of charge, as "vehicles of
knowledge and intelligence" and "senti-nels of the liberties of our country." He
urged the ministers of all de-nominations to collaborate in their efforts to
promote the objects of theChristian religion and he also campaigned for
undenominational Sun-day schools. He protested against corporal punishment
in the schools,espoused treatment rather than incarceration for the insane, and
advo-cated a penal system committed to rehabilitation rather than punish-ment,
capital or otherwise. And he denounced slavery, pointing to itspernicious
effects on the communities that practiced it and proclaimingthe equal potential
of blacks given equal opportunities. At the bottom ofall these opinions, plans,
and campaigns was a vision of human beingsas perfectible through education,
of social institutions capable of per-fecting them, and of a society dedicated to
the enhancement of their dig-nity. It was, in effect, the vision of the millennium
that in Rush's viewthe American Revolution had heralded."
Ill
There was a decided shift in the character of Rush's career during the1790's, a
retreat from public life that made him far more a spectatorthan the mover and
shaper he had been. One can only speculate as tothe causes—a weariness with
controversy, disappointment at havingbeen passed over for a post in
Washington's administration, perhaps asimple shift in interest. Whatever the
reasons. Rush devoted himselfafter 1792 increasingly to the teaching and
practice of medicine. Thewithdrawal, however, was not complete. In 1795 he
served as presidentof a national convention of abolition societies and in 1797
he acceptedJohn Adams's invitation to be treasurer of the United States

Mint.Equally significant, perhaps, he assumed a more active role in the af-fairs
of the American Philosophical Society, appearing frequently at itsmeetings and
serving as its vice-president from 1797 to 1801.
The Society had enjoyed a varying reputation since its revitalizationduring the
years immediately preceding the Revolution. The first vol21. "An Address to the People of the United States" (1787), in Hezekiah Niles,
Republica-tion of the Principles and Acts of the Revolution in America (New
York: A. S. Bourne & Co.,1876), p. 235.
ume of its Transactions had been well received, and for a time the Soci-ety had
seemed to incarnate the fullest promise of colonial science. Inthe period during
and following the Revolution, however, both its vital-ity and its fortunes had
waned; and, while the appearance of the secondvolume of its Transactions in
1786 was certainly a sign of new life, thequality of the volume (and the
response to it) left much to be desired.Yet it was at precisely that time that
Benjamin Franklin, recently re-turned from Europe, was able to assume a more
active presidency ofthe Society; and, under Franklin's leadership and
subsequently underDavid Rittenhouse's, the organization began again to thrive.
By themid-nineties, it had regained much of its pre-Revolutionary
eminence;and, although it now shared the scene with a number of rivals,
notablythe New England-based American Academy of Arts and Sciences,
itsactivities patently exemplified early federal intellectual life at its best.
In 1795, the Society announced seven essay contests, each concern-ing a
different subject of "useful knowledge," to wit, the most economi-cal means of
warming rooms; the best methods of preserving peachesfrom premature decay;
the most expedient means of calculating longi-tude from lunar observations; the
best construction of lamps, especiallyfor lighting streets; the most effective
methods of producing dyes fromAmerican vegetables; the best improvements
of ships' pumps (or at leastthe ones most likely to be adopted by seamen); and
the best "system ofliberal education and literary instruction, adapted to the
genius of thegovernment, and best calculated to promote the general welfare of
theUnited States:—comprehending also, a plan for instituting and con-ducting
public schools in this country on principles of the most exten-sive utility." The
prizes varied from $50 to $100, with the largest sin-gle premium designated for
the winning essay on education."

Whether out of interest or avarice, the education contest elicitedmore
contributions than any of the others—some eight in all. Each es-say was
scrutinized with the greatest care and seriousness, and twowere judged the
winners and ordered published, the authors to shareequally in the prize. When
the sealed envelopes were opened, revealingthe names of the contestants, it was
discovered that the first was writtenby the Reverend Samuel Knox, an alumnus
of the University of Glas-gow who had settled as a Presbyterian minister in
Bladensburg, Mary-land, and the second by Samuel Harrison Smith, an
alumnus of the
22. "Early Proceedings of the American Philosophical Society," Proceedings oj
the AmericanPhilosophical Society, XXII (1885), part III, pp. 229, 231.
University of Pennsylvania who had only recently launched a Jefferso-nian
newspaper in Philadelphia called the Universal Gazetted
Knox's essay was divided into two parts, a prefatory section ad-dressed quite
explicitly to the educational problems of Maryland and aprincipal section
projecting an educational system for the nation as awhole. The two parts were
coincident and complementary, though thesection on Maryland dealt
specifically with the needs of institutionssuch as the recently chartered
Washington College and undertook spe-cific comparisons with neighboring
states such as Pennsylvania andVirginia. Knox's concern, like Rush's before
him (there is no indicationthat Knox was familiar with Rush or his work), was
for a "uniformsystem of national education" that would bring local parish
schools,county academies, state colleges, and a national university into a comprehensive organization under a board of national education. Theboard, with
representatives in each state (assisted in turn by county rec-tors), would assume
responsibility for seeing to it that identical curricu-la, identical textbooks, and
identical standards prevailed throughout thenation. "The uniformity of this plan
of public instruction," Knox con-cluded, "would, it is presumed, contribute
highly to its success and, atthe same time, conduce much both to the
improvement and embellish-ment of society. It might also, in no small degree,
be productive of notonly harmony of sentiments, unity of taste and manners,
but also thepatriotic principles of genuine federalism amongst the scattered
andvariegated citizens of this extensive Republic."^*
Smith's essay was remarkably similar, projecting a comprehensivesystem of
national education along Jeffersonian lines (again, there is noevidence that

Smith was familiar with Jefferson's writings on educa-tion) that would include
two levels of primary education (classes foryoungsters between the ages of five
and ten and classes for those be-tween ten and eighteen), a number of colleges,
and a national universi-ty. A national board of literature and science was called
for, whose dutyit would be to "form a system of national education" by
choosing text23. The eight that can be discerned from extant copies and the minutes of the
Society are la-beled as follows: "Essay on Education" [Samuel Knox],
"Remarks on Education" [Samuel Harri-son Smith], "Academicus," "Hiram,"
"Letter to the A.P.S.," "Hand," "Freedom," and "Pieces."The "Pieces" that was
ordered returned to Alex. Moore, Tavern-Keepcr, on December 15, 1797,may
or may have not been one of the latter six. There are four manuscript essays in
the library ofthe Society, one by "Academicus," one by "Hiram," and two
anonymous productions that may ormay not be identical with two of the latter
four.
24. Saunuel Knox, An Essay on the Best System of Liberal Education, Adapted
to the Geniusof the Government of the United States (1799), in Frederick
Rudolph, ed.. Essays on Education inthe Early Republic (Cambridge, Mass.:
Harvard University Press, 1965), pp. 311, 368.
books, appointing teachers, and generally overseeing all details of in-struction
at every level. "By calling into active operation the mental re-sources of a
nation," Smith observed, "our political institutions w^ill berendered more
perfect, ideas of justice will be diffused, the advantagesof the undisturbed
enjoyment of tranquillity and industry will be per-ceived by everyone, and our
mutual dependence on each other will berendered conspicuous. The great result
will be harmony. Discord andstrife have always proceeded from, or risen upon,
ignorance and pas-sion. When the first has ceased to exist and the last shall be
vigorouslydirected, we shall be deprived of every source of
misunderstanding.'"^^
The similarity of the two prize essays is striking enough, though inthe last
analysis it may merely testify to the consistency of the judges.But, when the
prize essays are laid alongside the others that were sub-mitted (or at least the
four others that are extant), and when the sixfrom the contest are laid alongside
some half-dozen other contemporaryplans for American education, a broader
similarity emerges that is im-mensely significant. It testifies to a certain

consensus of assumptionsand aspirations marking a republican style of
educational thought thatwas far more pervasive than has hitherto been
recognized, a style thatcut across partisan lines in politics and religion, that
surely transcendedregional boundaries, and that may even have transcended
social classboundaries. It was not universally concurred in, of course—few
stylesare; but neither was it narrowly Republican, nor even avant-garde. Itwas
widely articulated and widely accepted, and it provided a contextof value and
aspiration within which the educational controversies ofthe era were fought.^^
What were the elements of the style? Essentially, they inhered inthe following
propositions: that the success—nay, the salvation—of theRepublic lay in
education; that education consisted of the diffusion ofknowledge, the
nurturance of virtue (including patriotic civility), andthe cultivation of learning;
that the best means of providing educationon the massive scale required were
schools and colleges; and that themost effective way of obtaining the number
and kind of schools and col25. Samuel Harrison Smith, Remarks on Education: Illustrating the Close
Connection Be-tween Virtue and Wisdom (1798), in Rudolph, cd.. Essays on
Education, pp. 213, 219.
26.1 have characterized here the six extant plans from the American
Philosophical Societycontest, along with the roughly contemporary plans of
Benjamin Rush, Noah Webster, RobertCoram, Amable-Louis-Rose de Lafitte
du Courteil, and Simeon Doggett (all of which are reprint-ed in Rudolph, ed..
Essays on Education), and Pierre Samuel Du Pont de Nemours,
NationalEducation in the United States of America, translated by B. G. Du Pont
(1800; Newark, Del.:University of Delaware Press, 1923).
leges needed was via some system ultimately tied to the polity. Most ofthese
propositions, of course, had been argued in one form or anotherduring the
1760's and 1770's, by men such as William Douglass, JohnAdams, and Thomas
Jefferson. What was essentially new in the repub-lican style was the dual
emphasis on system and on relationship to thepolity. ''System" was used in at
least two different but related senses;first, to refer to a regular method of
progress through one of the stan-dard subjects of the curriculum or through the
curriculum itself (a sys-tem of arithmetic or a system of instruction); and,
second, to refer to apattern of institutional organization that allowed progress
from one lev-el to another (from primary school to academy to college to

university)as well as some coordination of the whole via a board of wellqualified,public-spirited individuals. As for relationship to the polity, it
couldtake various forms, ranging from public support of one sort or anotherto
direct or indirect oversight by public officials, or both. The discussionof system
employed terms like "harmony," "machine," and "uniform-ity," and there were
doubtless some who would have colored all citizenswith the same dye, in the
fashion of Plato in the Republic. But formany others the terms were Newtonian
and implied a desire to create a"more perfect union." Similarly, the discussion
of relationship with thepolity employed phrases like "public schooling," and
there were doubt-less some, like Knox, who anticipated latter-day systems of
publiclysupported, publicly controlled institutions. But for others the point
wasto contrast "public," or extrafamilial, instruction with "private," or intrafamilial, instruction, after the fashion of John Locke. Thus, whenSmith
remarked in his essay, "This, then, appears to be the era, if ever,of public
education," he meant that it was the era of schooling."
One more element in the style is crucial, namely, a conception ofthe ideal
citizen. Smith articulated it as well as anyone: "The citizen,enlightened, will be
a free man in its truest sense. He will know hisrights, and he will understand the
rights of others; discerning the con-nection of his interest with the preservation
of these rights, he will asfirmly support those of his fellow men as his own. Too
well informedto be misled, too virtuous to be corrupted, we shall behold man
consis-tent and inflexible. Not at one moment the child of patriotism, and
atanother the slave of despotism, we shall see him in principle forever thesame.
Immutable in his character, inflexible in his honesty, he will feelthe dignity of
his nature and cheerfully obey the claims of duty." It was
27. Smith, Remarks on Education, in Rudolph, ed.. Essays on Education, p.
207.
the statement of a Jeffersonian journalist, but it could just as well havebeen
made by a Federalist journalist like Noah Webster, a Presbyterianmoralist like
Samuel Stanhope Smith, a deistic radical like ThomasPaine, a cosmopolitan
landholder like Thomas Jefferson, or a simplefarmer like William Manning.^®
Within the broad area of consensus implicit in the republican styleof
educational thought, there were several debates that raged well intothe first
decades of the nineteenth century. For one thing, there werethe time-honored
controversies over precisely what knowledge needed tobe diffused and

precisely what learning needed to be cultivated—con-troversies that dated at
least from the battles between the "ancients"and the "moderns" during the
seventeenth century. What was interest-ing about the controversies during the
early federal period, as Linda K.Kerber has incisively observed, was the extent
to which they took onpolitical overtones. Thus, for example, as the lines were
drawn aroundthe person and the preferences of Thomas Jefferson, his support
for themodern rather than the ancient languages in the curriculum (had henot,
after all, persuaded the College of William and Mary to discardthe ancient
languages as requirements for admission) and his interest innatural history
rather than natural philosophy became matters of thesharpest political
exchange. "I would as soon think of closing all mywindow shutters, to enable
me to see, as of banishing the classics, toimprove republican ideas," John
Adams wrote to Benjamin Rush in1789. And fifteen years later his son John
Quincy Adams suggestedthat if James Madison had known his classics better
he would have be-haved more sensibly in the proceedings of Marbury versus
Madison. Asfor the several natural sciences, natural history early became
identifiedwith the American Philosophical Society, which was perceived as Republican (after the fashion of its president, Jefferson), while naturalphilosophy
was identified with the American Academy of Arts and Sci-ences, which was
perceived as Federalist. And, although the classifica-tion breaks down if pushed
too far, it does indicate the way in whicheducational debate became tied to
regional and political competition."
Second, there were the profound differences over the extent towhich the
national government should be involved in education. Thus,for example,
Samuel Knox's essay sketched what was for all intents
IS.lbid., pp. 220-221.
29. Linda K. Kerber, Federalists in Dissent: Imagery and Ideology in
Jeffersonian America(Ithaca, N.Y.: Cornell University Press, 1970), chaps, iiiiv; John Adams to Benjamin Rush, June19, 1789, in Letters of Benjamin Rush,
I, 518; and Port Folio. December 8, 1804.
and purpK)ses a federal educational system, from primary schoolthrough the
university; George Washington proposed a national univer-sity as an antidote to
sectionalism (and actually contemplated endov^ingsuch an institution) but said
little about any more general federal role;while Roger Sherman, one of
Connecticut's representatives at the Con-stitutional Convention, opposed the

effort of James Madison andCharles Pinckney to persuade the Convention to
empov^er Congress "toestablish a university, in which no preferences or
distinctions should beallowed on account of religion," contending that the
power to establishuniversities should be exercised by the states in their
"separate capaci-ties." While the range of variation persisted, there were patent
shifts inthe weight of opinion, from the early 1780's, when only a handful
ofavant-garde theorists conceived of a significant federal role in educa-tion, to
the time of the Convention, when a significant minority of thedelegates were
willing to support the Madison-Pinckney motion, to theperiod from the 1790's
through the War of 1812, when there was con-siderable public discussion of a
federal role in education, to the yearsafter the Treaty of Ghent, when the idea of
such a federal role declinedin the face of rising sectional sentiment. James
Monroe was the lastpresident to seek Constitutional authority that would have
given Con-gress the power to "institute . . . seminaries of learning"; John
QuincyAdams considered the possibility but gave it half-hearted attention;
andAndrew Jackson and his successors confined their discussion of a feder-al
role in education largely to the debates over the uses of the Smithsonlegacy.
Otherwise, congressional policy toward education was expressedlargely in the
form of land grants to the several states for the develop-ment of schools and
universities and the return of surplus revenues foreducation and other internal
improvements.'®
Finally, there were the significant differences over the extent towhich public
funds should be expended on education, with opinionranging again from that of
Samuel Harrison Smith, whose essay actu-ally proposed tax support for the
entire system in order that it gain "afair trial," to those of Jefferson and Rush,
who envisioned particularcombinations of public and private support for
particular levels of edu-cation, to the views of those who opposed spending
public money forany sort of education. While this controversy, like the one
between the
30. Writings of James Madtson, IV, 453-454; The Debates and Proceedings in
the Congressof the United States, 1st Congress, 2nd Session, II, 1551; and A
Compilation of the Messages andPapers of the Presidents, 1789-1908 (11 vols.;
Washington, D.C.: Government Printing Office,1896-1899), II, 18.
128 THE VIRTUOUS REPUBLIC

"ancients" and the "moderns," dated at least from the seventeenth cen-tury, and
particularly from the Commonwealth period, during whichplans for the reform
of education abounded, it was given new form andimpetus by Adam Smith's
observations in An Inquiry into the Natureand Causes of the Wealth of Nations.
First published in 1776, Smith'sInquiry became increasingly familiar to
Americans during the closingyears of the eighteenth century, both directly and
through a number ofderivative works, exerting a prodigious influence on the
way in whichthey defined the public good and conceived of their options for
attaining
Adam Smith probably began the systematic drafting of The Wealth ofNations
in 1766, though there are manuscripts dating from the winterof 1750-51 that
give evidence of thinking later incorporated into thevolume. Smith had been
early steeped in the traditions of Scottish mor-al philosophy, having been a
student of Francis Hutcheson at Glasgow,and had then taught moral philosophy
at Glasgow from 1751 through1763—directing his first attention to political
economy as a branch ofthat field. From 1764 to 1766 he had traveled in Europe
as tutor to theyoung Duke of Buccleuch and had come to know a number of the
lead-ing French economists, notably Francois Quesnay, chief theorist of
thePhysiocratic school, and A. R. J. Turgot, the able intendant of Li-moges,
who had tried to put into practice most (though not all) ofQuesnay's doctrines.
Thus, when Smith returned to Scotland to devotehimself to the development of
a comprehensive system of moral philos-ophy, he had imbibed the best of the
Scottish and French traditions andwas prepared to unite them in a new and
original formulation. Whatemerged after a decade of labor was The Wealth of
Nations, initiallyprojected as merely one section of a much larger work, but
sufficientlybroad in scope and rich in knowledge to be absolutely definitive in
itsown right.
Smith's treatise was divided into five parts, dealing respectivelywith the
division of labor and problems of value, capital, the economicdifferences
among nations (really a discourse on economic history), thevarious systems of
political economy (notably mercantilism), and publicexpenditures and taxes;
and it was under the last heading that he dis31. Smith, Remarks on Education, in Rudolph, ed., Essays on Education, p.
216.

cussed education, as one of the public institutions and works "which,though
they may be in the highest degree advantageous to a great soci-ety, are,
however, of such a nature, that the profit could never repaythe expense to any
individual or small number of individuals, andwhich it therefore cannot be
expected that any individual or smallnumber of individuals should erect or
maintain."^^
Smith began with a searing attack on publicly endowed higher edu-cation,
contending that exertion was always proportional to its necessityand that
endowments had removed the necessity for exertion and henceaffected the
quality of education. Conversely, those aspects of educationthat were not
conducted by publicly endowed institutions, for example,the instruction given
in writing or fencing schools or in households(hence, virtually all female
education), were the most effective. Hereadily granted that what the universities
had traditionally taught badlywould probably not have been taught at all in their
absence, whichamounted to a grudging acknowledgment of their utility; but his
sym-pathies were patently with private entrepreneurial or familial instruc-tion,
where the motivation for effort and hence for effectiveness wasboth clear and
direct.
With respect to popular education. Smith was of another mind.Contending
openly against the views of the Dutch-born English moral-ist Bernard
Mandeville, whose Essay on Charity, and Charity-Schools(1723) had
maintained that schooling diverted the poor from useful la-bor, educated them
above their stations, and left them ill-prepared forthe unpleasant work society
needed and they had to do. Smith assertedthat the state had a responsibility to
educate the common people atpublic expense if for no other reason than to
prevent them from slip-ping into the torpor and stupidity that so often attended
simple androutinized labor. An instructed and intelligent people, he reasoned
(alsocontra Mandeville), was invariably more decent and orderly than an ignorant and stupid one; and hence in free societies the state's responsi-bility for
the education of the common people became even greater,since the safety of the
government "depends very much upon the favor-able judgment which the
people may form of its conduct" and "it mustsurely be of the highest
importance that they should not be disposed tojudge rashly or capriciously
concerning it."^^
32. Adam Smith, An Inquiry into the Nature and Causes of the Wealth of
Nations, edited byEdwin Cannan (New York: Random House, 1937), p. 681.

Interestingly, Smith also discussed de-fense, the administration of justice, and
the instruments of commerce (roads, bridges, canals, andharbors) in the last
section.
33. Ibid., p. 740.
Smith then went on to discuss popular education as carried on bythe various
churches, concluding that it was the reformed and evangeli-cal sects that had
tended to be most successful, since they had not beenable to depend on public
support or endowments and had therefore hadto count on their own exertions
and persuasiveness in winning supportand clientele. Where churches did gain
the support of the state, Smithargued, such support should be sufficient to
attract able individuals tothe clergy, yet modest enough to discourage them
from idleness andvanity. The entire cost of the Church of Scotland, he
observed, couldnot have exceeded eighty or eighty-five thousand pounds a
year, and"the most opulent church in Christendom does not maintain better
theuniformity of faith, the fervor of devotion, the spirit of order, regularity,and
austere morals in the great body of the people, than this very poor-ly endowed
church." Interestingly, at this point he was one with Man-deville, who had
contended that compulsory attendance of the poor atchurch on Sundays would
furnish them with all the education theyneeded and also leave them free for
labor on weekdays.^^
The ambivalence reflected here is significant: on the one hand.Smith wanted
the common people saved from a bovine stupidity; on theother hand, he wanted
them formed to habits of decency and order, in-strumentally through schools
(an instructed and intelligent people is adecent and orderly people) and directly
through churches. The ambiva-lence was destined to resound through
nineteenth-century discussions ofpublic policy for education, with the emphasis
going one way or an-other, depending on the times, the individuals, and the
circumstances,but with neither concern ever absent for very long.
Smith's doctrines slowly made their way in America, initiallyamong the
intelligentsia such as Franklin, Jeff"erson, Hamilton, and thePhiladelphia
physician George Logan, later among a larger audiencecreated by American
editions of The Wealth of Nations (Philadelphia,1789, 1796, 1817; Hartford,
1804, 1818) as well as through formalcourses in political economy at several of
the American colleges, notablythe College of William and Mary. By the early
1800's, they had be-come the common property of the educated and

professional classes.With the appearance in 1821 of Jean Baptiste Say's A
Treatise on Po-litical Economy (1803) in an American edition of the English
transla-tion. Smith's doctrines were further popularized. Jeff"erson found
Say'streatise "a succinct, judicious digest of the tedious pages of Smith,"partly,
perhaps, because Say's discussion of public institutions unre34. Ibid., p. 765.
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servedly praised science ("Every advance of science is follov^ed by anincrease
of social happiness") and omitted Smith's lengthy acknowledg-ment of the
social benefits of an inexpensive religious establishment. Inany case, Say
repeated Smith's argument for public primary schooling(for youngsters of both
sexes) and even went so far as to add that first-class textbooks in the several
fields of knowledge should also be encour-aged, since "the reputation and profit
of a good book in this class donot indemnify the labor, science, and skill,
requisite to its composition"(the English translator took pains to disagree,
noting that in England,"works of instruction are probably amongst the most
profitable to theauthors").'^
A considerable American pamphlet literature on economic policyalso helped to
popularize the doctrines of political economy, though, asis often the case in
policy debates, the same reference was often enlistedboth for and against the
same cause. The first formal American text-book on political economy was
Daniel Raymond's Thoughts on PoliticalEconomy, initially published in 1820
and reissued in an enlarged edi-tion three years later under the title The
Elements of Political Econo-my. Raymond, a Baltimore lawyer of Federalist
propensities who hadprepared for the bar at Judge Tapping Reeve's Litchfield,
Connecticut,law school, was roundly critical of Adam Smith for failing to
distin-guish between public and private wealth. In Smith's view, he argued,the
wealth of a nation was the totality of the private property of its in-dividuals
(and Say, he charged, construed it the same way, thoughSay's formulations were
"vastly inferior"). Yet, so far as Raymond wasconcerned, the wealth of a nation
went far beyond mere private accu-mulation to comprise its "capacity for
acquiring the necessaries andcomforts of life," a capacity dependent upon the
extent of its natural re-sources, the diligence of its people, the degree of
perfection of its artsand sciences, and the vigor of its commerce. Raymond did
not go on todescribe in detail the modes of nurturing diligence and perfecting

thearts and sciences. Had he done so, he might well have made a signifi-cant
contribution to contemporary educational theory. As it was, hisshift in the
definition of wealth was significant, and pamphleteers andscholars alike were
quick to seize upon it.'*
35. Thomas Jefferson to Joseph C. Cabell, January 31, 1814, in Writings of
Thomas Jeffer-son, edited by Lip)sconib and Bergh, XIV, 82; Jean Baptiste Say,
A Treatise on Political Economy,translated by C. R. Prinsep (Philadelphia: J. B.
Lippincott and Co., 1832), pp. 432-433, 436,434-435.
36. Daniel Raymond, The Elements of Political Economy (2d ed.; 2 vols.;
Baltimore: F. Lu-cas, Jr., and E. J. Coale, 1823), I, 173, 47.
There is no indication that Stephen Simpson, a Philadelphia jour-nalist who
dabbled in politics as a Jacksonian during the 1820's andthen switched to run
for Congress on the Federal Republican ticket in1830, ever read Raymond's
treatise; but his thought ran in many of thesame directions and both he and
Raymond ended up vigorous propo-nents of the American system. In an
intriguing tract called The Work-ing Man's Manual: A New Theory of Political
Economy, on the Princi-ple of Production the Source of Wealth (1831),
Simpson sharplyattacked Smith as "the foremost of these apologists of tyranny"
and Sayas a "recondite" rationalist and called for a characteristically
Americansystem of political economy that would help the new nation realize
themoral promise of the Revolution. He founded his system on a plan forthe
education of the common man and dedicated it to "the shade of Jef-ferson." Not
surprisingly, Simpson became the major theorist of thePhiladelphia
workingmen's movement and a prime influence in thedefinition of its social
program."
"Nothing is so essentially connected with the wealth of nations, andthe
happiness of the people," Simpson maintained, "as the proper culti-vation,
expansion, and discipline of the popular mind. Upon this de-pends not only the
amount of public virtue and happiness—but the ag-gregate of industry,
ingenuity, temperance, economy, and vigor." Fromthis assertion, Simpson
moved easily to the proposal for a ''general sys-tem of popular education,
reaching beyond the mere attainment of read-ing and writing," as a matter of
right in common schools rather than asa matter of almsgiving in charity
schools. Given such a system, vice andcrime would vanish ("A reading and
intellectual people were neverknown to be sottish"), sobriety and civility would

flourish, and inven-tiveness and industry would "change the whole face of
society into oneradiant smile of content and enjoyment." Most important,
perhaps,there would be "redress of that perverted system of society,
whichdooms the producer to ignorance, to toil, and to penury, to moral degradation, physical want, and social barbarism." The New World had be-gun with
a system of education "devised in the midnight of the darkages" and wholly
inappropriate for a free people; now, that system wasslowly giving way to a
genuine system of popular education. In a newAmerican economic system,
founded on a new American education sys-tem, the Revolution would be
completed.^*
37. Stephen Simpson, The Working Man's Manual: A New Theory of Political
Economy, onthe Principle ojProduction the Source of Wealth (Philadelphia;
Thomas L. Bonsai, 1831), pp. 45, 47.l%.Ibid., pp. 199, 205, 214-215, 37.
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Simpson's tract was doubtless read in the circles of the Philadelphiaand New
York workingmen and their intellectual supporters, and in-deed Simpson was
even thought of by some as a kind of American Wil-liam Cobbett. Together
with Robert Dale Owen, Frances Wright, andThomas Skidmore, he played a
significant role in placing public school-ing at the forefront of the
workingmen's demands. But there is no evi-dence that his treatise was seriously
considered by political economistsor moral philosophers. Their attention was
drawn rather to a textbookby Francis Wayland, the redoubtable president of
Brown University.Entitled The Elements of Political Economy (1837), it went
through atleast twenty-three editions before 1876 and must have sold over
50,000copies, for all intents and purposes dominating the field.
Waylandclaimed to have written the text as "an American, a Christian, and
agentleman," though at least one reviewer criticized the work for "itswant of
American character." There was no question, however, aboutthe discussion of
education having been thoroughly Americanized. Lo-cated, in the fashion of
Adam Smith, under the heading of public con-sumption or expenditure, it
asserted the economic advantages of thecultivation and diffusion of knowledge,
especially scientific knowledge;advised that education be popularized via
district schools, which wouldelicit community interest at the same time that
they diffused knowledge;and insisted that religious worship be divorced from

the civil authorityand permitted to flourish freely under the aegis of voluntary
associ-ations. The discussion was laconic, direct, and unambiguous, and
mustcertainly have assisted the campaigns for public schooling in the
variousstates of the Northeast and West during the middle third of the nineteenth century.''
So far as we know, Horace Mann first encountered The Wealth of Na-tions in
his senior year at Brown, probably in connection with the mor-al philosophy
course taught by President Asa Messer. There is no re-cord of his reaction to
the work, merely the stark evidence of his havingwithdrawn it from the library.
Yet Mann was a diligent student, and itis not likely that he left the pages
unturned. And, if the treatise didhave an influence, it was almost surely in the
direction of strengthening
39. Francis Wayland, The Elements of Political Economy (Boston: Gould and
Lincoln,1837), p. v; and Francis Bowcn, Review of The Elements oj Political
Economy, Christian Exam-iner, XXIV (1838), 57.
Mann's already buoyant optimism about the future of mankind in gen-eta\ and
the United States in particular. Like Daniel Raymond, Mannwould Americanize
the doctrines of political economy and convert theconcept of capital into human
terms. A quarter-century later, he wouldargue that the richest mines of
Massachusetts were not deposits of goldand silver but rather the developed
intellectual capabilities of its popu-lation.*'
The years at Brown were pivotal in Mann's career. Born to
modestcircumstances in Franklin, Massachusetts, in 1796, he had been educated primarily at home and in church, preparing himself academicallythrough
a characteristic combination of intermittent schooling, occasion-al tutoring, and
systematic self-study in the Franklin town library. Ad-mitted to the sophomore
class at Brown in 1816, he had worked assidu-ously at his studies and at the
correlative activities of the UnitedBrothers, a Republican-oriented literary and
debating society, seeingacademic honor as the open sesame to a lucrative career
in business orthe law. He more than achieved his goal, graduating as
valedictorian ofhis class in 1819 and subsequently winning the hand of
PresidentMesser's daughter Charlotte.
Following graduation, Mann served as an apprentice in the law of-fice of Josiah
J. Fiske, a Wrentham attorney and former member of theUnited Brothers, then
returned to Brown for several years as a tutor inLatin and Greek, then attended

Litchfield Law School in Connecticutfor a year of systematic training, and then
completed his apprenticeshipin Dedham, where he won admission to the bar in
1823 and settledinto his own practice. He applied himself there with the same
assidu-ousness as at Brown, attracting growing numbers of clients,
enteringenthusiastically into the social and civic life of the town, and in
duecourse winning a seat in the state legislature. He served in the Housefrom
1827 to 1833, espousing a variety of causes ranging from railroaddevelopment
to better care for the insane, and then, having moved toBoston after the tragic
death of his wife in 1832, he was elected to theSenate in 1834. It was as
president of that body in 1837 that he helpedpush through a measure that would
drastically alter his career: it was abill to establish a state board of education.
The movement for the board tells much about the ambiguous reso-lution of the
tensions implicit in the republican style of educational
40. Tenth Annual Report of the Board of Education, Together with the Tenth
Annual Reportof the Secretary of the Board (1846), p. 235.
thought. Massachusetts had accepted the propositions that the successof the
Repubhc depended upon education; that education consisted ofthe diffusion of
knowledge, the nurturance of virtue (including patrioticcivility), and the
cultivation of learning; and that the best means of pro-viding education on the
massive scale required were schools and col-leges. Indeed, the three
propositions had been embodied in chapter v ofthe Constitution of 1780 and in
the several laws subsequently enactedin response to its mandates. Yet that fact
alone indicates one element inthe ambiguity, for what was clearly perceived as
a national need—giv-en the character of the nation as a Republic—was
attended to at thestate level. And there were even those in 1780 and in the years
there-after who maintained that education was no business of the state in
anycase but rather the business of the towns, whose inhabitants were heldto be
"the properest judges of what schools are the most suitable."*^
With respect to the matter of an educational system, however, andany relation it
might bear to the polity, there were at best sporadic andconflicting proposals.
New York, for example, had established the com-prehensive University of the
State of New York in 1784 and 1787, de-signed to encourage and coordinate
colleges, academies, and schoolsthroughout the state, and it had then
established beside it in 1795 and1812 a state common-school system under the
general oversight of a su-perintendent of common schools. Various European

countries, notablyPrussia and France, had developed national systems of school
and uni-versity education (the French had organized a Napoleonic university
in1806 that in many ways resembled the earlier comprehensive universityin
New York), and a number of commentators during the 1820's and1830's had
begun to publicize these systems in the United States andpoint to the challenge
they posed for republican institutions. And, inMassachusetts itself, men such as
James G. Carter had for more than adecade been calling for an educational
renaissance based on a reasser-tion of state authority with respect to the schools
and on the establish-ment of a public teacher-training institution as part of a
comprehensivepublic school system.
Not surprisingly, it was Carter who led the initiative that culminat-ed in the
establishment of the board. As a member of the MassachusettsHouse of
Representatives (and chairman of its Committee on Educa-tion), he advocated
(unsuccessfully) the creation of a state superinten41. Oscar and Mary Handlin, eds., The Popular Sources ojPolitical Authority:
Documents onthe Massachusetts Constitution oj 1780 (Cambridge, Mass.:
Harvard University Press, 1966), p.29.
dency of common schools in 1836 and then drafted the bill that createdthe state
board of education in 1837. The board was granted little au-thority: each year it
was to prepare for the legislature an abstract of thestate's school returns along
with a report on the condition and efficacyof the school system and the best
means of improving it. But the gover-nor, Edward Everett, who had joined with
Carter in advocating theboard, appointed an influential membership, including
(besides himselfand Lieutenant-Governor George Hull, who were designated
membersex officio by the statute) Jared Sparks, the president of Harvard; Robert Rantoul, Jr., a leading Democrat in the legislature; EdmundDwight, a
wealthy Boston businessman; Edward A. Newton, a Pitts-field merchant and
banker; Emerson Davis and Thomas Robbins,prominent Congregational
ministers; and Carter and Mann. It wasDwight who first approached Mann with
the suggestion that he as-sume the secretaryship of the board, the one paid
office established bythe legislation. Mann's initial response was disbelief—"I
never had asleeping nor a waking dream, that I should ever think of myself, or
bethought of by any other, in relation to that station," he wrote in hisdiary. But
over the next six weeks Dwight prevailed, and on June 29,1837, Mann was
appointed to the post."*^

Probably the most important single thing about the position, at leastin
retrospect, is that it had no power; for in the absence of powerMann was forced
to rely on his wit. What followed during the twelveyears of his incumbency
was a statewide (and in time nationwide) cam-paign of public education about
public education. Mann lectured andwrote voluminously, meeting ceaselessly
with groups of interested citi-zens and teachers to air his views, using his
annual reports as occasionsfor the systematic discussion of educational theory
and policy, and edit-ing a monthly journal as a vehicle for the exchange of
educational opin-ion and practice. Beginning with no formal knowledge of
education—shortly after his appointment he hurriedly read James Simpson's
TheNecessity of Popular Education (1834) and Thomas Brown's Lectureson the
Philosophy of the Human Mind (1820) and turned through theback issues of the
American Journal of Education (1826-1830)—hesoon became one of the
leading educational statesmen of his time. And,in the process, he articulated a
characteristic American theory of educa-tion that was destined to prevail for
more than a century.
In essence, Mann accepted the propositions of the republican style
42. Horace Mann, Journal, May 6, 1837, p. 4 (Mann mss., Massachusetts
Historical Soci-ety, Boston, Mass.). By permission of the Massachusetts
Historical Society.
of educational thought and recast them in the forms of nineteenth-cen-tury
nondenominational Protestantism. Like Jeflferson, he beheved thata nation
could not long remain ignorant and free—hence the need foruniversal popular
education. But for Mann the problem went beyondmere knowledge to become a
question of moral elevation. "Never willwisdom preside in the halls of
legislation," he warned, "and its pro-found utterances be recorded on the pages
of the statute book, untilcommon schools . . . create a more far-seeing
intelligence and a purermorality than has ever yet existed among communities
of men." If theRepublic was to survive, moral rectitude would have to be
universallydiffused among the people, and the quintessential instrument
forachieving that end would be the school."
Like Jefferson, too, Mann believed that schooling would lay thefoundation for
the responsible exercise of citizenship in a free society,but only a particular
kind of schooling, publicly supported, publiclycontrolled, and open to all. ''The
common school/' he once remarked intypical hyperbole, "is the greatest

discovery ever made by man. In twogrand, characteristic attributes, it is
supereminent over all others:—first, in its universality;—for it is capacious
enough to receive andcherish in its parental bosom every child that comes into
the world; andsecond, in the timeliness of the aid it proffers;—its early,
seasonablesupplies of counsel and guidance making security antedate danger.
Oth-er social organizations are curative and remedial; this is a preventiveand an
antidote; they come to heal diseases and wounds; this to makethe physical and
moral frame invulnerable to them. Let the commonschool be expanded to its
capabilities, let it be worked with the efficien-cy of which it is susceptible, and
nine tenths of the crimes in the penalcode would become obsolete; the long
catalogue of human ills would beabridged; men would walk more safely by
day; every pillow would bemore inviolable by night; property, life, and
character held by strongtenure; all rational hopes respecting the future
brightened." The mil-lennialism of these assertions—and they are entirely
representative ofhis rhetoric as secretary—holds the key to Mann's
reformulation of theJeffersonian ideal. From an institution that would
"illuminate, as faras practicable, the minds of the people at large," the school
had becomean institution that would brighten "all rational hopes respecting the
fu-ture."'^
43. Twelfth Annual Report of the Board of Education, Together with the
Twelfth Annual Re-port of the Secretary of the Board (1848), p. 84.
44. Common School fournal, III (1841), 15.
Finally, like Jefferson, Mann believed in a system of schooling un-der the
beneficent aegis of the state. In the initial lecture Mann deliv-ered during his
first "great circuit" through the towns of Massachusettsin the summer and
autumn of 1837, he was sharply critical of the lackof organization in the
educational institutions of the state, depicting acongeries of isolated local
ventures conducted by men and women whowere "strangers and aliens to each
other." Only as Massachusetts or-ganized a true system of common schools
would improvements be rap-idly diflfused, uniformities properly insisted upon,
and economies ap-propriately realized. For Mann, pedagogical system and
organizationalsystem merged and the advance of one became dependent upon
the ad-vance of the other.^^
Mann's ideal common school embodied all the elements he deemedessential to
education in a republic. It would be common, not as aschool for the common

people—the Prussian Volksschule, for exam-ple—but rather as a school
common to all people. It would be open toall and supported by tax funds. It
would be for rich and poor alike, theequal of any private institution. And, by
receiving children of all creeds,classes, and backgrounds (on the matter of race,
Mann, who would bean uncompromising abolitionist when he served in
Congress after 1848,was mute), it would kindle a spirit of amity and mutual
respect that theconflicts of adult life could never destroy. In consonance with
the re-publican style, he saw social harmony as a prime goal of popular education.
But, beyond social harmony, there was the elevated morality thatMann
considered crucial to the future of the Republic. A half-centuryafter Rush, the
Revolution was still incomplete. "Revolutions whichchange only the surface of
society, can be eff"ected in a day," Mann ob-served; "but revolutions working
down among the primordial elementsof human character; taking away
ascendancy from faculties which havelong been in subjection;—such
revolutions cannot be accomplished byone convulsive effort, though every fibre
in the nation should bestrained to the endeavor." The political convulsion of the
1770's hadsubstituted liberty for the restraints that had historically held men under oppression; but that same liberty had afforded free reign to humanpassion.
Unless passion was controlled by morality, unless moral forcereplaced physical
force, the fruits of liberty would be worse than the illsof tyranny ("The slave of
the vilest tyrant is less debased than the
45. Horace Mann, Journal, November 15, 1837, p. 61 (Mann mss), and Horace
Mann,Lectures on Education (Boston: Ide & Dutton, 1855), p. 19.
thrall of his own passions"). What was required was a revolution incharacter, in
which the great ideas of justice, truth, benevolence, andreverence would be
enthroned in the hearts of the people and made as-cendant over conduct. That
revolution was the mission of the schools,and on their ability to carry it out
would depend "the worth or worth-lessness of our free institutions." This was
one inescapable link be-tween schooling and politics that Mann sought to
establish during thetwelve years of his campaign: "As 'the child is father to the
man,' " hetaught, "so may the training of the schoolroom expand into the
institu-tions and fortunes of the state. "^*
The similarity, of course, to what Lyman Beecher was preachingduring the
great Valley campaigns of the 1830's is patent, though witha special twist.

Following the disestablishment of Connecticut Congre-gationalism in 1818,
Beecher had made a virtue of necessity: the volun-tary church, he maintained,
would be the moral gyroscope of the freesociety, both in its own right and in
the education it provided the citi-zenry via the configuration of educative
institutions it controlled.Mann, who had heard Beecher's preaching at Litchfield
in 1822 andhad even found himself responding to it, was willing to advance
thesame general substantive principles, but, like Jefferson a half-centuryearlier,
he assigned to the school what others would rather have left tothe church. By
the 1830's and 1840's, with schools already outnumber-ing churches in some
regions, the shift was more subtle, but none theless profound. And, as a civic
institution able to draw upon public re-sources in a rapidly developing society,
the school derived immensestrength from the sense of vital connection with a
coming political mil-lennium that Mann was able to conjure.
One other aspect of Mann's design is relevant here—the mechanismof public
control. Through state legislatures and local boards of educa-tion, popularly
elected representatives rather than professional school-men would exercise
ultimate oversight. The manifest reason, of course,was that public supervision
must follow public support (though as afX)litician Mann also knew that public
interest must precede it). Yet therelationship went far deeper, for through the
mechanism of lay controlthe public would be entrusted with the continuing
definition of thepublic philosophy (elevated morality!) taught its children.
"Upon thepeople," Mann wrote, "will rest the great and inspiring duty of prescribing to the next generation what their fortunes shall be, by deter46. Ninth Annual Report oj the Board of Education, Together with the Ninth
Annual Reportof the Secretary of the Board (1845), p. 69; and Twelfth Annual
Report, p. 43.
mining in what manner they shall be educated." And by "the people"in this
instance he meant citizens in their localities. Like Beecher, hewas making a
virtue of necessity: as secretary of a board with no powerhis political device
was to awaken, and he used all the rhetorical tech-niques of the evangelical
movement in doing so. One outcome, perhapsunintended, was a sense of
parental control over the destinies of chil-dren that enabled parents to travel the
route of public schooling. And inthe mechanisms for the exercise of that control
lay the means for a con-tinuing redefinition of what would be taught.'*''

For all his battles with the evangelical clergy of Massachusetts,Mann's
definition of what should be taught came remarkably close tothe evangelical
conceptions of the day—a common piety rooted inScripture, a common civility
revolving around the history and the statedocuments of a Christian Republic,
and a common intellectual cultureconveyed via reading, writing, spelling,
arithmetic, English grammar,geography, singing, and some health education.
His pedagogical ideaswere wholly derivative—a potpourri of contemporary
liberalism rootedin phrenology, Pestalozzianism, Scottish common-sense
philosophy, andBoston Unitarianism according to Channing. But he was wise
enoughto recognize that children differ in temperament, ability, and interestand
that lessons should be adapted to these differences; that the disci-pline of a free
society must be self-discipline and not, Mann was fondof arguing, blind
obedience on the one hand or anarchic willfulness onthe other; and that equal
opportunity for all precludes a too-early clas-sification and streaming. And he
was prudent enough to grant that onlyas competent teachers could be attracted
to the schools and prepared forservice within them would such principles be
honored and applied inthe day-to-day life of classrooms. In the end, however,
all was subsid-iary to the need for moral elevation. "Above all others," he
wrote,
must the children of a Republic be fitted for society, as well as for
themselves.As each citizen is to participate in the power of governing others, it
is an es-sential preliminary, that he should be imbued with a feeling for the
wants, anda sense of the rights, of those whom he is to govern; because the
power of gov-erning others, if guided by no higher motive than our own
gratification, is thedistinctive attribute of oppression;—an attribute whose
nature and whosewickedness are the same, whether exercised by one who calls
himself a repub-lican, or by one born an irresponsible despot. In a government
like ours, eachindividual must think of the welfare of the state as well as of the
welfare of his
47. Mann, Lectures on Education, p. 13. For Mann's own view of his
"evangelism," seeHorace Mann to Elizabeth Peabody, August 4, 1837 (Mann
mss.).
own family; and therefore, of the children of others as well as of his own.
Itbecomes then, a momentous question, whether the children in our schools
areeducated in reference to themselves and their private interests only, or with
aregard to the great social duties and prerogatives that await them in

afterlife.Are they so educated that when they grow up, they will make better
philan-thropists and Christians, or only grander savages?—for, however loftily
the in-tellect of man may have been gifted, however skillfully it may have
beentrained, if it be not guided by a sense of justice, a love of mankind and a
devo-tion to duty, its possessor is only a more splendid, as he is a more
dangerousbarbarian."
Unlike many of the articulators of the republican style of education-al thought,
Mann gave little attention to higher education. WhereasRush, Knox, Smith, and
even Jefferson designed systems of educationin the abstract, Mann's wisdom
was prudential, deriving from the cru-cible of daily political experience.
Actually, a contemporary like JohnD. Pierce, who was Michigan's
superintendent of schools between 1836and 1841 and thereby responsible for a
system of education constitu-tionally defined as extending from the primary
school through the uni-versity, worked out formulations far more
comprehensive in scope thanMann, who saw the state's responsibility ending at
the secondary level.But Mann was more profound in his recognition of the
inextricable tiebetween education and freedom and more insistent in his
delineation ofpriorities. Jeflferson, it will be recalled, maintained that if forced
tochoose between universal primary education for the citizenry and astate
university for leaders he would choose the former. But, when theformer was
politically blocked and the latter became politically possible,he chose the latter.
Mann was in the very nature of his work able to actmore consistently. Believing
that in a republic the leaders could neverfar surpass the general level of
intelligence, he maintained that the im-portant thing was the education given
the great body of the people. Ifthe people were wise, the problem of leadership
would take care of it-self. "By a natural law," he maintained, "like that which
regulates theequilibrium of fluids, elector and elected, appointer and appointee,
tendto the same level. It is not more certain that a wise and
enlightenedconstituency will refuse to invest a reckless and profligate man with
of-fice, or discard him if accidentally chosen, than it is that a foolish orimmoral
constituency will discard or eject a wise man." His concernwas with the
greatest general proficiency of average students—the gen48. Ninth Annual Report, pp. 64-65.
eral progress of all rather than the remarkable progress of a few. Andby a
doctrine of first things first he gave himself w^holly to the problemsof
universal primary schooling/^

Mann resigned the secretaryship in 1848 to take the seat of formerpresident
John Quincy Adams in Congress. There follow^ed a stormyperiod in which his
abolitionist sympathies projected him to the fore-front of national politics.
Then, having been defeated for the Massa-chusetts governorship in 1852, he
accepted the presidency of AntiochCollege, recently founded by the Christian
denomination with a com-mitment to coeducation, nonsectarianism, and equal
opportunity forblacks. There, amid the usual crises attendant upon the
launching of anew institution, he finished out his years, succumbing to ill
health inthe summer of 1859.
By then, Mann was already universally acknowledged as the com-manding
figure of the public school movement; and a quarter-centuryof lionizing by
surviving contemporaries, notably Henry Barnard, deci-sively confirmed his
reputation. It was a fame richly deserved, given theinfluence of his ideas. His
writings, particularly the annual rep>orts tothe board, were cited, quoted,
reprinted, and plagiarized, throughoutthe United States as well as in Great
Britain, Germany, and Argentina;and he was incessantly consulted by
schoolmen, boards of education,politicians, and philanthropists. At a time when
schooling was rapidlyexpanding in the United States, Mann not only
accelerated the move-ment but gave it its essential meaning, both in educational
terms and inbroader political terms. When the Edinburgh Review, not given to
aneasy adulation of things American, received his tenth annual report,
itasserted what must have been the judgment of many of his contempo-raries:
"The volume is, indeed, a noble monument of civilized people;and, if America
were sunk beneath the waves, would remain the fairestpicture on record of that
ideal commonwealth."^°
VI
For all the range and profundity of his discussions, one looks in vainthrough
Mann's annual reports for any extended commentary on wom-en's education—
something of a puzzle in light of his own comparative-ly liberal views on the
matter. It may have been simple prudence—
49. Txvelfth Annual Report, p. 77.
50. Edinburgh Review, CLXXXVIII (1850), 355.
Mann was loath to raise questions that might have endangered thefragile
coalition he had put together in favor of the schools; though itwas more likely a

failure to see any real issue at stake so far as the re-sponsibilities of a board of
public education might be concerned. Girlswere of course to be educated in the
common schools alongside boys, asthey had been in New England for several
generations, and then en-couraged to assume their crucial roles as mothers of
the coming genera-tion of citizens. "The rulers of our country need knowledge
(God onlyknows how much they need it!)," Mann declared in 1853, "but
mothersneed it more; for they determine, to a great extent, the very capacity
ofthe rulers' minds to acquire knowledge and to apply it." Even thesefairly mild
assertions, however, were moot for Mann's generation, withthe lines of
opposition running from those who flatly opposed any edu-cation for females
on the grounds that it was harmful and wasteful, tothose who opposed the
education of females at public expense sincethey would not exercise the
prerogatives of citizenship, to those who op-posed any education of females
that went beyond the fundamentals.^^
Mann's beliefs on "the woman question" were progressive enough,though
scarcely avant-garde. With the publication of Mary Wollstone-craft's A
Vindication of the Rights of Women (1792), which was re-printed in
Philadelphia as early as 1794, every American woman who^ as moved to
ponder the time-honored inequalities of gender had a bi-Ae to guide her
thought. There was nothing natural about the subjuga-tion of women,
Wollstonecraft maintained, it was simply a matter ofinjustice. Women were the
natural equals of men, in rights, liberties,and abilities, and a proper education
(and employment) would renderthem equals in actuality. For a people who had
justified a revolution onthe basis of natural rights and had then gone on to
articulate the headyrhetoric of equality, the question of women's rights was
unavoidable,and indeed there were voices of protest early in the nineteenth
centuryagainst the "civil death" associated with traditional marriage, the religious inequity implicit in an all-male ministry, and the political impo-tence
resulting from disenfranchisement. Whatever the particular con-cern of any
protester, however, the question of education wasinevitable: unless women
were afforded opportunity in that realm, allelse would fail.
There were a number of women—and even a few men—who spoke
51. Horace Mann, "A Few Thoughts on the Powers and Duties of Woman," in
Lectures onVarious Subjects (New York: Fowler and Wells, 1864), p. 65.

out in favor of the reform of women's education during the 1820's and1830's:
one thinks of Hannah Crocker, Emma Willard, Mary Lyon,Sarah and AngeHna
Grimke, Sarah Josepha Hale, Thomas Gallaudet,John J. Shipherd, and
Theodore Weld. But none was more influentialon the general course of popular
education than Catharine E. Beecher.Born in 1800, the first child of Lyman and
Roxana Beecher, she hadreceived her most important education from the
various members of theBeecher family and then, after her father gave up his
pulpit at EastHampton, Long Island, for one at Litchfield, Connecticut, from
theteachers and other students at Miss Pierce's School. Betrothed in 1821to a
gifted Yale professor who died tragically in a shipwreck off theIrish coast the
following year, she had never married, devoting herselfwholly to a career of
teaching and writing. She opened a school foryoung women in Hartford in 1823
in cooperation with her sisterMary—it subsequently became the celebrated
Hartford Female Semi-nary—and she published a moral philosophy textbook in
1831, the firstof a long succession of didactic works that would profoundly
influenceAmerican life and thought.
The mere fact of the Hartford Female Seminary was significant inits own right,
since the opportunities for advanced education for womenin the 1820's were
severely limited. From the very beginning, in theirrented room above a harness
shop, Catharine and Mary Beecher be-tween them taught grammar, geography,
rhetoric, philosophy, chemis-try, ancient and modern history, arithmetic,
algebra, geometry, moralphilosophy, natural theology, and Latin; and, though
they were oftenthemselves only a few pages ahead of their students in the
textbooks be-ing used, they did not in that respect differ much from the
standardpractice of the time. What was even more significant, however, was
theseries of justifications Beecher used in promoting the seminary, for herewere
sounded the themes that would mark her efforts all the rest of herlife. "It is to
mothersy and to teachers," she wrote in 1829,
that the world is to look for the character which is to be enstampcd on
eachsucceeding generation, for it is to them that the great business of education
isalmost exclusively committed. And will it not appear by examination that neither mothers nor teachers have ever been prop>erly educated for their profession. What is the profession of a woman? Is it not to form immortal minds,and
to watch, to nurse, and to rear the bodily system, so fearfully and wonder-fully
made, and upon the order and regulation of which, the health and well-being of
the mind so greatly depends? •

To form immortal minds in home and school—that was the unique andvital role
of women in a republic."
It was in connection with her father's campaign to save the Westfrom barbarism
that the full significance of Catharine Beecher's formu-lation became apparent.
She went to Cincinnati with him in 1832 andorganized a school there called the
Western Female Institute, modeled,not surprisingly, after the earlier venture at
Hartford. But her own rolein the actual conduct of the institute was far less
central than it hadbeen at Hartford, for her attention was on larger matters. In
the con-figuration of institutions that her father and his associates were counting on to win the West for Christ, she considered the common schoolsto be
crucial, and she saw her own task as one of awakening the nationto the need for
a sufficient corps of female teachers to staff these insti-tutions. In the far-flung
network of the united evangelical front, therewere societies to train and support
ministers, to print and distribute Bi-bles and tracts, and to organize, staff, and
supply Sunday schools. Butthere was no society to advance common schools.
Hence, Beecher fo-cused her attention there, and in the process legitimatized
the commonschool movement as an aspect of the evangelical crusade, while
alsohelping to create a new vocation for American women.
Beecher first set forth her plan for a nationwide effort on behalf ofcommon
schools in the West in An Essay on the Education of FemaleTeachers (1835),
which was initially delivered as a lyceum address inNew York and then
published both in New York and Cincinnati. Theproposal combined various
elements from other evangelical efforts inthe Ohio Valley. Subsidized by
eastern money, a group of endowedteacher-training seminaries would be
established at key locations in theWest, with the express purpose of preparing
female teachers for thecommon schools. Those seminaries would offer a
curriculum equal incharacter and quality to the colleges for men, with special
emphasis onmoral and undenominational religious instruction; and each
seminarywould have a model primary school attached. The best of the
alumnaewould go on to form additional regional seminaries, the others
wouldserve as model teachers in the schools. Finally, during the period whenthe
seminaries were being developed, a vast recruiting effort would beundertaken
in the East for women willing to serve as missionary teach-ers in western
schools. "Meantime," Beecher assured her audience with
52. Catharine E. Bccchcr, Suggestions Respecting Improvements in Education,
Presented tothe Trustees of the Hartford Female Seminary (Hartford, Conn.:

Packard & Butler, 1829), p. 7.
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appropriate urgency, "proper efforts being made by means of the press,the
pulpit, and influential men employed as agents for this object, theinterest of the
whole nation can be aroused, and every benevolent andevery pious female in
the nation, who has the time and qualificationsnecessary, can be enlisted to
consecrate at least a certain number ofyears to this object. There is not a village
in this nation that cannot fur-nish its one, two, three, and in some cases ten or
even twenty, laborersfor this field.""
It was an ingenious plan, which, like so many contemporary evan-gelical
efforts, demanded leadership, organization, and money. Beecherprovided the
first in enthusiastic abundance. She set out to make herWestern Female Institute
a model for the seminaries she described, andwhen that failed and a similar
school developed at Milwaukee, Wiscon-sin, she helped organize the American
Women's Education Associationto sustain it and other institutions like it. She
traveled widely throughthe East seeking funds to support an agency (in the
fashion of the lead-ing interdenominational organizations) that could coordinate
the workof locating western schools in need of teachers, enlisting eastern
womenwilling to serve, and making the necessary arrangements to bring thetwo
together. For a time she actually had the services of former gover-nor William
Slade of Vermont in this capacity; but she and Slade fellout with one another
and he went on to organize the Board of NationalPopular Education, which,
alas, also failed. In the end, however, lead-ership, even the vigorous leadership
proffered by Beecher and the mem-bers of her family, could not substitute for
organization and money;and, for reasons both personal and political—the
Beechers were notuniversally loved, especially after the explosion at Lane
Seminary—or-ganization did not succeed and money was not forthcoming,
with theresult that the plan of 1835 failed.
But in many respects the cause of evangelization on behalf of com-mon
schools, particularly common schools taught by female teachers,succeeded
massively. Horace Mann devoted his second annual lectureas secretary of the
board to the preparation of teachers and included asignificant section on the
special qualifications of females; characteristi-cally, he spoke of "a divinely
appointed ministry" in the "sacred templeof education." And, when the first

public normal schools were organ-ized in Massachusetts in the years 1839 and
1840, it was generally as53. Catharine E. Beecher, An Essay on the Education of Female Teachers (New
York: VanNostrand & Dwight, 1835), p. 19.
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sumed that they would be attended by females. Obviously, Beecher can-not be
credited for the assumption, but her work both reflected andadvanced it. Later,
when Beecher was organizing the eflfort that wouldsubsequently attract Slade,
she enlisted the interest and cooperation notonly of Mann but also of Henry
Barnard, Samuel Lewis, and Catha-rine Sedgwick, individuals who were not by
temperament and outlooklikely to make common cause with the Beechers.
Most important, per-haps, was the moral force that Beecher's campaign
generated on behalfof common schools. It brought what was essentially a civic
movementwithin the scope of a broad Protestant consensus and in the
processwon for it untold support. Of course, Beecher's efforts also helped
toProtestantize the common school during the period of its modern defini-tion
and tliereby created one of the political problems it would persis-tently
encounter from that time forward."
In the course of her campaign to save the West, Beecher publisheda succession
of essays, addresses, and manuals, each of which in its ownway pointed to a
new American consensus concerning female roles thatshe herself was helping
to shape. "In civil and political affairs," shewrote in A Treatise on Domestic
Economy (1841), "American womentake no interest or concern, except so far
as they sympathize with theirfamily and personal friends. ... In matters
pertaining to the educationof their children, in the selection and support of a
clergyman, in all be-nevolent enterprises, and in all questions relating to morals
or manners,they have a superior influence." Primarily through the home and
theschool, women had a crucial responsibility in the new Republic to cre-ate
the elevated morality and social unity on which the successful oper-ation of
republican institutions ultimately depended. Women were bynature divinely
ordained and equipped for that responsibility, and aproper education would
enable them to carry it out. "Let the women ofa country be made virtuous and
intelligent, and the men will certainlybe the same," Beecher perorated. "If this
be so, as none will deny, thento American women, more than to any others on
earth, is committedthe exalted privilege of extending over the world those

blessed influ-ences, that are to renovate degraded men, and 'clothe all climes
withbeauty.' ""
54. Mann, Lectures on Education, p. 73.
55. Catharine E. Beecher, A Treatise on Domestic Economy, for the Use of
Young Ladies atHome, and at School (Boston: Marsh, Capcn, Lyon, and Webb,
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Chapter 5
SYSTEMS OF SCHOOLING
It shall be the duty of the general assembly, as soon as circumstanceswill
permit, to provide, by law for a general system of education, as-cending in
regular gradation from township schools to state university,wherein tuition shall
be gratis, and equally open to all.
INDIANA CONSTITUTION OF 1816
The republican style in American education was compounded of
fourfundamental beliefs: that education was crucial to the vitality of the Republic; that a proper republican education consisted of the diffusion
ofknowledge, the nurturance of virtue (including patriotic civility), andthe
cultivation of learning; that, schools and colleges were the best agen-cies for
providing a proper republican education on the scale required;and that the most
effective means of obtaining the requisite number andkind of schools and
colleges was through some system tied to the polity.The colonists had long
manifested a commitment to education as an in-strument of individual and
social development, and they had increas-ingly expressed that commitment
during the provincial era in their sup-port and patronage of schools and
colleges. What was fresh in therepublican style (though scarcely fresh in the
history of Westernthought) was the emphasis on system, on a functional
organization ofindividual schools and colleges that put them into regular
relationshipwith one another and with the polity. The very novelty of the idea
be-spoke a variety of approaches, and indeed one leading theme in the his-tory
of American education during the first century of the Republic isthe remarkable
multiplicity of institutional ways and means by whichstates and localities
moved to the creation of public school systems.

New York, for example, created a board of regents in 1784 andcharged it with
oversight of Columbia College (King's College redivi-vus) and such other
schools and colleges as the regents might choose to
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establish in other parts of the state. But the single comprehensive sys-tem
envisioned in the legislation of 1784 was not to be. Within tw^enty-five years
the regents were overseeing colleges and secondary schools,but the legislature
and the several towns of the state were overseeingcommon schools; while in
New York City the Common Council, havingassigned a portion of its state
subsidy to the local charity schools, wasoverseeing no schools because it had
simply failed to establish any.Massachusetts made room for a similar
comprehensive design in itsConstitution of 1780, which enjoined the legislature
to "cherish" allseminaries of learning, especially the university at Cambridge,
the pub-lic schools, and the grammar schools. The legislature in due course
pro-vided for elementary and secondary schools (though interestingly
therewere no public primary schools in Boston until 1818), and under
theleadership of Horace Mann the state did develop a model school sys-tem;
but the legislature also concluded that cherishing Harvard did notmean
continuing that institution's traditional financial subsidies, withthe result that
from 1830 on Harvard became more and more a privateinstitution. Virginia
tried repeatedly to establish a comprehensive sys-tem along Jeffersonian lines,
but for decades the most notable result re-mained the state university. All effort
to go beyond a patchwork quilt ofpublic, quasi-public, religious, and pauper
schools on the elementaryand secondary levels failed until Reconstruction, and
even then the ven-ture was viewed by many as a Yankee imposition. Michigan,
by con-trast, moved early and decisively to establish a comprehensive
publicsystem extending from the elementary school through the state university, and indeed for a time that state was actually inhospitable to variousforms of
nonpublic schooling.
Variegation, then, was the rule, and with it improvisation, imita-tion, trial and
error—whatever historical development there was endedup anything but
uniform and linear. Yet, by the 1850's and 1860's,visitors from abroad could
clearly discern an American public schoolsystem as an autochthonous

institutional creation, while Americans ontheir side tended to view that system
as an inspired bequest handeddown to them directly from their Puritan
ancestors. The passage of theMorrill Act in 1862, with its provision of federal
assistance for the es-tablishment of public colleges of agriculture and the
mechanic arts, cre-ated additional opportunities to ponder the design of the
system, asstate legislatures were required to decide where the new
institutionswould be located and what their relationship would be to the
schoolsand colleges already in existence.
All of this went forward via a political process that was informed
by the arguments of the Jeffersons, the Manns, and the Beechers, butnever
wholly dependent upon them. For one thing, the expansion ofschooling had
begun in the provincial era and clearly antedated the riseof public school
systems. For another, the development of public schoolsystems v^as frequently
tied to other political agenda: the sponsors ofpublic schooling in Massachusetts
in the 1830's included Whigs whostrongly favored internal improvements
(Horace Mann wanted a rail-road system as well as a public school system),
and the sponsors of theMorrill Act in the 1860's included Republicans who
sought a landpolicy that would unite the industrializing North with the
agriculturalWest. Finally, the shifting coalitions that in the end created
unitarycomprehensive public school systems may well have opted for a
politicalprogram that was strongly preferred by an articulate few but that wasat
best acceptable to a decisive majority. Once the majority hadachieved its goal,
the articulate few who had originally urged that goalproceeded to develop a
substantial rhetoric of justification. In doing so,they imposed a larger social
meaning on what had been accomplishedand thereby furnished a continuing
basis of ideological support for theenterprise.
II
The creation of the University of the State of New York was an ex-traordinary
event in the life of the early Republic, in both the breadthof its aspiration and
the artistry of its design. The initial legislation of1784 sought to attend to two
immediate concerns: the continuation ofKing's College in some cleansed postRevolutionary form and the moregeneral promotion of literature and learning
throughout the state. Theinstrument wrought for the task was a university
designed not as ateaching institution but rather as an administrative system for
a num-ber of teaching institutions at various academic levels, governed by

aboard of regents with broad supervisory powers. The first board wasdominated
by King's College men and devoted itself almost exclusivelyto the affairs of
that institution (the legislation renamed it ColumbiaCollege). Not surprisingly,
pressure developed for a more representa-tive political apparatus, with the
result that revised legislation in 1787created the university anew, this time
primarily as a comprehensive ad-ministrative organization. There has been
some debate over the originsof the revised law, but the evidence seems to point
to the key role ofthree regents, James Duane, Ezra L'Hommedieu, and
AlexanderHamilton, and the influence of the English Commonwealth tradition,
as articulated by William Livingston and his associates during the1750's in the
Independent Reflector.
Whatever the hopes of those who conceived the university as somesingle
comprehensive organization that would coordinate the develop-ment of the
state's schools and colleges, the drift of affairs was other-wise. After several
years of urging from both the regents and GovernorGeorge Clinton, the
legislature in 1795 passed an act for the encour-agement of schools, which
provided for annual appropriations of twothousand pounds for a period of five
years, the money to be appor-tioned among towns demonstrating a willingness
to tax themselves forthe maintenance of schools. Specific provision was made
whereby NewYork City could use part of its portion for the support of "the
severalcharity schools" of that city; and in the end it was the schools for
poorchildren conducted by various churches and benevolent societies that received the city's entire share. Thus, the legislation of 1795 neither ex-panded
the regents' system nor created an alternative system; it simplyencouraged
schools.^
The program of 1795 was not renewed when it expired in 1800.But the pressure
for expanded schooling under civil auspices persisted.In 1805 the legislature
created a permanent school fund, but made noprovision for the expenditure of
the interest. And then in 1811 Gover-nor Daniel D. Tompkins appointed a
commission to draft for the nextsession of the legislature "a system for the
organization and establish-ment of common schools." The commission duly
reported on February14, 1812 (in a document marvelously representative of the
republicanstyle), and the legislature acted the following June. Unlike its
predeces-sor of 1795, the new law was patently intended to erect a system.
Itsvery first provisions created a state superintendency of schools and de-fined
as among the responsibilities of the office the development ofplans for the

better management of schools and their resources. Subse-quent provisions
established a three-tiered organization of the system,with local districts (created
by the towns) responsible for the mainte-nance of school buildings, the towns
responsible for the employmentand oversight of schoolteachers, and the state
responsible for assistinglocal effort via the diffusion of information and the
distribution of in-terest from the permanent school fund. One supplementary
bill enactedin 1813 named the Common Council of New York City the
custodianof that city's share of the annual state appropriation and authorized the
1. An Art for the Encouragement of Schools, April 9, 1795, in Thomas E.
Finegan, cd.. FreeSchools: A Documentary History of the Free School
Movement in New York State (Albany: TheUniversity of the State of New
York, 1921), p. 29.
apportionment of the appropriation among such groups as the FreeSchool
Society (later the Public School Society), the Orphan AsylumSociety, and the
Manumission Society (which ran the African FreeSchools), and the various
religious societies that conducted charityschools in the city. Another
supplementary bill enacted in 1814 autho-rized localities to make up any
deficits in annual school budgets by atax on the parents of schoolchildren,
provided that poor and indigentfamilies were exempted (the assessments were
called "rate bills" andwere levied according to the number of children a family
had atschool).^
The intent of the legislation of 1812-1814 was clear and explicit. Itcreated a
school system, but it was a system that stood alongside theuniversity rather than
within it. Moreover, as the various institutionscomprised by the two systems
evolved, there were further divisionswithin the systems themselves. Thus,
Columbia College and thenUnion College (chartered in 1795) and Hamilton
College (chartered in1812), and the dozen-odd additional colleges chartered
before the CivilWar, were entitled to their own boards of trustees under the
universitylegislation of 1787, and these boards found it increasingly difficult
toobtain funds from the state—after 1812 the legislature consistently fa-vored
the common schools. As a result, though they were technicallyconstituent parts
of the university system, the colleges went their ownseparate ways, guided
largely by presidents, trustees, and patrons.
In a quite different realm, the regents incorporated over three hun-dred
academies between 1787 and 1876 (not all of which flourished)and oversaw

their general development as college preparatory institu-tions, the goal being
systematically to articulate them with the colleges.Nevertheless, there were also
academies chartered by the legislature aswell as academies that were never
chartered at all, and in additionthere were high schools under local control that
grew up as part of thepublic school system. Finally, there was the special case
of New YorkCity, which for all intents and purposes went its own way,
acceptingthe schools of the Public School Society along with a number of
othereleemosynary and denominational institutions as its public school sys-tem
until the creation of a public board of education in 1842. Over andover again,
as the development of schools went forward, hopes for asingle comprehensive
system gave way to alternative arrangements.
For all the power of the drive toward systematization, then, the re-sult in New
York was several systems and subsystems, each comprisinginstitutions of
varying degrees of publicness. Variegation was the rule,
2. Finegan, ed., Free Schools, p. 37.
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and it remained the rule even after the great legislative battles of the1840's,
1850's, and 1860's had made the common school generally taxsupported and
free of tuition. As for higher education, whatever thehopes and fears of the
regents at different times in their history, NewYork would have no state
university as a teaching institution (apartfrom the Morrill Act colleges at
Cornell) until after World War II.
Massachusetts also moved toward systematization, but with no suchgrand
design as the University of the State of New York. The Constitu-tion of 1780
made broad provision for the advancement of education,charging legislators
and magistrates to cherish seminaries of learning(especially the university at
Cambridge, the public schools, and thegrammar schools in the towns); to
encourage institutions for the promo-tion of agriculture, arts, sciences,
commerce, trade, and manufactures;and to inculcate the principles of humanity,
benevolence, charity, indus-try, honesty, punctuality, and sincerity in the
population at large. Withrespect to schools, the legislature decided in 1789 to
codify into a singlelaw the various practices that had become standard during
the provin-cial era. By its provisions, towns having fifty or more families were

re-quired to furnish six months of schooling (distributed among one ormore
schools) during the course of the year, while towns which hadgrown to two
hundred families were also required to support a gram-mar school. In addition,
the practice of school districting, which hadgrown up in the eighteenth century
as one response to the continuingsettlement of the rural areas, was formally
sanctioned (though districtswere not granted the power to tax until 1800). There
was little debateover the measure insofar as it merely codified the
commonplace; and,though the legislature recognized a three-tiered organization
of schoolgovernance, with the state mandating and encouraging, the towns
serv-ing as prime agents, and the districts coming into being as surrogatesfor
the towns in certain functions, there was no attempt to systematizebeyond the
general requirement that teachers at all levels (includingthose at Harvard)
nurture piety, patriotism, and virtue and that minis-ters and selectmen in the
several towns regularly visit and inspect theschools and inquire into the
maintenance of discipline and the profi-ciency of the scholars.
As for the university at Cambridge, the legislature was initiallygenerous in
subsidizing faculty salaries, but then denied all requests forassistance until
1814, when it divided the proceeds of a bank tax amongHarvard, Williams
(chartered in 1793), and Bowdoin (chartered in1794). Meanwhile, the
legislature altered Harvard's charter from time
to time to make it more or less responsive to changing legislative opin-ion.
Finally, the legislature incorporated some thirty-six academies by1820,
beginning v^ith the Phillips Academy at Andover in 1780. Onceagain,
however, there v^as no attempt to organize these various institu-tions into a
system.
The attempt to systematize really began during the 1820's w^ith theefforts of
James G. Carter, a young teacher and journalist who had set-tled in Lancaster
after his graduation from Harvard in 1820. Carter'sviews appeared in the
Boston press from time to time between 1821and 1826, but his influence and
reputation stemmed largely from twowidely circulated pamphlets that gathered
his ideas together and tiedthem to specific recommendations—Letters to the
Hon. William Pres-cott, LL.D. on the Free Schools of New England, with
Remarks on thePrinciples of Instruction (1824) and Essays upon Popular
Education(1826). The thrust of the pamphlets was twofold, first, to lament
whatCarter perceived as a dangerous decline in public concern for
schooling,and, second, to spark a revival of public interest at the state level.

"Ifthe policy of the legislature, in regard to free schools, for the last
twentyyears be not changed," Carter warned, "the institution, which has
beenthe glory of New England will, in twenty years more, be extinct. If
thestates continue to relieve themselves of the trouble of providing for
theinstruction of the whole people, and to shift the responsibility upon
thetowns, and the towns upon the districts, and the districts upon individ-uals,
each will take care of himself and his own family as he is able,and as he
appreciates the blessing of a good education." Carter's imme-diate proposal was
for the establishment of a public teacher-trainingseminary as part of the state's
free school system. But more important,perhaps, was the leitmotif that sounded
through Essays upon PopularEducation, namely, that the legislature take the
lead in strengtheningand encouraging the towns to remedy the inequities of the
districts.Centralization—and with it systematization—was Carter's answer tothe
lamentable decline of schooling he perceived in Massachusetts.^
One can draw a direct line from Carter's efforts of the 1820's to
theestablishment of the Massachusetts board of education in 1837. As hasbeen
indicated. Carter himself played an influential role in the creationof the board,
though the instrument that actually resulted from his ef-forts was granted
comparatively little power by the legislature. Theboard's principal
responsibilities were to gather data from the towns(which the towns were
required to furnish under an 1834 law estab3. James G. Carter, Essays upon Popular Education (Boston: Bowles &
Dearborn, 1826), p.41.
lishing a permanent school fund and providing for distribution ofthe income)
and to report annually on the condition and efficacy of theschools; and even its
paid secretary was entrusted primarily with thetask of collecting and diffusing
information on "the most approved andsuccessful methods of arranging the
studies and conducting the educa-tion of the young." Yet, in the end, Horace
Mann turned powerlessnessinto a virtue, using the secretaryship as a lectern
from which to educatenot only the legislature but teachers, school committees,
reformers inother states, and the political leaders of a half-dozen foreign
countries.'*
Mann sounded the theme of systematization early and powerfullyin his lectures
and reports. "In this Commonwealth," he remarked inhis lecture of 1837, "there
are about three thousand public schools, inall of which the rudiments of

knowledge are taught. These schools, atthe present time, are so many distinct,
independent communities; eachbeing governed by its own habits, traditions,
and local customs. Thereis no common, superintending power over them; there
is no bond ofbrotherhood or family between them. They are strangers and
aliens toeach other. The teachers are, as it were, imbedded, each in his
ownschool district; and they are yet to be excavated and brought together,and to
be established, each as a polished pillar of a holy temple. As thesystem is now
administered, if any improvement in principles or modesof teaching is
discovered by talent or accident, in one school, instead ofbeing published to the
world, it dies with the discoverer. No means ex-ist for multiplying new truths,
or even for preserving old ones."^
The observations hold one key to Mann's conception of system. Hecontinued to
insist that he was not concerned with putting forth a seriesof perfect models to
which there would be universal conformity. Rath-er, he wished to promulgate
widely those general principles on whichintelligent educational choice
inevitably depended. Systematization, hewould have argued, meant rationality,
not uniformity. Still, the call foruniformity also sounded through his reports—
uniformity of textbooks,uniformity of curricula, uniformity of library
collections, uniformity ofmethods, and uniformity of discipline. Here as
elsewhere Mann facedthe paradox of all reformers. What he saw as irrefutable
truth, his op-ponents saw as partisan doctrine, with the result that an effort conceived as being above party or faction—for the good of the common-weal—
became enmeshed in political controversy. Mann persisted,though, ever
convinced that uniformities were minima required in the
4. Massachusetts, Lxlws of the Commonwealth of Massachusetts (1837), chap,
ccxli, sec. 2.
5. Horace Mann, Lectures on Education (Boston; Ide & Dutton, 1855), p. 19.
cause of equity. And, when critics such as Edward A. Newton or Mat-thew
Hale Smith or the Boston schoolmasters suggested that no ephem-eral equity
could ever justify a strongheaded uniformity, Mann was un-comprehending.
However that may be, Mann weathered the politicalstorms and systematization
was advanced, bringing, along with a mea-sure of equity, an increasingly
politicized concern for education.
Mann at several points during his secretaryship undertook to expli-cate what he
liked to refer to as "the theory of the Massachusetts freeschool system." In

every instance he pointed with pride to the districtschools open to all as well as
to the more advanced schools of the largertowns open to those marked by "a
peculiar destination, or an impellingspirit of genius"; and after 1839 he was
also wont to include the publicnormal schools as well. But he was always
careful to note that at theconclusion of the town secondary schools "seminaries
for higher learn-ing, academies and universities, should stand ready to receive,
at privatecost, all whose path to any ultimate destination may lie through
theirhalls." This, Mann went on to explain, was "the paternal and comprehensive theory of our institutions." For all intents and purposes, Mannwas
merely reflecting the situation as it had developed in Massachusettsby the
1830's. By that time. Harvard, Williams, and Amherst (char-tered in 1825) and
the hundred-odd incorporated academies had driftedtoward "privateness" in
theory and in fact; and, though the drift didnot prevent them from perpetually
seeking public subsidies, they re-ceived such subsidies only occasionally and
increasingly grudgingly. Bythe time Mann left office in 1848, they were not
only considered to beoutside the public school system, they were actually
viewed by some ashostile to the public school system and, in the case of the
academies, es-sentially competitive with it.^
Finally, it is important to note that Mann constantly inveighedagainst parental
indifference to schooling, but at no point recommendeda compulsory
attendance policy. Rather, he advocated regulations thatwould require children
either to attend regularly or not at all. Thepoint was to awaken parents, not to
compel attendance. And indeed,when Massachusetts actually enacted the first
general compulsoryschool attendance statute in 1852 (requiring every child
between eightand fourteen, with certain stipulated exceptions, to attend some
publicor other school for at least twelve weeks each year, six weeks to be consecutive), it was neither Mann, nor Mann's successor, Barnas Sears,
6. First Annual Report of the Board oj Education, Together with the First
Annual Report ofthe Secretary of the Board (1837), pp. 53-56.
nor the board, nor the teaching profession, nor the local town schoolcommittees
that pushed through the law. It was rather organized laborand reform groups
concerned about youthful idleness on the one handand youthful exploitation on
the other, that pressed its enactment.While the legislation had little immediate
effect, owing to indifferentenforcement, it did lead ultimately to a momentous
shift in the configu-ration of American education.

Virginia tried repeatedly to create a comprehensive school systemalong
Jeffersonian lines, but proponents of the various plans submittedproved unable
to put together the necessary political coalitions. Indeed,on at least one
occasion when a comprehensive program had passed theHouse of Delegates,
none other than Jefferson himself helped defeat itin the Senate. The occasion,
of course, was the session of 1816-17, andthe sponsor of the measure that failed
was Charles Fenton Mercer.
Mercer is an interesting figure in the history of American educa-tion, and the
failure of his program reveals a good deal about the poli-tics of education
during the early national period. A native of Freder-icksburg, Mercer had
attended the College of New Jersey (Princeton),graduating in 1797 at the head
of his class, and had then gone on toread law, winning admission to the bar in
1802. He entered politics in1810 as a member of the Virginia House of
Delegates (from LoudounCounty in the northern part of the state) and remained
there until1817, when he went on to a seat in Congress. And it was as a
Federal-ist member of the House of Delegates that he led in efforts to
developVirginia's economy via a program of internal improvements, one component of which would be education. For Mercer, as for Mann duringhis
subsequent career in the Massachusetts lower house, economic de-velopment
involved the expansion of opportunity for schooling at alllevels.
Virginia had established a literary fund in 1810, the interest fromwhich was to
be appropriated "to the sole benefit of a school or schools,to be kept in each and
every county . . . subject to such orders and regu-lations as the general
assembly shall hereafter direct." The fund wasnot large—in its first year it
yielded an income of approximately athousand dollars—and the legislature
voted in 1811 to contribute theentire proceeds to the education of the poor, "an
object equally humane,just and necessary, involving alike the interests of
humanity and thepreservation of the constitution, laws and liberty of the good
people ofthis commonwealth." In 1816, however, under the leadership of Mer158 THE VIRTUOUS REPUBLIC
cer, the fund was designated the repository of substantial rebates anddebt
obligations of the federal government to Virginia, with the resultthat, for the
first time in its history as a state, Virginia appeared in aposition to have a
comprehensive system of public schooling (which waswidely desired) without
a substantial program of local taxation (whichwas widely opposed).'

It was in this context that Mercer introduced a bill "providing forthe
establishment of primary schools, academies, colleges, and a univer-sity." As
has been mentioned, it proposed a state-sponsored system ofprimary schools
along with state-aided academies and colleges and astate university somewhere
in the Shenandoah Valley; and it also pro-vided for a state board of public
instruction with responsibility for cre-ating a comprehensive system of public
instruction that would have co-opted a number of extant schools, academies,
and colleges, whileestablishing a significant number of new institutions, among
them anew university. Mercer's program succeeded in the House but was defeated in the Senate by a substantial coalition of eastern elitists and Jeffersonian Republicans. The fact is that every partisan of every educa-tional
scheme in Virginia, contemplated or already in operation, hadhis eye on the
income from the augmented literary fund, and Mercersimply could not garner
the support required.®
There were two more major efforts to legislate a comprehensive sys-tem of
public schooling before the Civil War, one in 1829 and one in1846. But the
general thrust of the legislation that resulted was to makepublicly supported
schooling for the poor mandatory and publicly sup-ported schooling for
everyone else subject to local option (and local tax-ation). The legislation of
1846 did make obligatory the establishment ofcounty boards of school
commissioners and the election of county super-intendents of schools by those
boards; but, except in the case of thehandful of counties that opted for taxsupported primary schools opento all whites, the boards and the superintendents
oversaw only schoolsfor the poor. In the end, on the pre-university level,
Virginia system-atized only pauper schooling in the era before the Civil War.
On the university level, of course, the story was quite different. Thelegislature
for all intents and purposes adopted the report of the Rock-fish Gap
commissioners, which Jefferson wrote in 1818, and in a bill
T.Virginia, Acts Passed at a General Assembly of the Commonwealth of
Virginia (1809),chap, xiv, p. 15; Virginia, Acts Passed at a General Assembly of
the Commonwealth of Virginia(1810), chap. viH, sec. 5.
8. The bill is given in A. J. Morrison, The Beginning of Public Education m
Virginia,1776-1860 (Richmond: State Board of Education, 1917), pp. 32-34.
enacted during the first weeks of 1819 created a new university on
thefoundation of Central College in Charlottesville. The act provided for aboard

of visitors appointed by the governor to oversee the institutionand for an
annuity of fifteen thousand dollars to support the institution.In effect, neither
the provision for the board nor the grant of the publicsubsidy was substantially
different from what the Massachusetts legis-lature was doing vis-a-vis Harvard
at about the same time. But thespirit of the new university, as articulated by
Jefferson, as well as thesources and timing of its establishment made the
differences profound.Whereas Harvard within a generation was to be one
model of the pri-vate American university, Virginia was destined to be the
archetype ofthe public state university.
The Civil War wrought havoc with Virginia's schools and colleges:the literary
fund was diverted; students and teachers went off to mili-tary service; and
educational facilities were in some instances destroyedand in others converted
into hospitals, barracks, and headquarters. Andafter Appomattox there was not
only the impoverishment of defeat butthe widespread feeling that free schools
and school systems were an ac-cursed Yankee invention designed to promote
racial mixing. For thevery reason of bestowing full citizenship on the newly
emancipatedblacks, however. Reconstruction conventions and legislatures were
in-sistent upon the establishment of free schools, with the result that theVirginia
Constitution of 1870 mandated the creation of a "uniform sys-tem of free public
schools" by 1876, and the 1870 Act to Establish andMaintain a System of
Public Free Schools called for a statewide systemof free primary schools under
a three-tiered arrangement for gover-nance that included school districts,
county superintendents, a stateboard of education, and a state superintendent of
public instruction.The university was also revived with its traditional state
subsidy; butinterestingly, in light of its Jeffersonian heritage, it was unable to
winfor itself the funds that accrued to the state under the Morrill Act,
andinstead Virginia's Morrill Act programs in agriculture and the mechan-ic
arts were established at Hampton Institute and at a new A & M col-lege at
Blacksburg.^
Education was nowhere mentioned in the federal Constitution, withthe result
that it remained among the powers that the Tenth Amend-ment reserved "to the
states respectively, or to the people." The several
9. Virginia Constitution of 1870, Article VIII, in The Federal and State
Constitutions, Colo-nial Charters, and Other Organic Laws, edited by Francis
Newton Thorpe (7 vols.; Washington,DC: Government Printing Office, 1909),
VII, 3892.

States therefore felt free by tradition and by law to go their own par-ticular
ways in education, though from the very beginning they taughtone another and
borrowed freely back and forth. Horace Mann waswont to cite the experience
of New York State where it seemed to himin advance of Massachusetts; New
York in turn circulated Mann'sCommon School Journal to its local school
districts and actually reprint-ed Mann's Fifth Annual Report at public expense.
Similarly, CharlesFenton Mercer cited the experience not only of New York
and Massa-chusetts but also of Rhode Island, Connecticut, and New Hampshire
inpressing his program of 1817, alluding to the "humiliation" Virginiansmust
have felt as their youngsters went North for an education. In thenewer states,
with bequeathed traditions depending on the origins oftheir settlers, imitation
combined with innovation to form patterns thatvaried from the familiar to the
bizarre. The early experience of Michi-gan is illustrative, though in the West as
in the East the states contin-ued to go their separate ways.^°
The territory that became Michigan initially fell within the North-west Territory
and was therefore formally governed under the land or-dinances of 1785 and
1787. The township system of settlement was or-dained, and the sixteenth
section of each township was reserved "forthe maintenance of public schools
within the said township"; and, inthe interest of religion, morality, and good
government, schools andthe means of education were forever to be encouraged.
As in most ofthe newly settled regions, the population was sparse and survival
wasthe first order of business, with the result that education devolved uponthe
family and whatever ad hoc arrangements groups of families couldmake with
ministers, schoolteachers, or their surrogates. The formalcreation of the
territory of Michigan in 1805 brought a variety of lawsconcerning schooling,
none of which was particularly well carried out;but surely the most interesting
and far reaching of these was the lawcreating the Catholepistemiad, or
University of Michigania, in 1817.^'
The story of the Catholepistemiad is inseparable from the story ofthe man who
conceived it, Augustus B. Woodward, chief justice of theSupreme Court of the
Michigan Territory. Born and raised in NewYork, Woodward had attended
Columbia College from 1789 to 1793.Thereafter he had taught for a time at
Liberty Hall Academy in Lex-ington, Virginia, and probably simultaneously
read law (the details ofhis legal .education are ephemeral, though there is clear
evidence that

10. The Constitution of the United States, in Henry Steele Commager, ed.,
Documents ojAmerican History (9th ed.; 2 vols.; New York: Appleton-CcnturyCrofis, 1973), I, 146.
11. Land Ordinance of 1785, in ibid., I, 124.
he was practicing law in the spring of 1799). It was also during hisresidence in
Virginia that he became a regular visitor to Monticello, be-ginning what would
be a lifelong discipleship to Jefferson. During thefirst years of Jefferson's
presidency, Woodward settled in Washingtonand participated actively in the
politics of that city. Several years later,Jefferson appointed him to the Michigan
judgeship.
The powers of the governor and judges were considerable, and forthe next three
decades Woodward did everything from holding court forthe purpose of settling
land titles to laying out a plan for the city ofDetroit. Sometime in 1817, he
turned his attention to the establishmentof a comprehensive system of
education for the territory. The plan hedeveloped was an amalgam of sound
ideas expressed in bizarre Greco-Roman neologisms. It called for a university
(Catholepistemiad) of thir-teen departments (didaxia) covering the full gamut
of scholarly studies.The governing body would consist of the president and
professors (di-dactors), and support would come from general taxes, state
lotteries(two were actually drawn), and voluntary contributions (the city of Detroit raised three thousand dollars). So far, the Catholepistemiad was
auniversity described in quaint language. But it went far beyond thethirteen
professorships, for the plan also called for a subordinate appa-ratus of colleges,
academies, schools, libraries, museums, athenaeums,and botanical gardens. In
other words, the Catholepistemiad came fullyequipped with feeder and
associated institutions and comprised for allintents and purposes a complete
system of education.
What were the sources of Woodward's remarkable plan? The Na-px)leonic
university? Jefferson's vision of the University of Virginia (thetwo men might
have discussed such ideas during Woodward's visits toMonticello)? The
University of the State of New York, which was newand full of hope when
Woodward attended Columbia College? There isno way of knowing, though
Woodward's scheme did embody elementssimilar to all three. In any case, the
Catholepistemiad was duly legislat-ed into existence and actually began
operation in 1817 or 1818, butonly at the primary and secondary levels. Though

later judicial deci-sions would trace the formal legal .origins of the University
of Michiganto the enactment of 1817, the Catholepistemiad never offered
instruc-tion at the exalted level envisioned by Woodward.
There is a significance about the Catholepistemiad, however, thatshould not be
ignored, for it introduced a notion of comprehensivenessinto the discussion of
educational affairs in Michigan that remained op-erative throughout the
formative period of the state. The Constitutionof 1835 included one of the most
inclusive articles on education to appear in any of the early state constitutions. Probably prepared by JohnD. Pierce
and Isaac Crary, two New Englanders who had immigratedto the territory
during the 1830's, the article created a state superinten-dency of public
instruction, charged the legislature with providing for asystem of common
schools and town libraries, and also enjoined it toexert the utmost care in
managing the lands set aside for the support ofthe university. When Pierce, an
alumnus of Brown University who hadsettled in Michigan under the aegis of
the American Home MissionarySociety, was appointed the first superintendent
of public instruction, heconsidered his responsibility to be the entire system,
from the primaryschools through the university. Later, the Constitution of 1850
con-firmed the early commitment to comprehensiveness, repeating the
majorprovisions of 1835 and adding provisions for an elected board of
regentsto oversee the University of Michigan; for an agricultural school to promote intellectual, scientific, and agricultural improvements; and forspecial
institutions for the deaf, the dumb, and the blind. It took timefor these
constitutional mandates to be translated into law, and as amatter of fact the
district schools of Michigan did not actually becomefree until 1870. But the
systematization inherent in a centralized com-prehensive scheme was present
from the beginning.^^
One additional point is worthy of note. It was in Michigan that theright of local
school districts (in the particular instance, union schooldistricts) to operate free
high schools capable of preparing young peoplefor the university was legally
tested and established. The question wasan interesting one, since by midcentury there were two related butquite different thrusts present in the state
school system, one morepracticalist in orientation and embodied in free primary
schools supple-mented by free secondary schools in the towns (recall Horace
Mann'sargument concerning the theory of the Massachusetts free school
sys^tem) and the other more academic in orientation and embodied in apublic

university with a feeder apparatus of public primary and sec-ondary schools
(recall Woodward's Catholepistemiad). In the mergingof the two into a single
comprehensive system, it was almost certainthat there would be controversy
around the precise definition of second-ary schooling, and such was indeed the
case, with Kalamazoo, Michi-gan, as the locale.
12. In a memoir written many years later, Pierce recounted that he and Crary
had discussedat length Victor Cousin's repwrt on the Prussian school system
(the thrust of which was decidedlyin favor of centralization) and drawn from it
the "fundamental principles" they deemed essentialto the proper development
of education in the new state; the most fundamental of these was awellsupported comprehensive system of public schooling. Sec John D. Pierce,
"Origins and Prog-ress of the Michigan School System," Michigan Pioneer
Collections, I (1877), 37-45.
The facts were fairly simple. For many years Kalamazoo had sentthose of its
youngsters wishing to prepare for the university to the pre-paratory department
of Kalamazoo College (chartered in 1855). But in1858 Kalamazoo created a
union high school, with one Daniel Putnamas superintendent. The school
carried on its work for several yearsamid growing controversy, teaching not
only advanced English subjectsbut also the classical languages, mathematics,
and natural sciences re-quired for entry into the university. In 1873, a number
of prominentcitizens filed suit to restrain the school board from spending
publicmoney on the high school. The local circuit judge who initially heardthe
case decided against the complainants, affirming the right of theboard to
maintain a high school with tax funds. When the case was ap-pealed, the
Michigan Supreme Court unanimously upheld the lowercourt. Judge Thomas
M. Cooley and his associates pointed to the twotraditions of secondary
schooling that had emerged in the state, one de-riving from the university
legislation of 1817 and the provision for pub-lic academies, the other deriving
from the Constitution of 1835 and theprovision for free public primary
schooling (which had then been ex-tended to include high schools). The
melding of the two, the opinionheld, provided ample precedent for the actions
of the Kalamazoo schoolboard: "If these facts do not demonstrate clearly and
conclusively a gen-eral state policy, beginning in 1817 and continuing until
after the adop-tion of the present constitution [1850], in the direction of free
schools inwhich education, and at their option the elements of classical
education,might be brought within the reach of all the children of the state,
then,as it seems to us, nothing can demonstrate it."^^

Ultimately, what the Michigan Supreme Court had confirmed wasthe unitary as
well as the comprehensive character of the Michigan (andthe American) school
system. There would not be in Kalamazoo, as wasthe case in contemporary
Europe, two secondary school systems, one forthose desiring a practical
education and one for those aiming toward theuniversity. It was an immensely
influential decision, widely cited in oth-er states; and, as often happened in
nineteenth-century America, theholding of a state court took on important
national overtones.
Ill
As had long been true, significant numbers of Americans during thenineteenth
century continued to pursue their education entirely within
13. Charles E. Stuart and others v. School District No. 7 of the Village of
Kalamazoo and oth-ers. 30 Michigan (1874), 84.
families and churches or through more informal means. For some,
thealternative represented a choice; for others, it was imposed by physicalor
social circumstance. Nevertheless, as schooling became increasinglyprevalent
(as the century progressed, greater numbers of people hadsome schooling) and
as one state after another adopted compulsoryschool attendance legislation
(w^hose initial effect in the aggregate seemsto have been to hold youngsters
already enrolled in school to somew^hatbetter records of attendance), the line
separating those w^ho had hadsome schooling from those who had not became
more clearly etched.What had once been commonplace became increasingly a
departurefrom the commonplace.
The boundary between public and private schooling also took onnew
prominence, though here, too, the distinctions were in process ofbecoming and
therefore unclear and inconsistent. In 1813, for example,when New York City
used its share of the state's public school subsidyto assist the charity schools
maintained by the various denominations ofthe city, those charity schools were
doubtless perceived by most as pub-lic or common schools. Later, in the 1820's
and 1830's, when the FreeSchool Society (renamed the Public School Society
in 1826) insistedthat denominational schools ought not to get money
appropriated forthe support of common schools, the city council was forced to
wrestlewith the definition of a common school. And then, in the 1840's,
whenRoman Catholics in New York accused the state-chartered but nongovernmental Public School Society of maintaining a Protestant bias anddemanded

that they be given a share of tax support for their ownschools or that a public
board be created to replace the Society, the taskof definition fell to the state
legislature. The legislature resolved the is-sue by passing an act "To Extend to
the City and County of New Yorkthe Provisions of the General Act in Relation
to Common Schools." Indue course, the Public School Society went out of
existence and the Ro-man Catholics set out to expand their own parochial
school system.'*
A similar process of definition took place in the realm of highereducation, with
even more tortuous twists and turns and even less clar-ity. The simple fact of
being chartered gave an institution an aura ofpublicness during the last years of
the eighteenth and first years of thenineteenth centuries, and almost as if to
symbolize this publicness acharter frequently brought a public subsidy. A halfcentury later, aftercharters had been widely associated with the world of
competitive busi14. New York (State), Laws of the State of New-York (1842), chap. cl.
ncss, the publicness of a chartered institution was less clear. Com-pounding the
shift was the changing relationship of the colleges and thechurches. Before the
disestablishment of the Congregational church inMassachusetts in 1833, to take
but one example, the Congregationalchurch was public, and so for all intents
and purposes were HarvardCollege, Williams College, and Amherst College.
The simple legislat-ing of disestablishment did not change those perceptions
overnight. InMichigan, on the other hand, where the first eighteen years of
state-hood witnessed what was for all intents and purposes a war betweenthe
state university and the aspiring denominational colleges, the dis-tinctions were
established early and clearly. In Massachusetts, they re-mained unclear through
much of the nineteenth century.
Finally, the issue of publicness inevitably extended to the academy,which since
the provincial era had overlapped both the primary schooland the college as a
characteristically general American institution. Forfully a century in the life of
the Republic the academy was the preva-lent form of secondary education, until
its decline in favor of the publichigh school during the 1880's and 1890's. While
it prevailed, it came inevery size, shape, and form, and under every variety of
sponsorship.Many were chartered, many more were not. Some were the
ephemeralenterprises of particular teachers, some had corporate boards that
tran-scended particular teachers. Some were tied to local communities, someto

church assemblies, some to government agencies. Some were support-ed by
endowments, some by taxes, some by subscriptions, some by tu-ition rates, and
most by some combination of the four. In New York,under the aegis (and
subvention) of the regents, the state actually or-ganized academies into a
"system" for a time, with special responsibil-ity for the training of teachers.
They seemed infinitely adaptable toparticular needs and opportunities, and,
indeed, in 1845 EdwardHitchcock, the president of Amherst College,
celebrated the academy asa quintessentially American institution: it breathed
the American spiritof liberty from government restraint; it incarnated American
individual-ism; and its form and traditions made it ideal for experiment.^^
Definitions of public and private, then, were neither precise norstatic during the
nineteenth century; they were rather in process of evo-lution. And Edward
Hitchcock could look upon the academies of Mas15. John Walter Gifford, Historical Development of the New York State High
School System(Albany: J.B. Lyon, 1922); and Edward Hitchcock, The
American Academy System Defended: AnAddress Delivered at the Dedication
of the New Hall of Williston Seminary, in Easthampton, Jan-uary 28. 1845
(Amherst, Mass.: J.S. & C. Adams, 1845).
sachusetts as no less American than the common schools were to Hor-ace
Mann. Moreover, though systematization advanced, isolated,idiosyncratic
institutions persisted, as indeed did the possibility (thoughnot the prevalence) of
education entirely devoid of schooling. And, tocompound the range of
alternatives even further, there were not onlyschool systems under government
auspices, there were school systemsunder church auspices as well. In fact, the
development of the churchsystems was in many ways a response to sharpening
definitions of pub-lic schooling.
The fastest growing and best organized of the church systems wasthe Roman
Catholic. Catholic efforts in the diocese of New York havealready been alluded
to, and they are worthy of elaboration because oftheir influence elsewhere. The
first Roman Catholic school in NewYork was established in connection with St.
Peter's Church in 1801and the second in connection with St. Patrick's in 1815;
both schools re-ceived a share of the city's state school subsidy (along with the
FreeSchool Society, the Manumission Society, the Orphan Asylum Society,and
several other sponsors of denominational schools). After 1825,however, the
Common Council voted to restrict allocations from thestate subsidy to

nondenominational institutions, with the result that thetwo parish schools as
well as two others maintained by the Sisters ofCharity were barred from
governmental assistance. The Roman Catho-lic clergy in the city objected
strenuously, contending that the so-calledundenominational schools of the
Public School Society, which continuedto receive aid as common schools, were
not undenominational at all butin effect Protestant. They taught morality apart
from religion (whichthe Catholics saw as a Protestant delusion) or they taught it
in connec-tion with Protestant doctrine (which the Catholics saw as blatant sectarianism), and in either case they conveyed hostility to Catholic historyand
culture. On any or all of these grounds, they were unacceptable forCatholic
children. But there seemed no recourse, so Catholics continuedto build their
own schools—there were eight parish free schools by1840 as well as a number
of tuition schools—at the same time that theyvoiced their dissatisfaction with
the prevailing government arrange-ment.
The smoldering controversy of the 1830's broke into open politicalconflict in
1840 when Governor William H. Seward included in his in-augural a(Jdress the
recommendation that immigrant groups be per-mitted to have public schools
presided over by teachers of their ownlanguage and faith. "The children of
foreigners," Seward argued,
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found in great numbers in our populous cities and towns, and in the vicinity
ofour public works, are too often deprived of the advantages of our system
ofpublic education, in consequence of prejudices arising from difference of language or religion. It ought never to be forgotten that the public welfare is
asdeeply concerned in their education as in that of our own children. I do
nothesitate, therefore, to recommend the establishment of schools in which
theymay be instructed by teachers speaking the same language with themselves
andprofessing the same faith. There would be no inequality in such a
measure,since it happens from the force of circumstances, if not from choice,
that theresponsibilities of education are in most instances confided by us to
native citi-zens, and occasions seldom offer for a trial of our magnanimity by
committingthat trust to persons differing from ourselves in the language or
religion. Sincewe have opened our country and all its fullness to the oppressed
of every na-tion, we should evince wisdom equal to such generosity by
qualifying theirchildren for the high responsibilities of citizenship.^®

Encouraged by the governor, a number of the city's Catholicchurches petitioned
the Common Council for a share of the schoolfund. Learning of the petition,
several other religious groups in thecity—the Scotch Presbyterian Church and
several Hebrev^ congrega-tions—indicated that in the event the Catholic
request was grantedthey, too, would want a pro rata share of the common
school fund;while the trustees of the Public School Society entered a
remonstrancecontending that the state funds in question had been set aside for
thesupport of common schools open to all on an equal basis and that to usesuch
funds to assist sectarian institutions would be improper and un-constitutional.
With the lines thus drawn, both sides marshaled theirforces. The vigorous
young coadjutor bishop of New York, JohnHughes, assumed personal
command of the Catholic effort, while theable lawyers of the Public School
Society, Theodore Sedgwick and Hi-ram Ketchum, led the opposition. There
were meetings and petitionsand newspaper exchanges during the summer and
fall, and on October29 there was a full dress debate between Hughes,
Sedgwick, and Ket-chum before the Common Council. Early in 1841, the
council reacheda decision denying the Catholic petition.
Having lost in the council, the Catholics carried the matter to thestate
legislature, which deferred action until the following year. In themeantime, the
local elections of 1841 were held, and in New York Citythey were dominated
by the school issue. Neither the Democrats nor
16. State of New York: Messages from the Governors, edited by Charles Z.
Lincoln (11 vols.;Albany: J. B Lyon Company, 1909), III, 768.
the Whigs would provide the pubHc assurances Hughes demanded: theissue,
after all, was an explosive one, with the result that Hughes andhis confreres
eventually put forward their own ticket. The Democratswon by a landslide, and
there is a good deal of evidence to the effectthat Catholic endorsement made
the difference in a number of in-stances. Yet, in the end, neither Hughes nor the
Public School Societyprevailed. Rather, the legislature acted to bring the city
within the gen-eral provisions of the state school system, establishing a public
board ofeducation, placing the schools of the Public School Society and the
oth-er nongovernmental agencies enjoying public assistance under the jurisdiction of the board, and enjoining that no school "in which any reli-gious
sectarian doctrine or tenet shall be taught, inculcated, orpracticed" receive
public money under the terms of the act.^'

Hughes claimed victory, but it was a Pyrrhic victory at best. Shortlyafterward,
he abandoned the effort to obtain public funds for the paro-chial schools or to
bring about reforms that would make the commonschools more acceptable for
Catholic children and turned instead to thebuilding up of a parochial school
system under church auspices. "Howare we to provide for the Catholic
education of our children?" he askedin a widely published letter. "I answer: Not
by agitating the questionsof the constitutionality, legality, or expediency of state
schools. Let usleave these points to be settled by politicians, legislators,
political econo-mists, philosophers, and denominations out of the church. . . .
Let usthen leave the public schools to themselves." The following year, in
aCircular Letter to the diocese, he set forth what was in time to
becomeAmerican Catholic policy with respect to schooling:
It may not be out of place to urge upon you the necessity of providing for
theprimary education of your children, in connection with the principles of
ourholy religion. I think the time is almost come when it will be necessary
tobuild the schoolhouse first, and the church afterwards. Our fellow
citizenshave adopted a system of general education which I fear will result in
conse-quences, to a great extent, the reverse of those which are anticipated.
Theyhave attempted to divorce religion, under the plea of excluding the
sectarian-isms from elementary education and literature. There are some who
seem toapprehend great mischief to the state, if the children in our public
schoolsshould have an opportunity of learning the first elements of the
Christian doc-trine in connection with their daily lessons. Happily they require
of us only tocontribute our portion of the expense necessary for the support of
this system.This, as good citizens, we are bound to do; especially as we are not
compelled
17. New York (State), Laws of the State of New-York (1842), chap, ci, sec. 14.
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to send our children to such schools, to receive the doubtful equivalent which
isto be given for the taxes collected. I hope that the friends of education may
notbe disappointed in their expectations of benefits from this system, whilst
formyself, I may be allowed to say that I do not regard it as suited to a
Christianland, whether Catholic or Protestant, however admirably it might be
adaptedto the social condition of an enlightened paganism.**

Within the New York archdiocese, new pastors were instructed toproceed upon
the principle that in America, at least for the time being,the school would be
before the church. Meanwhile, the First PlenaryCouncil of Baltimore in 1852
urged bishops to see to it that schools beestablished in connection with the
churches of their dioceses, an admo-nition repeated by the Second Plenary
Council in 1866. There was atesting period as bishops in Michigan,
Pennsylvania, Ohio, Massachu-setts, Iowa, Alabama, and Virginia made their
own efforts to obtainpublic funds for Catholic schools and then one by one
adopted similarpolicies. Finally, the Third Plenary Council in 1884 made the
policymandatory and universal, requiring that, within two years of the promulgation of the Council, a parochial school be erected near eachCatholic
church (unless one was already in operation) and orderingCatholic parents to
send their children to Catholic schools unless re-leased from that obligation by
the bishop or ordinary of the diocese.
It was really the Third Plenary Council, with its decrees concerningparochial
schools. Catholic high schools, academies, and colleges, dioce-san boards of
education, and a Catholic University of America crown-ing the enterprise, that
established a Catholic school system in theUnited States. But, well before the
promulgations of that Council wereput into effect, there was a nascent
systematization of Catholic schoolsthat flowed from the systematization of the
Catholic church itself—from the authoritative promulgation of doctrine, the
diocesan regulationof churches, the hierarchical organization of the clergy, and
the socialcohesiveness of the teaching orders. One must not read into that
system-atization the monolithic character imputed by contemporary or latterday critics: pastors could be curmudgeons, teaching orders could anddid ignore
diocesan policies, and doctrine was incessantly debated. Butit was a
systematization that doubtless imposed a measure of orderupon a congeries of
schools, academies, and colleges conducted by pas18. Hughes's first letter, which was signed "Inquirer," appeared in several
newspapers, in-cluding the New York Freeman's Journal, December 15, 1849.
The Circular Letter is given inLawrence Kehoe, ed., Complete Works of the
Most Rev. John Hughes (2 vols.; New York: Law-rence Kehoe, 1865), II, 715.
tors, bishops, teaching orders, and laypersons of diversified backgroundsand
abilities.

Cathohcs, of course, were not alone in their determination to devel-.op an
ahernative system of schools. The Presbyterian Church, U.S.A.(Old School),
for example, expressing dual concern over the generalsecularizing of the public
schools and the aggressive determination ofthe Roman Catholics to build up
their own parochial school system,also established a substantial system of
parochial schooling between1846 and 1870. The initial impetus came from the
General Assemblyduring the 1840's, which gradually concluded under the
intellectualleadership of James Waddel Alexander, Cortlandt Van Rensselaer,
andCharles Hodge that Presbyterians in the United States could no
longer"safely rely" on state common schools for proper religious training.
OnMay 31, 1847, the Assembly adopted a resolution expressing
conviction"that the interests of the church and the glory of our Redeemer, demand that immediate and strenuous exertions should be made, as far
aspracticable, by every congregation to establish within its bounds one ormore
primary schools, under the care of the session of the church, inwhich together
with the usual branches of secular learning, the truthsand duties of our holy
religion shall be assiduously inculcated." Imple-mentation of the policy was
placed in the hands of the Assembly'sboard of education (under the leadership
of Van Rensselaer), whichwas granted three thousand dollars to subsidize the
work. To qualifyfor assistance, a school had to be under the care of a particular
sessionand subject to the general supervision of the presbytery; it had to usethe
Bible as a textbook for daily instruction in religion; it had to be un-der the
direction of a member of the Presbyterian church; and it had toreport annually
to the board. Van Rensselaer was unflagging in his ef-forts, and for the first
seven years there was continued growth, with ap-proximately a hundred
schools flourishing in some twenty-six statesand the District of Columbia
between 1850 and 1855. Thereafter a de-cline set in: pastors lost interest or
complained of the burden of main-taining schools; money was hard to raise;
parents seemed insufficientlydissatisfied with the public schools; and a
significant number of the pa-rochial schools already in existence were seeking
more advanced stu-dents, transforming themselves in the process into
academies or evencolleges. By 1870 the movement was really at an end, and
the new con-stitution of the board of education adopted by the General
Assembly
that year carried no mention of parochial schools.^*
The Presbyterian "system" was really a victim of the success of thepublic
school system. But such was not uniformly the case with Protes-tant alternative

systems. Thus, for example, the Evangelical LutheranSynod of Missouri, Ohio,
and Other States, organized in 1847, earlysettled on a policy of a parochial
school for every congregation, and in-deed among the early conditions of
admission and retention for congre-gations were the stipulations that there be
"Christian schooling of thechildren of the congregation" and that the curriculum
be rooted inorthodox books, readers, hymnals, and catechisms. In addition,
theSynod undertook on its own to oversee the effort, to assist with funds,to
train pastors and teachers, to publish appropriate materials, and tosponsor a
"college" (really a combined seminary and gymnasium totrain pastors, teachers,
and other professionals). Under the leadershipof C.F.W. Walther, probably the
most important early figure in theSynod, these policies were aggressively
pursued, and during the firstgeneration at least they received widespread
adherence. But there wasan additional factor that had not pertained in the
Presbyterian effort,namely, the factor of language and culture. The Old-School
Presbyteri-ans were probably as dissatisfied with the common schools as the
Evan-gelical Lutherans, but the Lutheran dissatisfaction on religious
groundswas compounded by their desire to retain a religious-culturallinguistictradition. And that as much as anything contributed to the tenacity
ofthe leadership in pursuing the policy and to the willingness of congre-gations
to abide by it.^°
IV
As has been suggested, the formal legal movement toward systems ofpublic
schooling was at best uneven and fluctuant. Constitutions wouldproclaim
principles, which legislatures would then interpret or ignore.Thus, Indiana's
constitution of 1816 made it the duty of the general as-sembly "as soon as
circumstances will, permit, to provide, by law for ageneral system of education,
ascending in regular gradation from town-ship schools to state university,
wherein tuition shall be gratis, andequally open to all." Circumstances
apparently did not "permit" for
19. Minutes of the General Assembly oj the Presbyterian Church in the U.S.A.
(1846), p. 118;and Minutes of the General Assembly of the Presbyterian
Church in the U.S.A. (1847), p. 3.
20. Lutheraner, January 3, 1847.
more than three decades. In state after state, laws would be passed,only to be
repealed a year or two later: Illinois went through the expe-rience in 1825 and

1826, as did New Jersey between 1829 and 1831.In other states, elaborate
permissive systems would be designed, towhich few localities would pay heed
—recall Virginia's experience dur-ing the 1840's. And occasionally there would
simply be unflagging re-sistance, as in South Carolina. Finally, where efforts
were successful,they were frequently piecemeal. Thus, the New England states
—andespecially Massachusetts—led the movement for public primaryschools,
but among them only Vermont also created a state universitybefore the Civil
War. Similarly, many of the southeastern states—Georgia, the Carolinas,
Virginia, and Maryland—created state univer-sities of one sort or another
before the Civil War, but only NorthCarolina also developed a state primary
school system of any compre-hensiveness and vigor. In the West, the several
components were morefrequently joined, as in Michigan, Wisconsin, Indiana,
and, for a time,Louisiana.^^
Within systems, there was considerable variation from communityto
community and from school to school. For one thing, there was theinfinite
mixing of private, quasi-public, and public forms of supportand control. For
another, there was the interweaving of forms occa-sioned by the varying social
compositions of different communities.Thus, Lowell, Massachusetts,
experimented during the 1840's with anarrangement whereby certain Roman
Catholic parochial schools attend-ed by Irish-Catholic students and taught by
Irish-Catholic teacherswere actually incorporated into the public school system
and reportedas public schools. Similarly, Pennsylvania, Ohio, and Wisconsin
boast-ed public schools during the 1850's attended overwhelmingly by German-speaking Lutheran students and taught largely by German-speak-ing
Lutheran teachers. Then there were the urban situations in whichhigh
concentrations of impoverished immigrant families struck the fearof social
disorder into the hearts of city fathers, leading them to estab-lish public schools
more than usually concerned with discipline andregulation, of the sort that
Daniel Webster once referred to as "a wiseand liberal system of police, by
which property, and life, and the peaceof society are secured." New York and
Boston contended massivelywith such problems during the 1840's, owing to the
unprecedented in-flux of Germans and Irish during those decades. And in the
realm of
21. Indiana Constitution of 1816, Article II, in Federal and State Constitutions,
ColonialCharters, and Other Organic Laws, II, 1069.

higher education, granted all the influence of the University of Virginiaas a
model of the enlightened Jeffersonian university capping a statesystem of
public education, most state universities during the pre-CivilWar era were no
more public, or enlightened, or university-like incharacter than the dozens of
denominational colleges that surroundedthem and competed with them for
students."
Along with these emerging but ill-defined structures, a new politicsof education
developed, quite different in character and tone from thepolitics of the
provincial era. At the state level, there were the coalitionsof interests necessary
to gain enactment of school legislation. Tradition-al analyses of the "friends of
education," as public school promotersliked to style themselves, have tended to
portray them as a collection ofdemocratic altruists, aspiring workingmen,
liberal Protestants, and ur-ban progressives. In actuality, the coalitions that
pressed for publicschools and universities were shifting, occasionally unstable,
and fre-quently unique to particular times and regions. Thus, organized
laborand organized Roman Catholicism played a significant role in the poli-tics
of New York education during the 1830's and 1840's; neither was asignificant
factor in Virginia or Michigan. The presence of New Eng-enders in a region
appears to have had a positive effect on the develop-ment of public schooling,
but the converse was not necessarily true, aswitness pre-Civil War North
Carolina and Louisiana. A Whig gover-nor in Massachusetts, Edward Everett,
helped establish a state board ofeducation and generally supported an
aggressive program of undenom-inational Protestant public schooling; a Whig
governor in New York,William H. Seward, proposed that Roman Catholic
schools receive ameasure of state aid. And, when the Ohio legislature
established a statesuperintendency of public schools early in 1837, the measure
passed bythe barest majority in the House of Representatives, with
nineteenWhigs and sixteen Democrats voting yes and fifteen Whigs and nineteen Democrats voting no. Workingmen appear to have supported theupward
extension of public schooling in New York City in the 1830's;they appear to
have opposed the upward extension of public schoolingin Beverly,
Massachusetts, in the 1860's. Presbyterians appear to haveopposed public
schooling in New Jersey during the 1840's but to havesupported it during the
same decade in North Carolina, Tennessee, andOhio. Ethnic politics appears to
have been a significant element inPennsylvania school affairs, but an
unimportant element in South

22. The Great Speeches and Orations oj Daniel Webster, edited by Edwin P.
Whipple (Bos-ton: Little, Brown, & Co., 1895), p. 47.
Carolina, where class politics remained in the ascendancy.
The fact is that public school legislation was often pushed throughstate
legislatures by coalitions expressly created for the purpose. AsHoward
Mumford Jones once remarked of Horace Mann, his geniuswas to promise
something to everyone: he managed simultaneously toappeal to the aspirations
and hurt pride of the workingmen, the frugal-ity of the wealthy, the self-interest
of industrialists, the timidity of thecultured who saw the Boston Latin School as
a bulwark against the im-migrant hordes, the altruism of reformers, and the
nostalgia of the old.A similar coalition could not be sustained in neighboring
Connecticut,where the state board of education, modeled after that of
Massachu-setts, was abolished in 1842, only four years after its
establishment.And in Virginia, no alliance of Ihe "friends of education" during
thepre-Civil War era was able to prevail against the relentless oppositionof
eastern landowners, who refused to be taxed for a public school sys-tem, and
western populists, who were not at all certain they neededone. Public schooling
as a cause may have been nonpartisan insofar asthe coalitions that supported it
did not ordinarily follow formal partylines—the 1837 vote in the Ohio House
of Representatives on the statesuperijitendency of schools was typical—but
public schooling as a causewas anything but nonpolitical. The leaders of that
cause may have tra-ditionally been celebrated for their ideological verve and
rhetorical skill,but their ability to create and maintain the coalitions that
establishedand extended state systems of public schooling was as significant
astheir ability to articulate the justifications for doing so.^^
Three additional points concerning the new politics of publicschooling bear
comment. First, the development of state systems mustbe seen in a nineteenthcentury context of localism: neither the ideologynor the technology of political
control at the state level had been devel-oped to the point where it was seen as a
replacement for political con-trol at the district, town, or county level. Even in
Massachusetts, wherethe vigor of Horace Mann's secretaryship made the
authority of thestate seem more visible and more forceful than elsewhere, that
author-ity was never conceived to be more than stimulatory and supportive
incharacter; at one point Mann used the metaphor of a "flesh-brush"that would
excite the "torpid circulation" of localities to describe hisrole as secretary of the
Massachusetts board of education. And in otherstates, however imperative the

wording of legislation mandating the es-tablishment of schools, it was usually
the carrot, in the form of state
23. Howard Mumford Jones, "Horace Mann's Crusade," in Daniel Aaron, ed.,
America inCrisis (New York: Alfred A. Knopf, 1952), pp. 91-107.
subsidies, rather than the stick, in the form of state fines, that movedrecalcitrant
locaUties to action. As for the localities, they experienced adifferent politics of
schooling, even less structured along party linesthan state politics and even
more concerned with the level of immediatepocketbook issues that regularly
pitted parents against the childless,community boosters against traditional
individualists, the schooledagainst the unschooled, and the well-to-do against
the impoverished.^^
Second, given the millennialist rhetoric that suffused debates overeducational
policy, the new politics of public schooling was as likely torevolve around
symbolic issues as real issues and was therefore morethan usually volatile. The
real issues—the levying of taxes, the alloca-tion of public money, the
appointment of public officials, and the awardof public contracts—were
divisive enough; but the symbolic issues couldbe even more explosive. Thus,
Horace Mann's sharpest battles duringhis tenure as secretary were fought with
conservative clergymen overwhat piety would be taught in the schools and with
conservative school-masters over how discipline would be maintained—issues
on whichthere was probably a substantial measure of agreement among Massachusetts legislators and state board members (as indeed among similarofficials
in other states), but which nevertheless provoked intense con-troversy. And, on
the local level, the redrawing of a school districtboundary or the situating of a
new school house could generate quite asmuch political heat as a proposed
increase in the school tax rate.
Third, the development of state school systems created growingnumbers of
amateurs, semiprofessionals, and professionals associatedwith schooling who in
the very nature of their enterprise became parti-sans of more schooling. By the
1840's and 1850's, many of them werewell known to one another: James G.
Carter and Horace Mann inMassachusetts; Henry Barnard in Connecticut; J.
Orville Taylor inNew York: Charles Fenton Mercer and Henry RufFner in
Virginia;Calvin H. Wiley in North Carolina; Caleb Mills in Indiana;
CalvinStowe, Albert Picket, Samuel Lewis, and Catharine Beecher in
Ohio;Ninian Edwards and John Mason Peck in Illinois; John D. Pierce andIsaac

Crary in Michigan; Robert Breckinridge in Kentucky; WilliamF. Perry in
Alabama; John Swett in California; and George Atkinsonin Oregon. They
organized into associations like the American Instituteof Instruction, the
Western Literary Institute and College of Profes-sional Teachers, and, more
nationally, the American Lyceum, and en-listed as many recruits as they could
attract, not only from the teaching
24. Horace Mann to Cyrus Pierce, May 7, 1845 (Mann mss., Massachusetts
Historical So-ciety, Boston, Mass.).
profession, but also from politics and public life. They published andedited
numerous periodicals like the American Journal of Education(1826-1830,
William Russell, ed.) and its successor, the American An-nals of Education
(1830-1839, W.C. Woodbridge, ed. [1831-1838]),the Common School Assistant
(1836-1840, J. Orville Taylor, ed.), theCommon School Advocate (1837-1841,
E.D. Mansfield, L. Harding,and Alexander McGuffey, eds.), the Journal of
Education (1838-1840,John D. Pierce, ed.), the Connecticut Common School
Journal (1838-1842, Henry Barnard, ed.), the Common School Journal (18391852,Horace Mann and William B. Fowle, eds.), and the American Journalof
Education (1855-1881, Henry Barnard, ed.), along with the variousstate
common school journals that began to serve the burgeoning teach-ing
profession. They vs^ere the prime movers at the public school con-ventions that
assembled in the several states and that often facilitatedthe coalescing of
opinion that eventuated in legislation; they organizedthe coalitions that enacted
the legislation; and they frequently ended upthe political leaders and
professional managers of the public school sys-tems that resulted. In effect,
they spearheaded the public school move-ment, articulating its ideals,
publicizing its goals, and instructing oneanother in its political techniques;
indeed, in the absence of a nationalministry of education, it v^as their
articulating, publicizing, and mutualinstruction in politics that accounted for the
spread of public educationacross the country.
Many though not all of the self-styled "friends of education" prac-ticed one or
another of the professions: Mann, Barnard, Mercer, Wiley,Lewis, Edwards,
Crary, and Perry were attorneys; Ruffner, Mills,Stowe, Lewis, Peck,
Breckinridge, and Atkinson were clergymen;Carter, Ruffner, Stowe, Beecher,
Breckinridge, and Swett were teach-ers; and Barnard and Picket were editors.
Most were Congregational-ists or Presbyterians, though Mann was a Unitarian;
Barnard, anEpiscopalian; Lewis, a Methodist; and Peck, a Baptist. But what

dis-tinguished them as "friends of education" was the extent to which
theyshared a common belief in a millennialist Christian republican
politicaleconomy in which education would play a central role, and a
commonability to use the strategies of voluntarism and political collaboration
asdemonstrated by the evangelical movement. They drew freely on eachother
for intellectual sustenance and political support, reprinting oneanother's essays
and reports, corresponding regularly, and exchanginglectures. Interestingly,
when a United States Bureau of Education wasfinally created in 1867, with
Henry Barnard and then John Eaton asthe first two commissioners of education,
one of its most sigrtificant latent functions was to facilitate and intensify that process of communica-tion
and mutual support.
The "friends of education" appeared in every state before the CivilWar; and, if
they did not prevail everyvs^here, they prevailed in a suffi-cient number of
instances to make the public school movement the mostenduringly successful
of all the pre-Civil War reforms. "In universaleducation," Horace Mann wrote
in 1847, "every 'follower of God andfriend of humankind' will find the only
sure means of carrying forwardthat particular reform to which he is devoted. In
whatever departmentof philanthropy he may be engaged, he will find that
department to beonly a segment of the great circle of beneficence, of which
universaleducation is center and circumference; and that it is only when
thesesegments are fitly joined together, that the wheel of progress can
moveharmoniously and resistlessly onward." It was the singular accomplishment of the "friends of education" that they built their reform coali-tions in
such a way as to incarnate Mann's principle: public schoolingbecame the
reform on which the largest majority of reformers wouldcontinue to
collaborate."
One final observation is worthy of note. Although the "friends ofeducation"
appeared throughout the South during the 1850's, they didnot prevail in that
region to the same extent that they did elsewhere.They were fond of citing
Jeff'erson in support of their programs, andthey drew frequent comparisons
between the "progress" of publicschooling in New England and New York and
their own lagging ef-forts. Yet in most cases—North Carolina was the notable
exception—they were unable to muster the political support necessary for the
de-velopment of public school systems along northern lines. Indeed, thevery
"northernness" of public schooling made it increasingly suspect inthe South

during the 1850's and 1860's, and when Reconstruction gov-ernments imposed
public schools after Appomattox the suspicion wasconfirmed. Thus, while the
politics of persuasion and voluntarism goesfar in explaining the spread of
public schooling through the UnitedStates, it does not tell the whole story;
public schooling was imposed onsome regions as part of a political and military
occupation. Yet there isan irony about that imposition that tells much about the
politics of pub-lic schooling; for the imposed systems eventually needed
revitalizationto make them truly eff'ective, and when that revitalization did
come,during the last years of the nineteenth century and first years of the
25. Eleventh Annual Report of the Board of Education, Together unth the
Eleventh AnnualReport of the Secretary of the Board (1848), p. 135.
twentieth, a latter-day generation of "friends of education" was againat the heart
of the movement.
V
With the advance of the pubHc school movement, enrollments rose, es-pecially
at the primary level, though some of the gains in public schoolenrollment were
more apparent than real insofar as they involved theshift of students from
private to public schools rather than the recruit-ment of new students who
might not have attended school at all. Yetthe movement did stimulate
enrollment increases in various ways. Itprodded uninterested or reluctant
localities to establish schools, usingan array of lures ranging from subsidies to
threats of compulsion. Itprovided a standard organizational and administrative
technology formaintaining and conducting schools; one need only think of the
para-digmatic curricula and schoolhouse plans carried in the numerous common school journals of the era. And it created a body of people—teach-ers,
administrators, and school board members—who in the very natureof the
situation became a continuing lobby for schooling. Most impor-tant, perhaps, it
created a framework for expansion and, with it, an ex-pectancy.
It is important to bear in mind, however, that the popularization ofschooling
antedated the public school movement. What is clear, thoughthe statistics
remain fragmentary, is that there was already a consider-able amount of schoolgoing during the last decades of the eighteenthand first decades of the
nineteenth centuries, especially in New Eng-land, and that the greatest gains in
school-going in relation to popula-tion after 1820 came not in New England but
rather in the Midwestand the South, owing partly to the fact that these regions

had signifi-cantly lower rates of school-going to begin with and partly to the
sub-stantial immigration to New York and Massachusetts of European eth-nic
groups lacking traditions of school attendance. Further, it is alsoclear that,
while the public school movement ordinarily brought tax-ation and other forms
of public support, the movement did not immedi-ately and invariably make
schools free or even cheap.
In this regard, it is interesting to note that aggregate national schoolenrollment
rates for whites between the ages of five and nineteen rosefrom approximately
35 percent in 1830 to 38.4 percent in 1840, to 50.4percent in 1850, to 57.7
percent in 1860, to 61.1 percent in 1870. Thegreatest gains were in the West
and the South. In the West theystemmed largely from the public school
movement, but in the South
TABLE ISchool Enrollment Rates: 1840-1870
1840 1850 1860 1870
Total number of students: primary. 2.025.636 3.642,694 5.477.037
secondary, and higher
7,209.938
Total population 17,069,453 23.191.876 31,443,321 38.558.371
.119 .157 .174 .187
Total number of students divided bytoul population
Total papulation. 5 to 19 years ofage
8,661,689 11,253,475 13,641,490
Total number of students divided by
total population, 5 to 19 years .421 .487 .529
of age
White population, 5 to 19 years of

age
5.275,479 7,234,973 9.494.432 11,799,212
Total number of students divided by
white population. 5 to 19 years .384 .504 .577 .611
of age
they occurred under conditions of mixed public and private support andin the
relative absence of taxation for public schooling. Indeed, as lateas 1850, though
over 90 percent of the school and college enrollmentwas in institutions defined
by the United States Census as public (thedefinition included schools
"receiving their support in whole or in partfrom taxation or public funds"), less
than half of the $16.1 million ex-pended for schools and colleges that year
derived from taxation or in-terest from state permanent school funds. It was not
until the later1860's and the 1870's, with the ending of the rate-bill system in a
num-ber of northern and western states and the establishment of publicschool
systems in the South, that significantly more than half the totaloutlay for
schools and colleges derived from public funds, primarilytaxes. Even then, as
indicated by the Census of 1870, the variations re-mained tremendous, with
Georgia spending $1,250,299 for schooling,of which $114,626, or 9 percent,
derived from public funds, and Iowaspending $3,570,093 for schooling, of
which $3,347,629, or 94 percent,derived from public funds. In the end, what
proved decisive in the en-rollment gains was that total school and college
expenditures rose sub-stantially in all regions, from $16,162,000 in 1850 to
$94,402,726 in1870, an increase of almost 600 percent in reported dollar values
and ofroughly 400 percent in constant dollar values (if one takes account ofthe
significant inflation during the Civil War years), as contrasted with
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a 170 percent increase in the total population and a 160 percent in-crease in the
population between five and nineteen years of age."
For the nation as a whole, then, schooling was established in thoseareas where
it had been nonexistent, regularized in those areas where ithad been
intermittent, and systematized and extended in those areaswhere it had already
been prevalent. Yet these generalizations are sub-ject to significant

qualifications. First, there were the regional differ-ences already alluded to: the
increases in public schooling were sub-stantial in the northern and Middle
Atlantic states, spectacular in theMidwest, and at best modest in the South,
though the South continuedto spend considerable sums on those who actually
did attend school.Moreover, even within regions, there were differences in the
length ofthe school term and in the availability of schooling beyond the
primarylevel. Second, there were significant racial, ethnic, and religious differences in access to schooling and in the use of available schooling.
IrishCatholics and German Lutherans sent their children to parochialschools in
large numbers. Blacks in the South were generally preventedfrom attending
school, while blacks in the North were generally con-signed to separate
schools. Sects like the Amish and the Mennonitestended to hold their children
out of schools to protect them from the"corrupting" influences of the larger
society. And, though females en-joyed a rough equality of access to primary
schooling and were some-times in the majority among those who continued on
to grammar andsecondary schooling, they were at a decided disadvantage in
access tocolleges and universities. Finally, there were the differences in
teacherqualifications that made a year of schooling in one institution or locality quite another thing from a year of schooling in another. Taken to-gether,
such variations led to profound disparities in the schooling thatwas actually
available to any given American in the 1870's and in theperception of that
schooling as it was considered, utilized, and evaluat-ed.
26. Albert Fishlow, "The American Common School Revival: Fact or Fancy?"
in HenryRosovsky, ed., Industrialization in Tivo Systems: Essays in Honor of
Alexander Gerschenkron(New York: John Wiley & Sons, 1966), pp. 42-46; J.
D. B. Dc Bow, ed.. Statistical View of theUnited States . .. , Being a
Compendium of the Seventh Census (Washington, D.C.: A. O. P.Nicholson,
1854), p. 141; and Francis A. Walker, ed., A Compendium of the Ninth
Census(Washington, D.C.: Government Printing Office, 1872), pp. 8, 487, 492.
The expenditure figurescited here do not represent the total investment in
schooling, since they do not include estimates offoregone earnings on the part
of students. See Albert Fishlow, "Levels of Nineteenth-CenturyAmerican
Investment in Education," Journal of Economic History, XVI (1966), 418-436.
See alsoTables II and III on pp. 182-85 infra. I have used the total population
figure given in the Censusof 1870 (it was subsequently adjusted to 39,818,449
to take account of underenumeration in thesouthern states) in order to preserve
the consistency of the proportions.
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The same caution must be used in discussing the outcomes ofschooling.
Schools performed many functions, ranging from the elemen-tary training in
reading given in an Illinois rural district school to thesophisticated training in
ancient and modern languages given at Har-vard. At their most pervasive level,
they provided youngsters with anopportunity to become literate in an
increasingly standard AmericanEnglish. They offered youngsters a common
belief system combiningundenominational Protestantism and nonpartisan
patriotism. They af-forded youngsters a modest familiarity v^ith simple
arithmetic, bits andpieces of literature, history, geography, and some rules of
life at the lev-el of the maxim and proverb. They introduced youngsters to an
organ-ized subsociety other than the household and church in w^hich
suchnorms as punctuality, achievement, competitiveness, fair play, merit,and
respect for adult authority w^ere generally observed. And they laidbefore
youngsters processes of reasoning, argument, and criticism—in-deed, processes
of learning to learn—that were more or less differentfrom thought processes
proffered earlier and elsewhere. It should not,of course, be assumed that
youngsters necessarily learned these thingsor learned them in the same way, for
children came to school with theirown temperaments, their own histories, and
their own agenda, havingbeen educated by other institutions before entering
school and continu-ing to be educated by other institutions while attending
school.
Whatever was learned and however well, schools sought to prepareyoungsters
for several kinds of adult experience. Schools tended to easethe way of
youngsters into productive work outside the household,where literacy and
punctuality, adherence to rules and procedures, andthe ability to cooperate with
people of varying ages who were not kinwould be expected. Schools enabled
them to make various uses, andmisuses, of printed material, from its uncritical
consumption as propa-ganda to its intelligent employment as an instrument of
deliberate self-instruction. And schools taught some of the elementary skills
needed forparticipation in the voluntary associations that sprang up in such
largenumbers during the early nineteenth century as vehicles for
everythingfrom mutual consciousness-raising to systematic political
lobbying.Again, not all of these things were learned or learned in the same
way;but the prevalence of schooling occasioned their widespread nurturancein
the population at large, enhancing the readiness of Americans toparticipate in a

larger public education that was rapidly coming intobeing during the early
decades of the Republic.
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Chapter 6
EDUCATION BY COLLISION
It has been well said, that the collision of opposite opinions, producesthe spark
which lights the torch of truth.

PATRIOTIC SOCIETY OF NEWCASTLE COUNTY,
DELAWARE
William Manning perceived himself as a patriot and a thoroughgoingrepublican. Born in 1747, he had spent his entire life working theNorth
Billerica farm his great grandfather had carved out of the wil-derness during the
early days of the Massachusetts Bay Colony. Hehad served with the minutemen
at Concord, had imbibed the heady ide-alism of the Revolution, and, after the
war, had been twice elected a se-lectman of the town. Untraveled, unlettered,
and for all intents andpurposes unschooled ("I never had the advantage of six
months school-ing in my life"), he had nevertheless thought profoundly about
"men &measures" and, as he put it, about "Liberty & a free Government."And
in 1797 Manning was deeply troubled about the future of hiscountry—so
troubled, in fact, that he painfully put his thoughts to pa-per and sent them to
the editor of the Independent Chronicle, Boston'ssole Jeffersonian newspaper.
The document, which he called "The Keyof Libberty. Shewing the Causes why
a free government has AlwaysFailed, and a Remidy against it," was never
published in its time—infact, the editor was shortly to be imprisoned under the
despised Sedi-tion Act—but its plain-spoken assertions tell us much about the
indis-soluble link between education and politics as perceived by one citizenof
the early Republic*
1. William Manning, The Key of Libberty, edited by Samuel Eliot Morison
(Billerica,Mass.: The Manning Association, 1922), p. 3.
186
What troubled Manning was the relentless drift he perceived on thepart of the
Federalist leadership away from the ideals of the Revolutionand in the direction
of militarism and monarchy. He saw the financialpolicies of Hamilton and the
diplomatic policies of Adams as utterlymisguided, and he was genuinely
alarmed by talk of tough laws to dealwith aliens (read Frenchmen) and sedition
(read republicanism). Thecause of it all, he pointed out, was the age-old
tendency of the few, whowish to live without labor, to dominate the many, who
must earn theirbread by the sweat of their brows. And the chief weapon of the
few wasto keep the many in ignorance. By associating together for their
ownselfish ends, by opposing cheap schools and making newspapers as expensive as possible, and by using every mechanism of government andbanking
for their own advantage, the few were slowly subverting therights and liberties

of the many. "They cant bare to be on a leavel withtheir fellow cretures,"
Manning observed, "or submit to the determina-tions of a Lejeslature whare (as
they call it) the Swinish Miltitude arefairly represented, but sicken at the eydea,
& are ever hankering &striving after Monerca or Aristocracy whare the people
have nothing todo in maters of government but to seport the few in luxery &
idlenes."^
What was the "remidy" Manning proposed? Essentially, it was forthe many to
beat the few at their own game. The many needed to asso-ciate for their own
larger purposes; they needed to see to it that accu-rate knowledge was put into
the hands of the people via inexpensivepublications that could be counted on to
speak the truth; and they need-ed thereby to make government once again
responsive to their needs.For all the quaintness of his phrasing and the
inaccuracy of his spell-ing, Manning's political prescience was impressive. In
an age whenlearned leaders of all persuasions saw associations as deleterious to
thecommon good and newspapers as rabble-rousing scandal sheets, aplainspoken farmer who "neaver was 50 Miles from whare I was bornin no
direction" could see the shape of things to come. In associationand in a truly
popular press, he saw the promise of republicanism ful-filled.'
II
Manning's observations concerning the press must be placed in contextfor one
to understand fully his criticisms of contemporary newspapers
2. Ibid., p. 18.
3. Ibtd., p. 3.
and his proposals regarding a genuinely republican periodical voice.There were
some two hundred newspapers in the United States at thetime Manning wrote,
most of them weeklies or semiweeklies with cir-culations in the neighborhood
of six or seven hundred. A few presti-gious journals, like Boston's Columbian
Centinal or Philadelphia's Por-cupine's Gazette could boast national audiences
that ran in thethousands, but most newspapers served local or at best regional
clien-teles.
While only a dozen of the pre-Revolutionary newspapers actuallysurvived into
the last years of the eighteenth century, there was a strik-ing resemblance
between the newspapers of the 1790's and their earliercounterparts. Hand

produced on wooden presses that imprinted oneside of one sheet at a time, they
featured foreign news commonlygleaned from English and Continental
newspapers; national affairs (aspeech by the president or the text of an
important treaty or bill, moreoften than not taken from some other domestic
newspaper); literaryproductions excerpted from published works or specially
prepared bylocal authors (usually under some pretentious pseudonym such
as"Publius," "Lucullus," or "Cato"); and, all important to a practical-minded
readership, advertising, shipping schedules, and general newsof local
commerce. Interestingly, though the newspapers tended to caterto local or
regional clienteles, they offered little local or regional newsbeyond that relating
to commerce, the assumption being that peoplewould scarcely be willing to pay
for news they could procure via wordof mouth. Subscription rates for the
weeklies and semiweeklies variedfrom $1.50 to $5.00 per year, with the mean
ranging between $2.00and $3.00, while subscription rates for the score of
dailies that had be-gun to appear in the larger cities varied from $6.00 to
$10.00. The pa-pers were distributed via the stagecoaches and postriders of the
UnitedStates postal system at a fixed cost of a cent per paper (up to a distanceof
one hundred miles), with free exchange of papers among editors andliberal
franking privileges. It was the exchange system that in effectsubsidized the
establishment of a national news network, by enablingeditors, who were in the
habit of freely borrowing from one another, todispense national news to local
clienteles.
It is difficult to determine how many readers actually perused eachnewspaper,
though given the tradition of reading aloud in households,taverns, coffeehouses,
and reading rooms, and given the practice of sav-ing and exchanging
newspapers, it is reasonable to assume fifteen,twenty, or more readers per copy
circulated. In any case, as early as
1793, Noah Webster, as usual not disinterested, asserted in the Ameri-can
Minerva: ''Most of the citizens of America are not only acquaintedwith letters
and able to read their native language; but they have astrong inclination to
acquire, and properly to purchase, the means ofknowledge. Of all these means
of knowledge, newspapers are the mosteagerly sought after, and the most
generally diffused. In no other coun-try on earth, not even in Great Britain, are
newspapers so generallycirculated among the body of the people, as in
America." And in 1801the prospectus of Alexander Hamilton's New York
Evening Post (withWilliam Coleman as editor) announced: "The design of this
paper, isto diffuse among the people correct information on all interesting sub-

jects; to inculcate just principles in religion, morals, and politics; and
tocultivate a taste for sound literature."^
Already in the provincial era, the press had played a critical role inbringing
publics into being and, with them, public opinion, public af-fairs, and the drift
toward a new politics. Particularly in the business offomenting the Revolution,
printers had developed a formidable arsenalof popularizing techniques designed
to reach the widest possible audi-ences with the greatest possible impact. Thus,
along with reasoned po-litical argument, the 1760's and 1770's had witnessed
the emergence ofthe satirical essay, the inflammatory editorial, the hortatory
letter, theatrocity story, the calumnious attack, the pointed cartoon, the
blaringheadline, the provocative engraving, the inspirational poem, and
thepropagandistic song. All these remained available to the printers andeditors
of the early Republic, and indeed they were used with calculat-ed verve in an
era that was in its very essence political.
What was new, however, was the formal association of particularnewspapers
with particular points of view and eventually with particu-lar parties or
factions. Thus, in 1789 a Boston schoolteacher namedJohn Fenno founded the
Gazette of the United States for the expresspurpose of exhibiting "the people's
own government, in a favorablepoint of light—and to impress just ideas of its
administration, by exhib-iting facts." Two years later, as the rift between
Jefferson and Hamil-ton deepened, a poet and journalist named Philip Freneau
was broughtto Philadelphia (and given a job in the State Department by
Jeff'erson)to edit the National Gazette as the organ of an emerging
Republicanopposition. Later, after the demise of the National Gazette,
BenjaminFranklin Bache (Franklin's grandson, known irreverently as "Lightning Rod Junior") made the General Advertiser and Political, Com4. American Minerva, December 9, 1793; and New York Evening Post,
November 16, 1801.
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mercial, Agricultural and Literary Journal, a Philadelphia newspaperthat also
bore the name Aurora, into a similar organ of Republicanism;while William
Cobbett's Porcupine's Gazette was founded in 1797 asan outspoken advocate of
the Federalists. Other editors—though by nomeans all editors—also decided to
align themselves with one side or theother of the developing controversy; and,
with few traditional canons ofcivility, ethics, and even law to guide them, the

exchange of views alltoo often became an exchange of scurrility, vituperation,
and falsehood.In the process, however, there began an education for Americans
thatcame to constitute an essential element of public affairs.*^
As Richard Hofstadter pointed out, the idea of a legitimate politicalopposition
was one of the significant inventions of the early years of theRepublic. The idea
sprang up neither full-blown nor overnight. Indeed,during most of the 1790's,
the assumptions on both sides of the deepen-ing Federalist-Republican
controversy were that parties were evil, thatthe Republic could not long endure
them, and that the outcome of thecontroversy would be the incorporation of one
faction by the other. Notsurprisingly, the incumbent Federalists, increasingly
irritated by thebarbs of their Republican critics, set about hastening the
incorporationwith all the power at their command. One of their devices was the
ill-fated Sedition Law of 1798. Enacted in the heat of passion surroundingthe
publication of the so-called XYZ dispatches, along with two newAlien Laws
and a law toughening the requirements for naturalization,the Sedition Law had
two central provisions, one punishing conspir-acies and other unlawful
combinations "with intent to oppose any mea-sure or measures of the
government of the United States," the otherpunishing individuals for "any false,
scandalous and malicious writingor writings against the government of the
United States, or either houseof Congress . . . , or the President. . . , with intent
to . .. bring theminto contempt or disrepute." There was no doubt in anyone's
mind con-cerning the aim of the statute, namely, to silence the Republican
oppo-sition in general and the Republican press in particular. In all, four-teen
indictments were handed down under the Sedition Law, with themajority
coming to trial during the spring of 1800, just in time to influ-ence the
presidential contest between Adams and Jeff'erson. The pros-ecutions did pose
a threat to the Republican press, with some editorsgoing to jail and some
actually ceasing to publish. But in the end theeffort failed to stem the
"Revolution of 1800." The Republicans, using 1measures like the Kentucky and
Virginia Resolutions, actually turned
5. Gazette of the United Stales, April 27, 1791.
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the Sedition Act against the Federahsts, making it a prime issue in theelection;
Jefferson won the presidency and eventually pardoned allthose condemned
under the law; and by its own provision the statute it-self expired in 1801.*

The threat of prosecution for seditious libel did not disappear withthe election
of Jefferson, but it did wane considerably. And the ensuingsix decades were
remarkable for the simple proliferation of newspapersof every sort and variety.
There were some 200 papers in 1801, includ-ing some 20 dailies; there were
some 1,200 papers in 1833, includingsome 65 dailies; and there were some
5,871 papers in 1870, including574 dailies. But these are merely benchmark
statistics indicating a fair-ly steady growth; they convey no sense of the
extraordinary number ofpaf)ers that started up, flourished for a time, and then
died. Mostnewspapers served particular localities; some served particular clienteles, especially religious, political, or commercial clienteles; and a few,such as
the New York Weekly Tribune or the Springfield Republican^served regional or
even national clienteles. By 1833 the United Statescould boast as large a
number of newspapers and as impressive an ag-gregate circulation as any
nation in the world, the chief contender beingEngland. Moreover, as the
English commentator Thomas Hamiltonwas moved to remark in that year,
newspapers in the United Statesp)enetrated "to every crevice of the Union."
The four-page sheets werewell nigh ubiquitous and important beyond measure,
even before thesubstantial popularization set in motion by the rise of the penny
press.The widespread sense that it was an "age of newspapers" reflected actuality as much as it shaped it.''
The penny press itself was made possible by many changes: techno-logical
innovations in papermaking and printing, which sharply re-duced the cost of
paper and permitted as many as 4,000 impressions anhour in the 1820's and
20,000 impressions an hour by the 1850's; theexpansion of the federal postal
system and the continued subsidizing ofnewspaper circulation via low postal
rates (more than 90 percent of themail consisted of newspapers during the early
1830's, but only one-ninth of the postal revenue derived from them); the
extension of liter-acy; the development of a vigorous two-party politics; and the
general
6. Richard Hofstadtcr, The Idea oj a Party System: The Rise of Legitimate
Opposition in theUnited States, 1780-1840 (Berkeley: University of California
Press, 1969); and The Sedition Act,July 14, 1789, in Henry Steele Commager,
cd.. Documents oJ American History (9th cd.; 2 vols.;New York: AppletonCentury-Crofts, 1973), I, 177-178.
7. Thomas Hamilton, Men and Manners in America (2 vols.; reprint ed.; New
York: Augus-tus M. Kelley, 1968), II, 74.
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growth of population. But the most important factor, perhaps, was thegreat
editors of the 1830's, 1840's, and 1850's, among them WiUiamCullen Bryant of
the New York Evening Post, Benjamin H. Day of theNew York Sun, James
Gordon Bennett of the New York Herald, Wil-liam M. Swain and A. S. Abell of
the Philadelphia Public Ledger andthe Baltimore Sun, Henry J. Raymond of the
New York Times, andHorace Greeley of the New York Tribune. Each of these
men had hisown style and his own conception of the popular press. Bryant
andRaymond were the most dedicated to literary quality and
dispassionatereporting; Bennett was easily the most flamboyant and
contentious;Greeley was probably the most nationally influential. Yet all had
no-tions, both implicit and explicit, of the press as educator of the popu-lace,
and all demonstrated these notions in ways that set the style ofAmerican
journalism for decades to come.
By the 1830's and 1840's it was a commonplace in the UnitedStates for
newspapers to assert the people's need for knowledge and thespecial role of the
press in serving that need. Every editor professed thelitany and then went about
his business according to his own bestlights, expressing in his paper's substance
the particular set of assump-tions that guided his work. "A good portion of
knowledge among thecitizens of a free republic," Noah Webster observed in the
first issue ofthe American Minerva, "is . . . the ultimate resort for a correction
ofthe evils incident to the best systems of government. It is an importantfact in

the United States that the best informed people are the leastsubject to passion,
intrigue and a corrupt administration. The utility ofnewspapers is therefore
most clearly ascertained in republican govern-ments; like schools, it should be
a main point to encourage them; likeschools, they should be considered as the
auxiliaries of government, andplaced on a respectable footing; they should be
the heralds of truth; theprotectors of peace and good order." Webster then went
on to schoolhis readers in portions of knowledge with a decidedly Federalist
flavor.Four decades later, the editorial page of the Sun, the first
successfulpenny newspaper in the United States, spoke of having ''done more
tobenefit the community by enlightening the minds of the common peoplethan
all the other papers together." Of course, Benjamin H. Day, theSun^s editor, had
enlightened his readers mainly in police court pro-ceedings and murder trials.
Day's contemporary James Gordon Ben-nett, never reticent with rhetoric, talked
of the newspaper as the chiefregenerator of society. "What is to prevent a daily
newspaper from be-ing made the greatest organ of social life?" he asked.
"Books have hadtheir day—the theatres have had their day—the temple of
religion has
had its day. A newspaper can be made to take the lead of all these inthe great
movements of human thought and of human civilization. Anewspaper can send
more souls to Heaven, and save more from Hell,than all the churches or chapels
in New York—besides making moneyat the same time." Thus, Bennett, too,
had his view of the newspaper'sfunction and styled the New York Herald
accordingly. Like Day, Ben-nett also schooled his readers in crime news and
social gossip, thoughhe did serve them more generous portions of political
knowledge thanDay did in the Sun}
It was Horace Greeley, perhaps, who more than any other editor ofhis time
joined profession and performance to fashion the most influen-tial version of
the new popular journalism. The son of a New Englandfarmer, Greeley
combined an intermittent schooling with voraciousreading of the few volumes
in the family library and any other printedmatter he could obtain. His career as
a journalist began in 1826, at theage of fifteen, when he apprenticed himself to
Amos Bliss, editor of theNorthern Spectator in East Poultney, Vermont. When
the Spectatorfailed four years later, Greeley returned home for a time and
thenmade his way to New York City, where he worked at a variety ofprinting
jobs and then, in 1834, started his own weekly called the NewYorker in
collaboration with Jonas Winchester. The magazine flour-ished but lost money,
and Greeley was forced to support himself bywriting for the Daily Whig and

other journals, a practice that broughthim to the attention of Whig party leaders
in New York. After simulta-neously editing two Whig weeklies, while
continuing his oversight ofthe New Yorker, Greeley decided to found his own
daily, as an organ ofWhig opinion that would fall in character somewhere
between Ben-nett's more flamboyant Herald and Bryant's more stodgy Evening
Post,both, incidentally, Democratic papers. The first issue of the New
YorkTribune appeared on April 10, 1841, with a promise from Greeley
toproduce a "cheap daily, devoted to literature, intelligence, and the openand
fearless advocacy of Whig principles and measures." After a periodof
uncertainty during which circulation rose steadily but not sufficientlyrapidly to
overtake expenses, the paper was established on a sound ba-sis. Greeley served
it as editor until his death in 1872, and during muchof that time was
indistinguishable in the public mind from the newspa-per itself.'
Emerson once remarked to Thomas Carlyle that Horace Greeley
%. American Minerva, December 9, 1793; Frank M. O'Brien, The Story of the
Sun (1917;new ed.; New York: D. Appleton, 1928), p. 81; and New York
Herald. August 19, 1836.9. New York Tribune, April 10, 1841.
did all the thinking and theorizing for America's midwestern farmers at$2.00 a
year. He was referring, of course, to the enormous influenceduring the 1840's
and 1850's of the weekly version of the Tribune(made up of gleanings from the
daily), which Greeley began severalmonths after establishing the daily and
which circulated most heavily inNew England and among transplanted New
Englanders in the Mid-west. What was the nature of this extraordinary
influence, and whencedid it derive? Once again, the explicitly stated aims were
formulated inthe rhetoric of popular education. "The Tribune—whether in its
dailyor weekly edition," Greeley declared in the prospectus for the weekly,"will
be what its name imports—an unflinching supporter of the peo-ple's rights and
interests, in stern hostility to the errors of superficialtheorists, the influences of
unjust or imperfect legislation, and theschemes and sophistries of self-seeking
demagogues.... The proceed-ings of Congress will be carefully recorded; the
foreign and domestic in-telligence early and lucidly presented; and whatever
shall appear calcu-lated to promote morality, maintain social order, extend the
blessings ofeducation, or in any way subserve the great cause of human
progress toultimate virtue, liberty and happiness, will find a place in our columns." The Tribune^ to state it simply, would nurture virtuous charac-ter,
abiding patriotism, and prudent wisdom.^"

Part of Greeley's influence, in Emersonian terms, doubtless derivedfrom his
ability to articulate clearly and decisively what his audiencesensed at best
vaguely and inchoately—essentially the influence of the"great man" as
Emerson conceived him. Over the years, Greeley fa-vored prohibition, internal
improvements, protective tariffs, western ex-pansion, scientific farming, and
antislavery—all solid planks in theWhig platform of the 1840's and 1850's. But
Greeley also favored theorganization of labor, the ten-hour day, women's rights,
and Fourier-ism—programs scarcely calculated to attract Whig, or even
farmer,support. Thus, even if much of Greeley's influence can be seen as leading his readers in the directions in which they were already tending,
theEmersonian explanation is on its own insufficient. Greeley gave hisreaders
what they wanted up to a point, but beyond that he gave themwhat he thought
they needed, and he did so with a style and verve andindomitability
unprecedented in American journalism. In the end, itwas Greeley's pedagogy
that held the key to his power.
•In testifying before a committee of the House of Commons in 1851,Greeley
averred that it was the news presented in the Tribune rather
10. Ibid., September 14, 1841.
than its editorials that formed the basis of its effects on pubUc opinion.There is
no denying that the Tribune^s staff was indefatigable and re-sourceful in its
newsgathering and that the paper's willingness to es-chew—or at least to
downplay—the sensationalism of crime, scandal,and vice gave its readers as
much political and social news of momentas any large popular audience in preCivil War America. But, grantedthis, it was the Tribune's editorials that were
the chief instrument of itspedagogy. By the 1850's Greeley had developed a
characteristic editori-al style that was instantly recognizable and immensely
persuasive. Theelements of that style become apparent as one follows the
editorials ona particular issue, say, the Kansas-Nebraska Bill of 1854. What
onenotes is a clear sense of purpose; an artistic synthesis of form, rhetoric,and
substance; and a skillfully contrived use of symbols. Greeley's senseof purpose
involved a definite idea of mission and a definite idea of au-dience. With
respect to mission, Greeley believed that "public opinionis the great instrument
for all civil and social good" and that "educatedmen" should "keep this public
opinion pure, sound, healthy, and vigor-ous." Educated men do this, he
contended, by persuading the people ofthe rightness of certain "truths" or
"principles," the key to persuasionbeing the appeal to popular "common sense."

Once the truth had beenproperly explicated, as Greeley saw it, the people
would act accordingto its dictates. Essentially, Greeley was aiming at an
audience of white,native-born, literate males—the "common men" and "free
laborers"who constituted the enfranchised citizenry of the Republic."
Throughout the pages of the Tribune, Greeley combined form, rhe-toric, and
substance in such a way as to enhance teachability via print.With a clear idea of
mission and audience, he made the editorial theheart of the paper, placing
editorials on a center page especially de-signed to look serious and dignified,
summarizing the important newsnearby, using headlines that tersely
encapsulated the argument, andembroidering both with correspondence (much
of it written by Greeley)supporting the paper's positions. The general vigor,
clarity, and sim-plicity of Greeley's writing have often been noted. What has
not beenremarked is the equally vigorous presentation of Greeley's arguments
—a tripartite presentation that commonly began with an account of thefacts
under discussion, then proceeded to an opinion by Greeley, and fi-nally
concluded with an effort to connect that opinion with the past
11. Greeley's testimony is quoted at length in Frederic Hudson, Journalism in
the UnitedStates, from 1690 to 1872 (New York: Harper & Brothers, 1873), pp.
540-548. His mission is es-pecially clear in New York Tribune, October 10,
1843. The several quoted phrases are common-places in Greeley's writing.
(the Tribune's previous position) and the future (some prophecy as
toconsequences for the nation). As a homiletic device, the techniqueplaced
emphasis on the beginning and the end, thereby stressing "objec-tive truth"
rather than personal opinion. And, when the device wasjoined to the constant
personifying of issues—the Kansas-NebraskaBill, for example, was "Douglas's
Bill," the Dred Scott Decision was"Taney's Decision" (with "Douglas" and
"Taney" often spelled incapital letters)—its kinship to contemporary teaching
and preachingcomes through with striking clarity.^^
Finally, there was the special symbol system Greeley used to con-nect national
political issues with the personal world of the reader.Greeley conceived of his
audience as made up of intelligent, honest, in-dependent, civically minded
farmers and laborers. These were the realAmericans to and for whom the
Tribune spoke, as contrasted with the"Reverends, Doctors, Honorables,
Generals" and sundry other "titledshams" who had "imbibed the humanities" at
some college or other."Truth," "freedom," and "justice" were associated with

"mechanics,""laborers," and "tillers of the soil"; "dishonesty," "error," and
"injus-tice" were profTered and perpetrated by "mischievous rascals," "barroom politicians," and "little Northern Judas Iscariots" (those whosupported
Calhoun). And Greeley as editor was the moralist-teacherwho explicated the
truth so that the people would know what was rightand therefore how to act.
Through a continuing use of democratic rhe-toric, agrarian imagery, and a
concomitant appeal to traditional virtues,Greeley set out to persuade his readers
that he spoke the truth becausehe was, after all, just like them. And, to a
considerable degree, he man-aged to persuade them.^^
Ultimately, Greeley was representative, not because his style waswidely
imitated (it was really sui genens) and not even because his edi-torials were
widely reprinted (though they were), but rather because ofthe special editor's
role he conceived and exemplified. In an age whenEmerson was defining the
vocation of letters, Greeley defined the voca-tion of editor. Both roles were
forms of public teaching. In effect, it wasthe educative power and responsibility
of the editor that Greeley taughthis fellow newspapermen, and the country at
large.
12. New York Tribune, January 10, 1854; March 3, 1854; March 9, 1857; and
March 10,1857.
13. Ibid., February 14, 1854; and February 8, 1854. Again, the several quoted
phrases arecommonplaces in Greeley's writing.
III
Obviously, newspapers were not the only media for the pubhcizing
ofinformation in the early Republic; magazines, Broadsides, pamphlets,and
books continued to circulate in ever increasing numbers, and in theprocess
served similar functions. But, given their ready availability andlow cost, their
favored treatment by postal authorities, and their fre-quency and regularity of
appearance, newspapers became the chief ve-hicles for the conversion of
foreign and domestic news into public intel-ligence, and thereby one of the
crucial factors in the continuingevolution of public affairs. Once again,
however, it is important to bearin mind that both the phenomenon of public
affairs and the public per-ception of that phenomenon underwent considerable
development dur-ing the Revolutionary and early national eras; and,
notwithstanding thefact that the Revolution itself derived from a newly selfconscious pub-lic and its participation in a newly emerging public affairs, there

wasno instant comprehension, even on the part of the actors, as to what infact
was taking place. At the very time voluntary associations of everyconceivable
sort were coming into being at accelerating rates, commen-tators of all political
persuasions were lamenting the curse of factional-ism and looking forward to
the restoration of consensus.
In the political realm, the appearance of the so-called democraticalsocieties of
the early 1790's marked an interesting convergence of thephenomenon of
association with public awareness of the phenomenon.The first such society
was probably the one the Philadelphia Germansorganized during the spring of
1793, to direct the attention of theircountrymen to public affairs and to
exchange opinions on the adminis-tration of government. The "mother club" of
the movement, however,appears to have been the Democratic Society of
Pennsylvania, also or-ganized in Philadelphia in 1793 by a brilliant array of
public luminar-ies, including David Rittenhouse, the scientist; Charles Biddle,
the mer-chant; Dr. George Logan, the physician and legislator; and AlexanderJ.
Dallas, an associate of Governor Thomas Mifflin. The DemocraticSociety
circularized the country during the summer of 1793, urging theformation of
similar groups in every locality, with the result that by theend of 1794 there
were at least thirty-five such organizations in com-munities as widely scattered
as Lexington, Kentucky; Charleston, SouthCarolina; Ulster County, New York;
New Haven, Connecticut; and
Portland, Maine; and there may well have been more. The societiesconvened
frequently; formulated resolutions on the salient issues of theday; publicized
their views via correspondence, broadsides, pamphlets,and newspapers;
convened meetings for the discussion of public policy;attended in force the
meetings they did not convene; and generally at-tempted to arouse and shape
public opinion and bring the weight ofopinion to bear politically.^*
The societies were clearly linked by overlapping membership withsuch earlier
radical organizations as the Sons of Liberty and the Com-mittees of
Correspondence and of Safety, and they tended to use manyof the
propagandizing techniques that had been developed and popular-ized by those
organizations during the Revolutionary era. They werealso well aware of
kindred movements in other countries, notably theConstitutional Societies in
England and the Jacobin Clubs in France,and indeed saw themselves involved
in a worldwide struggle for therights of man, testifying on the one hand to
obvious similarities of socialand political orientation, which have often been

remarked, and on theother hand to certain more general trends in the political
developmentof Western political culture, which may well have been the more
fun-damental. The societies played a significant role in the emergence ofthe
Republican Party, which subsequently formed around Jefferson,though on the
whole they tended not to concern themselves with the de-tails and mechanics of
party organization. Rather, and this is perhapsthe most interesting point to be
made about them, they concentrated oneducation. Thus, the New York
Democratic Society declared ignorance"the irreconcilable enemy of liberty"
and spoke of the role of associ-ations like itself in "the promotion of useful
knowledge, and the dis-semination of political information." The Essex County
(New Jersey)Democratic Society warned that it would be necessary to erect
institu-tions especially directed to the political instruction of the people.
TheAddison County (Vermont) Democratic Society declared its intention"to
study the Constitution, to avail ourselves of the journals, debatesand laws of
Congress—reports and correspondence of secretaries, andsuch other
publications as may be judged necessary to give informationon the proceedings
of Congress and the departments of government."And the Republican Society
of Norwalk (Connecticut) stated as its ob-jects: "To support the laws and
constitutions of this and the UnitedStates, even at the hazard of lives if called
thereto. To exercise the right
14. William Playfair (William Cobbett], The History oj Jacobinism: Its Cnmes,
Cruelties andPerfidies (2 vols.; Philadelphia: printed for William Cobbett,
1796), II, Appendix 18.
of speech, and freedom of debate, recognized by the Constitution. Toperpetuate
the equal rights of man, to propagate political knowledge,and to revive the
republican spirit of 76." In sum, as a contemporaryobserver put it, the societies
saw themselves as '^schools of politicalknowledge," dedicated to forming
public opinion on public affairs.^^
The initial flurry of democratic associations waned in late 1794—after
Washington branded them "self-created societies" intent upon de-stroying the
government. For a time, the number of new societies de-clined and many of the
extant societies lapsed into inactivity. Yet evenso loyal an ally of Washington as
John Adams sensed that "politicalclubs must and ought to be lawful in every
free country"; and in factthe role of the societies in forming and articulating
public opinion hadnot been lost on either the Republicans or the Federalists.
During thelater 1790's, as David Hackett Fischer has pointed out, a new group

ofpolitical associations began to appear that combined benevolence, mutu-al
financial aid, and political education. On the Republican side, theytook the
form of the Tammany Societies or the more loosely boundgroups that called
themselves "Friends of the People." On the Federal-ist side, they took the form
of the Washington Benevolent Societies, thefirst of which was organized in
Alexandria, Virginia, in 1800, about amonth after the general's death.
Furthermore, as the Republicans con-solidated their power after 1801, a
number of Federalists began to seein such organizations one answer to
Republican successes at the polls.As Hamilton put the issue in 1802, "We must
consider whether it bepossible for us to succeed, without, in some degree,
employing theweapons which have been employed against us." Surely one
such"weapon" was the weapon of political education, and to this end Ham-ilton
sketched an elaborate plan for what he called the Christian Con-stitutional
Society, with state and local branches, dedicated to diffusinginformation via
newspapers and pamphlets, promoting the election of''fit men" to office, and
advancing institutions of a charitable and usefulnature "in the management of
Federalists." Hamilton's plan receivedlittle attention, but over the next decade
and a half scores of Washing-ton Benevolent Societies were established,
principally in New Englandbut also in New York, New Jersey, Pennsylvania,
Maryland, Virginia,and Ohio. They published political literature, organized
public celebra15. Greenleafs New York Journal & Patriotic Register, May 31. 1794; Farmer's
Library; or,Vermont Political & Historical Register, September 9, 1794; New
London Bee, April 4, 1798; andEbenczer Bradford, The Nature of Humiliation,
Fasting and Prayer Explained, A Sermon (Bos-ton: Adams & Larkin, 1795), p.
32.
tions and ceremonials, and generally assisted the more formal Federal-ist party
organization with money, influence, and expertise. And,though it may have
been ironic, just as the democratic societies of the1790's had been branded
"self-created" by Washington in the wake ofthe Whiskey Rebellion (1794), so
were the Washington Benevolent So-cieties branded as "malevolent" in the
wake of the Hartford Conven-tion (1814-15).^'
During the interim between 1794 and 1815, however, much hadbeen learned on
both sides. The partisan voluntary society committed topolitical education had
linked with the partisan newspaper also com-mitted to political education, and
as a result of that linking a welter ofconflicting opinion had come to be seen as

the essence of public aff'airs.Whereas Washington's generation had seen such
conflict as destructiveof good government, Jackson's generation saw it as
valuable to thehealth of government. Political parties were increasingly viewed
as or-gans for the gathering and articulation of opinion, and indeed it
waswidely assumed that in the end the public mind would actually be enlightened by the resulting competition. As the Patriotic Society of New-castle
(Delaware) had put it as early as 1795, "The collision of oppo-site opinions,
produces the spark which lights the torch of truth." Andso in fact it did, for in
the conflict of political opinion that was the es-sence of public aff"airs lay an
education for the American public.^^
In the realm of religion, there was a kindred development in muchthe same
direction. Here, too, there had been an earlier assumptionthat divisive
partisanship was destructive of true faith and that consen-sus was the ideal to be
achieved; indeed, that assumption had historical-ly been at the heart of
establishmentarianism. But, given the heteroge-neous character of the
American people, dissent had arisen, thentoleration, and then the assertion of
the right of free exercise; and, giv-en the evangelical character of American
Protestantism, the right offree exercise had implied the right to proselytize and
teach. Out of it all
16. George Washington to Burges Ball, September 25, 1794, in The Writings of
GeorgeWashington from the Original Manuscript Sources, J 745-J 799, edited
by John C. Fitzpatrick (39vols.; Washington, D. C: Government Printing
Office, 1931-1949), XXXIII, 506; John Adamsto Abigail Adams, December
14, 1794, in Letters of John Adams, Addressed to His Wife, edited byCharles
Francis Adams (3 vols.; Boston: Chas. C. Little and James Brown, 1841), II,
171; DavidHackctt Fischer, The Revolution of American Conservatism: The
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had come the theory of denominationalism, asserted as early as 1752 bythe
New Light pastor Gilbert Tennent, who spoke of a common Chris-tianity within
which the various churches were "but several branches(more or less pure in
minuter points) of one visible kingdom of theMessiah." Obviously inherent in
the idea of denominationalism was theidea of several churches proffering
competing—or at least alternative—versions of the truth; and obviously, too,
there was the idea of each dis-tinct church as a voluntary society, freely formed
and maintained byChristians covenanting with God and one another. Beyond
this genericvoluntarism implicit in the concept of denominationalism, there was
theparticular form of voluntarism associated with the Methodist class,which
became so prevalent during the great organizing campaigns ofthe late
eighteenth and early nineteenth centuries. In the very processof Methodist
proselytizing, there was an essential voluntarism readilyvisible to those who
participated and those who observed from with-out.^«
Most importantly, perhaps, voluntarism was the basis for the vastproliferation
of church-related organizations that constituted the evan-gelical united front—
the congeries of Bible and tract societies, Sunday-school associations, youth
and adult education groups, and missionaryagencies erected largely by the
Congregationalists and Presbyterians ofthe New England and Middle Atlantic
states but with counterparts inalmost all the other denominations and regions.
As in the realm of poli-tics, these organizations appeared on the local, state,
regional, and na-tional levels and were linked by overlapping membership,
commonsources of funds, and a similar ideological commitment, that is,
thecommitment to public teaching via newspapers, pamphlets, magazines,and
books. Once again, the technologies of organization were joined tothe
instruments of publicity to create a far-flung apparatus of publiceducation.
When the Presbyterian clergyman and educator RobertBaird claimed in 1844
that the voluntary principle had influenced thecharacter and habits of the
American people in ways that a legally es-tablished church could not, he was
obviously alluding to the churchesand their networks of related organizations as
agencies of moral nur-turance and social control; but his claim also applied in
the realm ofparticipation, in the public affairs of churches and church-related
orga-nizations as well as in public discourse about religion.**
18. Gilbert Tennent, The Divine Government over All Considered
(Philadelphia: WilliamBradford, 1752), p. 45.

19. Robert Baird, Religion in the United States of America (Glasgow: Blackic
and Son,1844).
Finally, there was a similar movement tow^ard voluntary organiza-tion in what
might broadly be referred to as the "social realm." Wheth-er or not political and
religious groups were the most decisive nonfami-lial associations in the lives of
their members, they were surely the mostcomprehensive in the range and extent
of their concerns. Yet, alongwith these more generally oriented organizations,
there arose a vastnumber of groups reflecting more limited or particular
concerns. Therewere, for example, the associations that grew up around the
interestsand activities of specific economic pursuits or occupations: the
consocia-tions of the clergy, the bar associations, and the physicians'
societiesthat dated from the Revolutionary era; the local chambers of
commerceand manufacturers' associations and the unions of craftsmen and artisans that dated from the last years of the eighteenth and first years ofthe
nineteenth centuries; and the more general trade unions of mechan-ics and
factory operatives that expanded rapidly during the 1830's to anationwide
membership of 300,000 before the panic of 1837 drasticallycurtailed their
enrollment and vitality. There were also the numerouscivic, benevolent, and
charitable associations that established and main-tained special community
services, such as fire companies, hospitals,almshouses, and schools, or that
arranged for mutual economic and so-cial benefits ranging from insurance and
burial services to the mainte-nance of particular Old World customs and ties.
There were the var-ious reform organizations devoted to causes that varied
from inter-national peace to women's rights to temperance to abolition. Some
ofthese at one time or another managed to spark nationwide crusades in-volving
hundreds of thousands of participants in every region of thecountry. The Sons
of Temperance, for example, grew in six years froma single association to one
boasting 600 units and 200,000 dues-payingmembers, all pledged to total
abstinence. And the American Anti-Slav-ery Society, founded in Philadelphia
by a small number of committedindividuals in 1833, not only proliferated to a
point where at its peak itinvolved 2,000 societies with some 200,000 members,
but made itsviews prevail in the Republican Party, through which its program
be-came even more broadly influential. Lastly, there were the infinitely di-verse
literary, scientific, and educational societies committed to every-thing from the
advancement of agriculture to the promotion of the finearts. Here, too, at least
one such society, the American Lyceum, becamefor all intents and purposes a
national adult education association, withaffiliates in hundreds of localities

concentrated in New England, theMiddle Atlantic states, and the Midwest that
not only sponsored lecture
programs and community entertainment aimed at general cultural andmoral
uplift but also lobbied in various legislatures for public schoolsand libraries.
It would be impossible to determine with any precision the actualnumber of
such voluntary societies in the United States at different pe-riods of the
nineteenth century. We do know, from Richard D. Brown'sresearch on
Massachusetts, that there were 114 such societies foundedduring the 1780's and
852 founded during the 1820's, and there is ev-ery reason to believe that the
exponential growth persisted for severaldecades (the multiplications of lyceums
and academies alone would ac-count for a good deal of the growth). It is clear,
too, that, as in the caseof political development, the increase in voluntary
societies varied fromregion to region, and that the phenomenon appeared
somewhat laterand less vigorously in the South. Yet for the nation as a whole
therewas a quantum leap in the number and variety of voluntary associ-ations
during the first half-century of the Republic.^"
Obviously, the character of the groups varied significantly, and withit the
education they afforded to members. Some, like the trade unions,offered
opportunity for fairly full and vigorous political participation;some, like the
lyceums, offered opportunity primarily to listen to lec-tures arranged for by
others; some, like the temperance societies, of-fered the opportunity to make a
dramatic personal gesture (sign thepledge), reap the social benefits of that
gesture (in symbolic middle-class status), and then try to hew to the agreedupon behaviors, withgreater or less support from fellow members. Obviously,
the nature andstrength of the influence on members varied from individual to
individ-ual, from association to association, and from community to
community.Yet participation in nonfamilial groups did teach skills, attitudes,
andvalues less easily conveyed within a small coterie of kin; and
hence,whatever the specific outcomes for particular individuals, the
expansionof voluntary associations and the growing involvement of the public
intheir affairs inevitably enlarged the educational opportunities availableto
nineteenth-century Americans.
Beyond the education of the participants themselves, there was alsoa significant
effect on outside audiences. To an extent, all of the associ-ations, but especially
those interested in reform, advertised their pro-
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grams and sought sympathy, if not adherents. The fire company dis-creetly
proclaimed the benefits of fire protection; the society for thepromotion of
agriculture published pamphlets on scientific farming,and in the process
discreetly proclaimed the benefits of agriculture. Thetemperance and
abolitionist crusades were more direct and more vocif-erous, proflfering their
views to the public via newspapers, broadsides,pamphlets, books, mass
meetings, marches, ceremonials, and politicallobbying. The outcome was at the
least a cacophony of address and, asoften as not, political conflict. No one
could be against fire protection orthe advantages of agriculture, though one
could ignore fire protectionand the advantages of agriculture. More people were
ready to opposetemperance and abolition with equal vociferousness. The
outcome wasa new kind of education that went forward in the arena of public
af-fairs, with some as participants, exemplifying, espousing, and instruct-ing,
and others as observers, ignoring, attending, considering, combat-ing, or
agreeing. It was an education born of conflict and collision thatsought at the
least attention and ultimately persuasion or conversion.And, if its eff'ects on
individual consciousness and concern were various,it did tend to increase
awareness of and interest in public aff'airs.
Emerson's famous description of the Chardon Street Convention ofthe Friends
of Universal Reform has often been quoted: "If the assem-bly was disorderly, it
was picturesque. Madmen, madwomen, men withbeards, Dunkers,
Muggletonians, Come-outers, Groaners, Agrarians,Seventh-Day Baptists,
Quakers, Abolitionists, Calvinists, Unitarians,and Philosophers,—all came
successively to the top, and seized theirmoment, if not their hour, wherein to
chide, or pray, or preach, or pro-test." Chide, or pray, or preach, or protest—in a
sense, the conventionwas a microcosm of early national America. Every shade
of opinionwas broadcast to the populace in the hope that it would be heard
andend up persuasive. In the conflict and contentiousness lay a new formof
popular education.^^
IV

When the young French nobleman Alexis de Tocqueville came to theUnited
States in 1831 to observe the workings of the new democracy,he was already
persuaded that aristocracy was dying throughout theworld and that equality
would be the moving force of subsequent gen21. Ralph Waldo Emerson, "The Chardon Street Convention (1842)," in The
CompleteWorks of Ralph Waldo Emerson (12 vols.; Boston: Houghton, Mifflin
and Company, 1903-1904),X, 374.
erations. Indeed, it was that very belief that had motivated him and hisfriend
Gustave de Beaumont to travel to America, ostensibly to studythe prison
system, but actually to undertake a more fundamental analy-sis of democracy
as a working principle of society and government. Yetthe belief itself posed one
of the central dilemmas that later appeared atthe heart of Tocqueville's
masterwork. Democracy in America (1835,1840).
Aristocracy, Tocqueville maintained, was on the decline; but aris-tocracy had
over the centuries performed certain vital functions for Eu-ropean civilization.
Aristocratic societies had been marked by a perva-sive sense of permanence
and continuity that derived from fixedpositions of social status; aristocratic
institutions had served to bindmen to one another in a web of acknowledged
mutual relations thathad called forth self-sacrifice, devoted service, and even
genuine affec-tion. The relentless drift toward equality, however, accelerated as
it hadbeen by the great revolutions of the late eighteenth and early
nineteenthcenturies, had on the one hand swept away the sense of
permanenceand continuity and on the other hand torn asunder the web of
acknowl-edged mutual relations. The result was a rampant individualism—
andrecall that it was Tocqueville who coined the word "individualism"—that
initially sapped the virtues associated with public life and in thelong run
destroyed all virtue, leaving a society of isolated individualsconsumed with
self-love and vulnerable to tyranny from within andwithout. Tocqueville's
dilemma, given the relentless progress of equali-ty in the world, was how to
retain the virtues of equality without suf-fering the vices of individualism. And
what he discovered in the UnitedStates was that the Americans had sought to
resolve the dilemmathrough two closely related institutions, newspapers and
voluntary asso-ciations.
When men arc no longer united among themselves by firm and lastingtics, it is
impossible to obtain the cooperation of any great number of them un-less you

can persuade every man whose help you require that his private inter-est
obliges him voluntarily to unite his exertions to the exertions of all the oth-ers.
This can be habitually and conveniently effected only by means of anewspaper;
nothing but a newspaper can drop the same thought into a thou-sand minds at
the same moment. A newspaper is an adviser that does not re-quire to be
sought, but that comes of its own accord and talks to you brieflyevery day of
the common weal, without distracting you from your private af-fairs.
Newspapers therefore become more necessary in proportion as men be-come
more equal and individualism more to be feared. To suppose that they
only serve to protect freedom would be to diminish their importance;
theymaintain civilization. I shall not deny that in democratic countries
newspapersfrequently lead the citizens to launch together into very ill-digested
schemes;but if there were no newspapers there would be no common activity.
The evilwhich they produce is therefore much less than that which they cure.
So far as Tocqueville was concerned, newspapers were the beacons
thatattracted isolated individuals to one another and the media throughwhich
those individuals communicated with one another once they hadmade common
cause. Beyond that, they provided the common stock ofinformation that
permitted citizens to manage their own affairs on thelocal level, formally via
government and informally via associations.^^
As for voluntary associations, they were the chief social institutionsthat
mediated between the individual and his government,
As soon as several of the inhabitants of the United States have taken up
anopinion or a feeling which they wish to promote to the world, they look out
formutual assistance; and as soon as they have found one another out, they
com-bine. From that moment they are no longer isolated men, but a power
seenfrom afar, whose actions serve for an example and whose language is
listenedto
Nothing, in my opinion, is more deserving of our attention than the intel-lectual
and moral associations of America. The political and industrial associ-ations of
that country strike us forcibly; but the others elude our observation,or if we
discover them, we understand them imperfectly because we have hard-ly ever
seen anything of the kind. It must be acknowledged, however, that theyare as
necessary to the American people as the former, and perhaps more so.In

democratic countries the science of association is the mother of science;
theprogress of all the rest depends upon the progress it has made.
Among the laws that rule human societies there is one which seems to bemore
precise and clear than all others. If men are to remain civilized or to be-come
so, the art of associating together must grow and improve in the same ra-tio in
which the equality of conditions is increased.
Once again, so far as Tocqueville was concerned, it was association
thatempowered individuals and caused them to look beyond their
narrowerselves to the broader notion of self-interest that is implicit in public
life.Moreover, association begat association. Having joined together in
greatpolitical causes, individuals would learn to join together in minor politi-cal
causes. Once acquainted, they could always meet again in social andcultural
causes. "Political associations may therefore be considered as
22. Alexis de Tocqueville, Democracy in America, edited by Phillips Bradley
(2 vols., NewYork: Alfred A. Knopf, 1945), II, 111.
large free schools," Tocqueville maintained, "where all the members ofthe
community go to learn the general theory of association." Oncelearned, "the art
of association" would serve as the quintessential ener-gizing force in
democratic society; it would be "the mother of action,studied and applied by
all.""
Finally, Tocqueville's analysis included a recognition of the vital re-lationship
between associations and newspapers. The very concept ofaudience implied
association and vice versa. "Newspapers make associ-ations," he concluded,
"and associations make newspapers; and if it hasbeen correctly advanced then
associations will increase in number asthe conditions of men become more
equal, it is not less certain that thenumber of newspapers increases in
proportion to that of associations."^*
Now, there was doubtless a quality of exaggeration about all this inwhich
Tocqueville ended up romanticizing the newspapers and volun-tary associations
of the Jacksonian era. It simply taxes the imaginationto think of the insistently
vituperative Washington Globe (speaking forthe Democratic Party) as a beacon
of light or the relentlessly anti-Catholic Protestant Reformation Society
(speaking through the Ameri-can Protestant Vindicator) as a large free school
for instruction in thetheory of association. Yet there can be no denying

Tocqueville's insightsinto the larger processes of public education that were
coming into be-ing in connection with the new politics. What he perceived
more clearlythan most of his contemporaries was not only the political role of
news-papers and voluntary associations but their educative role as well. Andin
this respect the educational metaphors that marked his rhetoric—
thecharacterization of newspapers as "advisers" concerning the "commonweal"
and of associations as "large free schools"—went far beyond thecommonplace
didacticisms of his day. What he saw at the heart of theemerging phenomenon
of public affairs was a new process of publiceducation, which not only ushered
public affairs into being but was it-self enhanced by the dynamics of public
affairs. In the reciprocal rela-tionship between the two lay the inescapable tie
between democraticpolitics and democratic education.
That said, other questions present themselves. Tocqueville, as washis wont,
presented the historical phenomena of Jacksonian America asa theoretical
model of liberal democracy. But what, at bottom, were theactual historical
sources of voluntary association? They were surely
23. Ibtd., II, 109-110, 116, 117.
24. Ibtd.,11 112.
traceable in part to the intellectual outlooks of republican politics
andevangelical religion. Republican politics located sovereignty in the peo-ple
—it v^as the key element in w^hat the eighteenth-century Whigs hadcalled
"public (or political) liberty"—and the people in turn grantedspecified powders
to legitimate representatives. Since the aggrandizementof powder was natural
and ubiquitous among humankind, the mainte-nance of liberty depended upon
eternal vigilance. The exercise of thatvigilance demanded at the least interest
and scrutiny and, beyond inter-est and scrutiny, actual participation in the
political process via the in-struction of representatives and via representation
itself. Similarly,evangelical Protestantism located moral agency in individuals
andurged believing Christians, in the spirit of disinterested benevolence,
topromote the Kingdom of God by active missionary work among theirfellow
human beings, cooperating with one another where possible, yetalways bearing
individual witness in conduct and belief. Given thesefundamental motivations
in the form of pervasive self-images, and giventhe availability of organizational
techniques derived from eighteenth-century sources as varied as English

Methodism and home-grown revo-lutionary activism, Americans turned easily
to voluntary association andthe mutual education it invariably entailed.
If republican politics and evangelical religion provided the motivat-ing
outlooks, necessity provided a substantial context. The large-scalemigrations
westward during the early decades of the Republic providedan experience in
the lives of thousands of Americans in which commu-nities had to be created in
the absence of established structures of lead-ership and conjoint activity. The
absence of such structures put a pre-mium on voluntary communal effort. It
evoked both the sense ofindividual agency implicit in republican politics and
evangelical religionand the commitment to conjoint activity necessitated by
tasks beyondthe capacity of isolated individuals or even isolated families. In the
pro-cess, the habits of association and communication were encouraged
andnurtured.
Yet, granted the sources of voluntary association, it was experiencedvariously
in different communities. In a relatively new and homoge-neously Protestant
town like Quincy, Illinois, the vast majority of theadult population appears to
have been involved in a host of missionary,benevolent, and reform
organizations, most of which offered outlets forparticipation in social and
political activities at the same time as theyprovided a form of persuasive social
discipline for their members andfor others not affiliated. In a more
heterogeneous community like Gincinnati, Ohio, the rate of participation appears to have been consider-ably
lower. There, well under a quarter of the city's male householdersseem to have
been involved, most of them native-born middle- or up-per-class Yankees or
Ohioans who used the local voluntary associationsas an informal network to
manage the communal affairs of the city.And, in an even more heterogeneous
community like New York City,there were several networks of voluntary
organizations: roughly halfthe city's Protestants appear to have participated in a
congeries of reli-gious and benevolent associations that sought through
educational andwelfare activities to "uplift" (for which read a range of efforts
fromoutright social control to the alleviation of ill health) the lower-classblack
and immigrant population, while an indeterminate percentage ofthe city's
lower-class black and immigrant population were involved incomparable
associations seeking to advance their own political interestsand to maintain
their own cultural identity. However generalized Toc-queville's portrayal of the
phenomenon, then, association was in actual-ity less than universal and served

a variety of functions beyond the ar-ticulation of public opinion, including the
assignment of social status,the exercise of community leadership, and the
exertion of social con-trol."
It is also important to note that an expanding experience withschooling played a
significant mediative role in the development of vol-untary associations.
Tocqueville himself discussed schooling as one ofthe chief "causes which tend
to maintain democracy" in America, alongwith custom, religion, and the laws.
And he took special note of themiddling state of learning on the part of the
population: if there werefew individuals who could be described as learned, he
also believedthere were fewer illiterates than anywhere else in the world. Most
citi-zens, he maintained, received at least the elements of knowledge, reli-gion,
and civics, and the outcome contributed powerfully to the supportof the
Republic. Put otherwise, schooling bestowed literacy and therebyprepared
people to read and appreciate newspapers; and schoolingtaught the norms of
social institutions beyond the family and therebyprepared people for
participation in voluntary associations.^^
The outcomes of public education for and through public affairs
25. This paragraph draws on the analyses of Quincy and New York in Gregory
H. Single-ton, "Protestant Voluntary Organizations and the Shaping of
Victorian America," AmericanQuarterly, XXVII (1975), 549-560, and on the
analysis of Cincinnati in V^altcr S. Glazer, "Par-ticipation and Power:
Voluntary Associations and the Functional Organization of Cincinnati in1840,"
Historical Methods Newsletter, V (1972), 151-168.
26. Tocqueville, Democracy in America, II, chap. xvii.
were manifold. The Ohio jurist Frederick Grimke discussed them atlength in
The Nature and Tendency of Free Institutions (1848, 1856),an extraordinary
treatise that has been somewhat ignored by Americanscholars over the years
because of Grimke's acquiescence in slavery andthe right of secession. For one
thing, Grimke noted, both newspapersand voluntary associations contributed in
the long run to what he calleda politics of restraint. At the least, they implied a
commitment in thepolitical system to persuasion rather than the exercise of raw
power, inways that complemented the more direct system of checks and
balancesintroduced via constitutional means. Beyond that, they implied a commitment to choice, for matters under widespread public debate wouldno longer
be readily determinable by reference to custom on the onehand or by the fiat of

the few on the other. And, finally, they implied acommitment to toleration and
indeed to the idea of a legitimate politicalopposition.
Grimke saw the most profound and abiding outcome of all, how-ever, in the
continued civilizing—or educative—influence on the popu-lace. "Party spirit,"
he noted, "at bottom is but the conflict of diff'erentopinions, to each of which
some portion of truth almost invariably ad-heres; and what has ever been the
effect of this mutual action of mindupon mind, but to sharpen men's wits, to
extend the circle of theirknowledge, and to raise the general mind above its
former level. There-fore it is that an era of party spirit, whether religious,
philosophical, orpolitical, has always been one of intellectual advancement."
Furtheralong in the treatise, Grimke portrayed schooling, voluntary associations, and newspapers as complementary aspects of a national systemof
popular education. "What we ordinarily term a plan of popular in-struction,"
Grimke argued, "is one adapted to the minds of youth, but,if this is not followed
up by a system which confers independence ofthought in after life, the faculties
and knowledge which were acquiredat schools and academies will become inert
and fruitless.""
Perhaps the most important function served by public education forand through
public aflfairs was to nurture a heightened sense of com-munity at various
levels. At first glance, of course, the very idea of amultitude of voluntary
associations purveying a multitude of messagesvia a multitude of newspapers
scarcely conjures images of community.One rather imagines confusion,
collision, and cacophony, all renderedthe more intense by the private
selfishness of leaders, representatives,
27. Frederick Grimke, The Nature and Tendency of Free Institutions, edited by
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and editors. Yet voluntary associations performed a significant integrat-ing
function in both older and newer communities that was oftenmasked by social
and political bickering. They frequently had overlap-ping membership; they
often provided bridges across sect, party, andsocial class; and in instances
where they were joined in regional andnational federations they facilitated the
transfer of status from one com-munity to another. In addition, the participation
they made possible inits very nature taught the skills of participation, which
were readilytransferable from one organization to another.

As for the press, it is important to bear in mind that the purveyingof messages
—of news, information, and opinion—became increasinglyefficient during the
early national era. When George Washington diedin the winter of 1799, it took
seven days for the news to reach NewYork City and twenty-four days for the
news to reach Cincinnati.When William Henry Harrison died in 1841, the news
traveled fromWashington to New York in about twenty hours, from New York
toCincinnati in about seven days, and from New York to the Mississippicities in
seven to fifteen days. During the four decades that separatedthe two events,
improvements in the gathering of news, the productionof newspapers, and the
distribution of printed materials via the postalsystem had significantly
improved communication among cities in thevarious regions of the country and
in the process had enhanced a senseof cosmopolitan community among these
cities and more generallyamong the hinterlands they served. With the invention
of the electro-magnetic telegraph in 1844, the time required for the
dissemination ofnews decreased sharply, and by the end of the Polk
administrationWashington had been connected by telegraph with all the major
citiesof the country, including St. Louis and New Orleans.
Given the steady improvement in the efficacy and rapidity of com-munication
and the consequent growth of the audiences reached, an ex-traordinary fund of
common knowledge was disseminated. Certainlythere was much by way of
information—the results of elections, thesubstance of legislation and judicial
decisions, the comings and goings ofheads of state, the transaction of
commerce, the development of newtechnology, and the occurrence of natural
and man-made catastrophes.Beyond information, there was the constant flow of
opinion—speechesreported, editorials proff^ered, letters conveyed, affirmed,
and rebutted,and advertisements tendered. The line between fact and opinion
wasrarely clear and often deliberately blurred, there being no clear
canonsamong journalists concerning the wisdom or the need to separate them;
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but the advance by v^ay of enlightenment, in whatever measure, beyondthe
diurnal mixture of word-of-mouth information and opinion, wasdoubtless
significant. At the least, the concept of public affairs was pro-jected beyond the
immediate locality.
This projection beyond the locality, and at the same time beyondthe
immediacies of ethnic, religious, and class parochialism, is perhapsthe most

interesting point to be made about the popular education of-fered by nineteenthcentury newspapers. Virtually all the papers werelocal in character,
sponsorship, and principal circulation, yet virtuallyall nurtured a sense of
community that extended beyond the locality.The key to the seeming paradox
lies in contemporary notions of whatconstituted the news; for the fact is that,
apart from local advertise-ments, local announcements of commercial interest
(prices, bank-notetables, and arrivals and departures of ships and shipments),
local re-pK)rts of marriages and deaths, and local expressions of editorial opinion, most of the discretionary material that filled the columns of pre-Civil War
newspapers consisted of national and international news andliterary matter
taken from other newspapers, principally though notwholly New York dailies
(their superiority as sources derived from thepreeminence of New York as the
chief port of entry for foreign news aswell as from its key location in the
network of American postal routes).
Given the multiplicity of newspapers, many of them flagrantly par-tisan to
some contentious political or religious interest, the phenomenonof borrowing
created less a uniformity of opinion than a measure ofagreement on the items
and issues concerning which one might have anopinion, that is, on the agenda
of public aff"airs. And in that agreementlay the roots of a developing sense of
state, regional, and national com-munity. The newspapers in their own way
created Rhode Islanders,Wisconsinites, South Carolinians, New Englanders,
midwesterners,southerners, and Americans. They did not create them ex mhilo,
for theissues and affairs around which such identities were formed had a pat-ent
objective reality. Later, when editors such as Benjamin H. Day ofthe New York
Sun, James Gordon Bennett of the New York Herald,George Roberts and
William H. Garfield of the Boston Daily Times,and William M. Swain of the
Philadelphia Public Ledger pioneeredthe concept of local news, drawing
substantially on crime reports, thecomings and goings of the wealthy, and
sensational happenings bothtrue and fabricated, a tension grew up between the
local and the extra-local, but it was a tension rather than a displacement, with
borrowednational and international news and literary material continually
inevidence.
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The community of public affairs created by the press was scarcelyidentical in
character and intensity to the community of face-to-face dis-course and direct
participation that was rooted in the experience of thelocality; it was a more

transient, more ephemeral, and more marginalphenomenon in the lives of its
members. But it was a community none-theless, and doubtless contributed
significantly to feelings of sectional-ism and nationality during the first century
of the Republic as well asto the conflicts and complementarities these feelings
induced in particu-lar individuals of particular ethnic, religious, and social-class
back-grounds.
Chapter 7
OUTCASTS
"Now," said he, "if you teach that nigger (speaking of myselQ how toread, there
would be no keeping him. It would forever unfit him to bea slave. He would at
once become unmanageable, and of no value tohis master. As to himself, it
could do him no good, but a great deal ofharm. It would make him discontented
and unhappy."
FREDERICK DOUGLASS
The politics of discussion—and the intellectual quickening that
politicaltheorists like Grimke and Tocqueville saw as its correlates—presupposed a society of free individuals who could express themselves openlyon
matters of public interest and freely organize into associations of thelikeminded. It assumed citizens who were prepared, able, and at liber-ty to state
their opinions and act on their preferences, at the ballot box,in public office,
and in the more general realm of civil and cultural af-fairs. To the extent that
American society during the first decades ofthe Republic actually comprised
such individuals, analyses such asGrimke's and Tocqueville's were more or less
pertinent.
Yet there were profound anomalies, as both men recognized.Grimke was well
aware that the essential thrust of his argument inThe Nature and Tendency of
Free Institutions held that individualswere best educated to freedom by being
given the experience of free-dom. Yet he drew back from the logic of that
argument when it came toblacks and Indians, maintaining that they belonged to
races decidedlyinferior to the whites and hence would not profit from the
experience(the contradiction doubtless reflecting views pervasive among his
coun-trymen). And Tocqueville, assuming a more detached stance, observedin a
chapter on blacks and Indians in Democracy in America that theirsituation was
typically American but decidedly undemocratic. "These
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two unhappy races," he remarked, "have nothing in common, neitherbirth, nor
features, nor language, nor habits. Their only resemblancelies in their
misfortunes. Both of them occupy an equally inferior posi-tion in the country
they inhabit; both suffer from tyranny; and if theirwrongs are not the same, they
originate from the same authors." En-forced servitude, he continued, would
deny civilization to the enslavedblacks, while enforced segregation would deny
it to the freed blacks;and a self-chosen "barbarous independence" would deny it
to the Indi-ans. In the absence of civilization, neither race could ever assimilate
tothe American community. The prospect for the Indians, as Tocquevillesaw it,
was outright destruction, while the prospect for the blacks, evenin the event of
an emancipation freely granted or forcibly wrested, wasnothmg but calamity.^
In the dilemma associated with the social status of the two races,education was
deeply involved, in both the teaching proffered to blacksand Indians by the
dominant white society and the teaching blacks andIndians conducted for and
among themselves. If there were educationalcorrelates of freedom that were
central to the life of the young Repub-lic, there were also education correlates
of oppression—the latter consti-tuting a tragic contradiction in light of the
society's professed valuesand its hopes of serving as a virtuous example to the
world.
II
The situation of American blacks changed perceptibly from decade todecade
during the years following the Revolution. Initially, there waswidespread
sentiment favoring emancipation and equal rights. Statesrevoked their laws
prohibiting manumission, and large numbers ofslaves were freed and in some
cases even enfranchised. For a time itseemed as if the problem of slavery might
gradually solve itself throughsuspension of the slave trade and gradual
emancipation. But revolution-ary aspirations were soon dashed on the shoals of
economic reality, andthe Constitution ratified in 1788 acquiesced in slavery as a
fact ofAmerican life, without, incidentally, ever mentioning the term.
The impulse to gradual emancipation persisted, kept alive byQuaker
organizations, the nascent abolitionist movement, and growing

1. Frederick Grimkc, The Nature and Tendency of Free Institutions, edited by
John WilliamWard (Cambridge, Mass.: Harvard University Press, 1968), p.
234; and Alexis de Tocqueville,Democracy in America, edited by Phillips
Bradley (2 vols.; New York: Alfred A. Knopf, 1945), I,332. 334.
numbers of black Methodist and Baptist congregations led by newlyselfconscious black preachers. But, with the development of the north-ern cotton
industry and the expansion of southern cotton productionthat followed the
invention and diflfusion of the cotton gin, hope forgradual emancipation waned,
giving way in the South to a solidly en-trenched slave system and in the North
to an increasingly strident abo-litionist movement. A few Americans tried to
find what they saw as amiddle way in proposals to educate blacks for
colonization abroad; butthe blacks themselves showed no enthusiasm for such
schemes, andtheir own uninterest was compounded by southern suspicions that
theywould not depart in any case and northern recognition that colonizationwas
in truth a compromise with equality.
By 1830, of a total population of almost 13 million, there weresome 2 million
slaves, all but a handful of whom lived in the South,principally in the states of
Virginia (469,757), South Carolina(315,401), North Carolina (245,601),
Georgia (217,531), Kentucky(165,213), and Tennessee (141,603). In addition,
there were some319,599 free blacks, most of them concentrated in the cities of
theNorth and the upper South. The free blacks were really quasi-free atbest—
largely disenfranchised, rigidly segregated, and relentlessly dis-criminated
against. Yet their freedom was far from meaningless and didserve in significant
ways to challenge the dominant white ethos of blackracial inferiority.^
The 2 million slaves lived under quite varied conditions. The vastmajority lived
on the land, and of these roughly half lived on farms andhalf on plantations (a
plantation being defined in contemporary termsas a unit of twenty slaves or
more). Among white southerners, only afraction (averaging around a quarter)
lived in households directly in-volving slave ownership, and of these roughly
half were involved withfewer than five slaves. Even these proportions,
however, differed con-siderably from region to region. Delaware and North
Carolina, for ex-ample, tended to have larger than average percentages of
slaveownersholding only a single slave; South Carolina and Louisiana, on the
otherhand, tended to have larger than average percentages of
slaveownersholding a hundred or more slaves. Similarly, Delaware tended to
havesmaller than average percentages of whites holding any slaves at all,while

South Carolina tended to have larger than average percentages ofwhites
involved in slaveholding. Once these differences are further com2. J. D. B. Dc Bow, cd., Statistical View of the United States .... Being a
Compendium ojthe Seventh Census (Washington, D.C.: A. O. P. Nicholson,
1854), pp. 82, 63.
pounded by differences within states and localities and by differencesowing to
individual temperament, the full range of variation becomesclear. Yet, however
much the life circumstances of any given slave mayhave differed from region to
region and from locality to locality, the es-sential fact of entrapment in a system
of racial oppression and domina-tion remained. And, just as that system was
most blatantly in evidenceon larger plantations with sizable slave populations,
so, too, was it onthose plantations that the various components of an education
rooted inthe social implications of race became most apparent.
While plantations varied in size and character, the status of the tworaces was
implicit in the spatial design common to most of them, name-ly, that of a large
farmstead, either concentrated in a single unit or dis-persed into several large
units within walking distance of one another.The farm was owned and managed
by a white household, made up ofthe immediate family and kin of the resident
owner (most though notall slaveowners were resident) and of white employees
such as over-seers, tutors, and occasional preachers, and worked by a labor
force ofslaves, who lived in the slave quarters and constituted the
"quartercommunity." The slave group ordinarily included a large proportion
offield hands and a smaller proportion of skilled and semiskilled crafts-men, a
varying complement of midwives, preachers, healers, parent-surrogates, others
with special roles (often persons either handicappedor too old to work in the
fields), and the very young. The quarter com-munity was organized into
families, who maintained identifiable resi-dential space in the huts, cottages, or
larger structures in which thequarter community resided. Finally, there were
usually a few slaveswho lived in the so-called Big House as houseservants,
coachmen, orhostlers for the white family and who maintained varying
relationshipsof distance from the quarter community.
Within the plantation system, slaves held a clear place. They werethe unfree
chattels of their master, and the pedagogy emanating fromthe Big House was
designed to transmit the lessons correlative to thatstatus. Some of these lessons
were intended to convey the skills andmanners required for the proper

fulfillment of a slave's particular task.But all were expected to nurture in slaves
the attitudes of perfect sub-mission, the goal being absolute obedience and
subordination to themaster in particular and to white people in general. The
entire whitehousehold was involved in carrying out this teaching—not only
theslaveowners themselves, but also their wives, their children, and theirhired
surrogates—and, although the means they employed varied, it
was the whip and the Bible that served as the two most important ped-agogical
instruments in instructing blacks in the white version of theirplace in the world.
As one former Maryland slave recalled, "We were all afraid ofmaster: when I
saw him coming, my heart would jump up into mymouth as if I had seen a
serpent." Not knowing when the master or,worse yet, the overseer might
appear, or what that arrival might bring,slaves lived in constant fear. Some were
able to surmount the fright en-gendered by the precariousness of their situation,
others were not. Butfear was an emotional state that whites encouraged in order
to achievetheir pedagogical ends. The masters themselves may have been
lessharsh than their overseers; yet, in terms of pedagogical effect, the differences mattered little. It was the constant threat of punishment, pur-posefully
and implicitly exemplified by each slave subjected to the lash,that ultimately
secured coop>erative behavior. As one contemporary ob-server explained the
underlying principle, " 'Breaking their spirit' is aphrase as frequently used with
regard to slaves as to horses. Sometimesa slave must be killed, that the mastery
of a hundred others may be se-cured."^
To be sure, slaveowners varied as much in their behavior as theslaves
themselves, with "good masters" genuinely eager to treat theirslaves in as
kindly a fashion as possible and "bad masters" more in-clined to sadism than
paternalistic benevolence. Yet, whatever the dif-ferences deriving from
temperament, slaveowners tended (for economicas well as humane reasons) to
find gentler pedagogical devices more totheir liking than the whip.
Consequently, along with fear, affection,and even gratitude were emotions that
whites used for their own pur-poses. As Governor John Henry Hammond of
South Carolina once putit, in exchange for obedience, fidelity, and industry,
slaves had the rightto expect from their masters peace, plenty, and security; and
in theteaching of this equation the whites used religion as a prime pedagogi-cal
tool.*

On some plantations, slaves were allowed to attend church serviceswith the
whites; on others, white preachers were brought to the planta-tion to deliver
sermons on carefully chosen passages from Scripture; onstill others, black
preachers were hired by the whites to instruct theslaves in the duties and
obligations of Christianity. The purpose of this
3. Benjamin Drew, The Refugee; or, the Narratives oj Fugitive Slaves in
Canada (1856; re-print cd.; New York: Negro Universities Press, 1968), p. 42;
and M.D. Conway. TestimoniesConcerning Slavery (London: Chapman and
Hall, 1864), p. 10.
4. John Henry Hammond to L. Tappan, August 1, 1845 (John H. Hammond
mss.. Manu-script Division, Library of Congress, Washington, DC).
preaching was to familiarize the slaves with those parts of the Biblethat were
believed to sanction their servile status and to provide themwith the minimal
Scriptural knowledge required for salvation. Toldthat they were the descendants
of Ham who had been brought toAmerica in bondage at God's command, the
blacks were expected tolearn that their servitude was sacred, the result of a
racial inferiorityordained by God and therefore not to be violated in any way.
Told alsothat they would go to heaven if they were good, the slaves were
expect-ed to learn and accept what goodness demanded. Relentlessly,
then,though the rhetoric was religious and the illustrations were Biblical,slaves
were subjected to a litany that supported white oppression. Asone former slave
remembered, "The niggers didn't go to the churchbuilding; the preacher came
and preached to them in their quarter.He'd just say, 'Serve your master. Don't
steal your master's turkey.Don't steal your master's chickens. Don't steal your
master's hawgs.Don't steal your master's meat. Do whatsoever your master tells
you todo.' Same old thing all the time."^
Despite widespread awareness that religious instruction could un-dermine
white domination as well as support it, some slaveowners werehonestly
concerned that their slaves experience conversion. And it wasthis sentiment,
promoted by a growing literature emanating from min-isters of evangelical
persuasion, that led some masters to permit whitemissionaries to hold Sabbath
schools and evening meetings on theirplantations. Using special curricula, for
example, the Reverend CharlesColcock Jones's A Catechism for Colored
Persons (1834) or BishopWilliam Meade's Sermons, Dialogues and Narratives
for Servants, ToBe Read to Them in Families (1836), supplemented by devices

such asScripture cards carrying illustrations for the Bible, the
missionariesmanaged to gain significant numbers of converts. Between 1846
and1861, for example, the Methodists increased their roster from 118,904to
209,836, while the Baptists increased theirs from approximately200,000 to
400,000. But, if the double-edged message feared by thewhites was conveyed
by the teaching of these missionaries, their cur-ricular materials were certainly
not designed to have that efTect. Rath-er, they were purposefully constructed to
synthesize religious instruc-tion and exhortation concerning obedience and
place.^
On the antebellum plantation, then, whites sought to educate blacks
5. George P. Rawick, cd., The American Slave: A Composite Autobiography
(19 vols.; West-port, Conn.: Greenwood Publishing Company, 1972-1974),
VIII, part 1, p. 35.
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Albert J. Rabo-tcau. Slave Religion: The "Invisible Institution" in the
Antebellum South (New York: OxfordUniversity Press, 1978), pp. 175-176.
to a particular status in a particular social and economic system and, aspart of
that status, to an acceptance of inherent racial inferiority. Yet,despite persistent
white efforts to prevent countervailing teaching of anykind, blacks were
simultaneously exposed to a second pedagogy, onethat sought to impart the
lessons necessary to the slaves' survival as apeople, as human beings rather than
property. And, in the transmissionof this pedagogy, the pedagogy of the quarter
community itself, two in-stitutions were crucial—the family and the clandestine
religious congre-gation.
The two-parent family, while not omnipresent, was common amongslaves of
the antebellum period; and within the quarters it was parents,complemented by
grandparents, aunts, uncles, and other kin, who werethe primary educators of
their children. Eager to protect their childrenso far as was humanly possible, as
well as to prepare them for the real-ity they would confront when they went to
work (usually sometime be-tween seven and ten years of age), slave parents
offered their childrenaffection, discipline, traditional wisdom, and training in
useful skills.Mothers and fathers told their children stories and sang them to
sleepat night. They insisted that they respect and obey their elders and punished them when they did not. If the jobs they were assigned by themaster
permitted, they encouraged their children to observe them andto assist them in

their activities, and in the evening, after work, theyshared with their youngsters
the activities they assumed of their ownvolition—gardening, hunting and
fishing, quilting, sewing, and cook-ing. More importantly, perhaps, by setting
examples of loyalty to fam-ily, a loyalty that often endured despite imposed
physical separation,and by assigning their children family names (sons were
often namedafter their fathers and both sons and daughters frequently carried
thename of some dead relative), they sought to confer upon their childrenan
identity that could transcend the immediacies of time and place andto develop
their capacity to recognize distance between themselves, theirfamily, and the
black community, on the one hand, and the master, hishousehold, and the white
world, on the other.
For the adults of the quarter community, the clandestine religiouscongregation
fulfilled several crucial educative functions. Usually gath-ered around a black
preacher, an informal religious leader, or, in theabsence of a single leader, a
group of community elders, the congrega-tion met*several nights a week in
secret places called "hush-harbors"that were located in woods or swamps
adjacent to the quarters. Revolv-ing around "preaching by the brethren" and
then "praying and singing
225
all around," the congregation's meetings provided adult slaves w^ithemotional
release and a sense of camaraderie and community supportsimilar to that
afforded to children by the peer group with whom theyspent a good part of the
day. At such meetings, as one former slave ex-plained, "the slave forgets all his
sufferings, except to remind others ofthe trials during the past week,
exclaiming: 'Thank God I shall not livehere always!'" Beyond that, however,
the very existence of a slave-con-trolled group, convened in secrecy and often
including slaves fromneighboring plantations, provided a focal point for black
resistance, notonly to the rules of the master, but also to the religious practices
ofwhite Christianity. In the safety of a "hush-harbor," away from theeyes of the
white world, slaves were able to express openly the morephysical and
emotional aspects of their religious faith and to articulatetheir yearning for
freedom. Finally, because the clandestine congrega-tion assumed a variety of
benevolent functions and constantly soughtthe conversion of the unconverted, it
helped to maintain a sense ofgroup identity and mutual support.''

The pedagogy of the family, though not insignificant for adultslaves, was
primarily directed to the children of the quarters, while thatof the congregation
was addressed to adults. Yet the two institutionswere mutually supportive, and
the themes underlying their more specif-ic curricula—the themes of personal
dignity and pride, family and com-munity solidarity, resistance to white
oppression, and the aspiration tofreedom and salvation—were reinforced for
children and adults alikeby the more general mores and customs of the quarter
community. Inthe quarters, for example, it was common practice to address all
olderslaves as "aunt" and "uncle," and the terms conveyed a number of significant messages. They provided group support for parental insistenceon
obedience and respect; they underscored a sense of communal kin-ship; and,
serving as substitutes for the terms "Mr." and "Mrs.,"which the whites forbade
the slaves to use in addressing one another,they represented a subtle form of
resistance to bondage. In somewhatdifferent ways, the practice of magic
additionally reinforced and ex-tended the more purposeful teaching of families
and congregations.Conjurers could be found on almost all antebellum
plantations. Andtheir spells and trances not only instilled courage and assuaged
despair,they also helped to maintain order in the quarters (slaves who were
leftin charge of the children by day often carried rabbits' feet and dead
7. Peter Randolph, Sketches of Slave Life; or, Illustrations of the Peculiar
Institution (2d cd.;Boston: published by the author, 1835), pp. 30-31.
turtles to place spells on the children if they refused to behave) andserved to
remind slaves that there were certain kinds of supernaturalpov^er that could not
be exercised by whites.
Beyond all else, however, it was through music and stories that theculture of the
quarters was maintained, modified, and transmitted fromone generation to the
next; in fact, since the very existence of that cul-ture was denied,
misunderstood, and abhorred by whites, its perpetua-tion in itself constituted a
central educational message. Spirituals andfolk tales served many purposes in
the quarters. Meetings of the clan-destine congregation were announced in song
("I take my text in Mat-thew, and by de Revelation, I know you by your
garment, Dere's ameeting here tonight. Dere's a meeting here tonight, [Brudder
Tony,]Dere's a meeting here tonight, [Sister Rina,] Dere's a meeting here tonight, I hope to meet again"); cooperative projects such as the felling ofa tree
were organized according to the words and rhythms of spirituals,with everyone
chopping together when the last line of the refrain be-gan; and, most important

in terms of education, traditional beliefs werepreserved and taught through both
songs and stories. Deprived of booksand in most cases of literacy, slaves used
songs and stories to transmitinformation, educate the young, and share
inspiration. At times, songsand stories were invented to meet an immediate
need, for example, toexpress the community's support for brethren in trouble.
Thus, in dis-cussing the functions of spirituals, a former slave explained: "My
mas-ter call me up and order me a short peck of corn and a hundred lash.My
friends see it and is sorry for me. When dey come to de praisemeetin' dat night
dey sing about it. Some's very good singers and knowhow; and dey work it in,
work it in, you know; till dey git it right; anddat's de way." At times, songs and
stories were repeated in essentiallythe same form for generations. At once,
then, the major instruments ofthe slaves' oral tradition helped to unify members
of the community, tomaintain their connections with the past, and to establish a
common fu-ture in which their suflfering would be left behind.*
Spirituals, which were more likely than stories to center on explicit-ly religious
themes, often detailed the slaves' miseries. Yet, throughBiblical metaphors and
descriptions of more immediate pleasures, theyalmost always added the
triumphs that would transcend those miseries.Even a song such as "When We
Do Meet Again," which clearly rc8. William Francis Allen, Charles Pickard, and Lucy McKim Garrison, cds..
Slave Songs mthe United States (New York: A. Simpson & Co., 1867), p. 9;
and "Negro Songs," Dunght's Jour-nal of Music. X (1862), 148-149.
fleeted the pain of separation from family and friends, included theline, "When
we do meet again, 'Twill be no more to part." Not allmessages of triumph and
deliverance involved escape from slavery,however, though that theme in
various forms was virtually ubiquitousin trickster stories like the Brer Rabbit
tales as well as in the spirituals.Indeed, the moral implicit in many slave stories
had more to do withsurmounting human failings than with the need to escape
the bondageimposed by whites. Lawrence W. Levine has pointed out the degree
towhich slave moralizing tales dealt with everyday personal relationships.The
examples abound: an eagle soaring higher in the sky than otherbirds but who
still had to return to earth for food taught the impor-tance of humility and
kindness; a chicken devoured by a hawk becausehe had not listened to his
mother's warning taught the dangers of dis-obedience; and a hawk who claimed
he did not need the Lord's helpand died soon thereafter as he crashed into a
stump he had mistakenfor a chicken taught the importance of dependence upon

God. Theanalogy should not be pressed too far, for there are obvious
differences,but the slaves' songs and stories were in their own way a
curricularsystem as all-encompassing and purposefully didactic as the printed
li-braries purveyed by the American Sunday-School Union and the Amer-ican
Tract Society. And it was through the messages they imparted,concerning
relationships between blacks and blacks, blacks and whites,man and God,
parents and children, and individuals and communities,as well as through the
instruction proffered in the family and at "hush-harbor" religious gatherings,
that slaves learned to negotiate the worldand to comprehend its meaning in
their own terms.'
In some respects, there was an obvious overlap, mirroring, andcomplementarity
between the two pedagogies of the plantation. Themetaphors associated with
both were often the same, with slaveownersusing familial imagery to portray
their relationship with slaves andslaves using the same imagery to portray their
relationships with oneanother and with God. Similarly, the pedagogical
instruments used bythe whites were often adopted by the blacks, religion as
well as namingalong kinship lines being significant in both systems of
instruction. Thesame teachers, in some instances, could simultaneously serve
the pur-f)oses of the master and the needs of the slaves, as when a black preacher offered a sermon pleasing to both whites and blacks. Indeed, the
9. Allen et ai, eds., Slave Songs, p. 41; and Lawrence W. Levine, Black Culture
and BlackConsciousness: Afro-American Folk Thought from Slavery to
Freedom (New York: Oxford Univer-sity Press, 1977), chap. ii.
pedagogical techniques of one group were often used on the other, as,for
example, when the fear instilled in blacks by white cruelty wasturned around
and blacks purposefully instilled fear in the master oroverseer to establish the
parameters of their acquiescence. And, thoughthe derivative effects could be
quite different, whites and blacks at timesshared immediate educational aims,
as, for example, when the masteryof a skill would engender pride in both slave
and master and for eachrepresent a lesson achieved.
In other respects, however, there was dissonance and opposition inthe two
pedagogies of the plantation. Indeed, however ironic, the mostfundamental
relationship between the two pedagogies derived from theextent to which each
augmented, intensified, and even necessitated theother. The continuing effort to
nurture pride, resistance, and communi-ty solidarity within the quarters

required the countervailing effort onthe part of whites to nurture submission;
conversely, the continuing ef-fort by whites to instill fear and dependence
demanded the countervail-ing effort by blacks to instill courage and
independence. In many re-spects, these dynamics were the result of the slave
system itself, which,by definition, pitted master against servant. Yet the
discordant educa-tion of the plantation had an influence well beyond both its
geographicboundaries and the era during which slavery held sway.
In 1830 there were roughly 319,599 free blacks in the UnitedStates. In 1860
there were roughly 488,070. Living primarily in thecities of the North and the
upper South, these men and women, thoughfree from enforced servitude, could
not fully escape the bondage ofcaste. Increasingly excluded from white
institutions or discriminatedagainst within white institutions, free blacks sought
to establish theirown churches, schools, and benevolent associations. And, as
the numberof such agencies increased, white hostility and fear also increased,
lock-ing both groups into a cycle of teaching and counterteaching not dissimilar to the one that existed on the plantation. Thus, free blacks, liketheir
enslaved counterparts, though able to travel, hold property, and goto school,
were subjected, on the one hand, to white efforts to teach in-feriority and, on
the other hand, to black efforts to teach pride, resis-tance, and community
solidarity.*®
As was true on the plantation, the family and the church were thechief
institutions used by free blacks for their own education, with thechurch serving
the additional function of establishing and maintaining
10. Francis A. Walker, cd., A Compendium of the Ninth Census (Washington,
D.C.; Gov-ernment Printing Office, 1872), pp. 14-15.
schools. Beginning ordinarily with a Sunday school and
occasionallysupplementing that with a day school, the churches found their resources severely strained by the demands of their congregations forschooling.
Yet in this realm, too, the discord engendered by the twopedagogies of the
plantation was in evidence, with whites seeking toprevent the spread of black
schooling and in some instances actuallyforbidding blacks by law to open
schools, and blacks pressing forwardwith the effort. For fifteen years after
Georgia had prohibited the at-tendance of free blacks at school, Julian
Troumontaine, a free blackschoolteacher, successfully held clandestine classes.
Like their enslavedbrethren—among whom, according to W. E. B. Du Bois's

estimate,some 5 percent could read in 1860, despite all the provisions of
theslave codes prohibiting the teaching of literacy—free blacks equatedlearning
with liberation. And for them, as for the slaves, the power ofthat equation
derived at least in part from white attention to literacy(and its prohibition) as
well as from the whites' constant display oftheir own reliance on the words of a
book, namely, the Bible."
Frederick Douglass once remarked that "no colored man was reallyfree while
residing in a slave state. He was ever more or less subject tothe conditions of
his slave brother. In his color was his badge of bond-age." And Tocqueville
went even further to observe that no Negrocould really be free and reside
anywhere in the United States, for evenfreed he was "alien" to whites, who
retained the prejudices associatedwith race and color. Such observations point
to the inescapable realitiesof the quasi-free status of the so-called free blacks.
North and Southalike, though even more so in the South, they were subject to
sharp re-striction and rigid segregation, in education, in employment, and in social services. Yet there was a difference in the white education of theNorth that
is worthy of note. To be sure, white families, whitechurches, white schools and
colleges, and white spokesmen for innu-merable voluntary associations
repeated the litanies of savage origins,Biblical stigma, and biological
inferiority. By contrast, however, someelements of the white community taught
otherwise. Often, the instruc-tion was at best conflicting: the same teacher or
preacher would assertthe equality of all persons before God in one paragraph
and the inferi-ority of the Negro before his fellow human beings in another; or,
theteacher or preacher would assert the principle of equality and practice
11. W. E. Burghardt Du Bois, Black Reconstruction: An Essay Toward a
History of the PartWhich Black Folk Played in the Attempt to Reconstruct
Democracy in America, 1860-1880(Philadelphia: Albert Saifer, 1935), p. 638.
the behavior of inequality—even the Quakers maintained segregationin their
meeting halls. Granted the prevalence of such conflicts, hov^-ever, there v^ere
some w^hite families, congregations, schools, and orga-nizations that preached
and practiced true equality. At best, they con-stituted a small, articulate
minority, even in the North, but manyabolitionists did teach and live the
principles of equality. As a conse-quence, the education proffered by the white
communities in w^hichthey resided became more cacophonous and less
internally coherent,with the result that it demeaned less decisively at the same

time as it af-forded powerful examples of genuine alternatives that could not
bewholly ignored.^^
III
As with the blacks, the situation of the Indians also changed perceptiblyfrom
decade to decade during the years following the Revolution. Ini-tially, there
was widespread sentiment favoring their assimilation intothe Anglo-American
community. The federal government mounted avariety of programs designed to
induce the tribes to abandon their tra-ditional culture and adopt the ways of the
American farmer, and thechurches lent their assistance through missionary
endeavors. The as-sumption was that once they were offered the benefits of
civilization theIndians would immediately seize the opportunity and enter into
themainstream of American life. The War of 1812, however, brought amajor
change of view. The Indian tribes, long angered by the relentlesswestward
movement of the whites and the concomitant seizure of theirlands, tended to
side with the British, occasioning fundamental ques-tions on the part of the
whites concerning the desire and even the abili-ty of the Indian to adapt. In
place of the older assumption of ready as-similation, a new view came into
fashion, maintaining that more timewould be needed for the civilizing process
to work and that the onlyway of obtaining the additional time would be to
remove the tribes to aprotected environment west of the Mississippi where they
could effectthe transition at their own pace. Assimilation would remain the ultimate goal, but removal would be the immediate instrument. The out-come was
that a generally benevolent aim ended up justifying harshand violent means.
Such was the stuff of Indian policy from the age ofJackson through
Reconstruction.
12. Frederick Douglass, Lije and Times of Frederick Douglass (rev. cd. of 1892,
reprint ed.;New York: Collier Books, 1962), p. 208; and Tocqueville,
Democracy xn America, I, 358.
In actual numbers, the Indian population was much smaller thanthe black
population. To be sure, as the United States acquired terri-tory, it also acquired
Indians. But the Indian population did not in-crease naturally at rates
comparable to those of the white and blackpopulations, owing mainly to the
effects of disease, war, and continuingsocial and physical dislocation. And there
were also the reductions inp>opulation that derived from Indians formerly
included within the for-mal confines of the United States being relocated

beyond the pale. Yet,quite apart from numbers, the fate of the Indians remained
importantto white Americans: there was a continuing recognition of their
originaloccupancy of the land and an abiding sense that their fate was a
matterof national conscience and concern. As the Reverend Edward D. Grif-fin
put it in an annual missionary sermon before the General Assemblyof the
Presbyterian Church in 1805, "We are living in prosperity onthe very lands
from which the wretched pagans have been ejected; fromthe recesses of whose
wilderness a moving cry is heard, When it is wellwith you, think of poor
Indians. "^^
During the golden period of revolutionary aspiration in the 1780'sand 1790's,
when many white Americans hoped for the emancipation ofthe blacks even
though they considered the blacks to be essentially infe-rior, there was
widespread belief that the Indian was equal as a humanbeing and needed only
to be taught the ways of civilization to take hisplace in the mainstream of
American life. Jefferson articulated thisview as systematically as any of his
contemporaries. He observed inNotes on the State of Virginia (1785) that the
physical stature of the In-dian was generally equal to that of the European and
argued that fur-ther study would probably demonstrate that the Indians were
"formedin mind as well as body, on the same module with the 'Homo
sapiensEuropeaus' "—this, all too ironically, while suggesting that blacks really lacked the mental ability ever to achieve true equality. Moreover,Jefferson
believed that the best solution for both whites and Indianswould be a total
amalgamation of the two peoples—once again whilesuggesting that the blacks
could never be amalgamated and shouldtherefore be resettled elsewhere. "In
truth," Jefferson wrote of the In-dians in 1803, "the ultimate point of rest and
happiness for them is tolet our settlements and theirs meet and blend together,
to intermix, andbecome one people. Incorporating themselves with us as
citizens of theUnited States, this is what the natural progress of things will of
course
13. Edward D. Griffin, The Kingdom of Chnst: A Missionary Sermon
(Philadelphia: JaneAitken, 1805), p. 27.
bring on, and it will be better to promote than retard it.""
Believing with Jefferson in the educability of the Indians, Ameri-cans of the
early national era set about developing a program of activi-ties that would lead
them to "civilization," the stage of social evolutionat which they would be

ready for amalgamation. During Washington'spresidency, Indian affairs were
assigned to the War Department, withthe result that Henry Knox became
responsible for the initial develop-ment of an Indian policy. Since the various
tribes were considered inde-pendent foreign powers and since there had been
continuing frictionalong the borders of settlement, pacification became the
decisive ele-ment in policymaking. But Washington and Knox were not
unmindfulof the eventual goal of civilization, and they repeatedly urged the
Indi-an to adopt the white man's modes of agriculture and stock raising,viewing
these as preliminary steps in the civilizing process. To this end,Washington in
1791 asked Congress to undertake "rational experi-ments" for imparting to the
Indian the "blessings of civilization"; andCongress responded over the next few
years with a series of "trade andintercourse acts" authorizing the president to
furnish goods and moneyin order "to promote civilization among the friendly
Indian tribes, andto secure the continuance of their friendship"; to appoint
agents to re-side among the Indians and to assist in civilizing them by means of
ag-riculture and the domestic arts; to establish and maintain factories, ortrading
houses, whereby the government might assist the Indians in ob-taining a variety
of supplies and manufactured products at cost; and toarrange for the licensing
of individuals wishing to trade with the Indi-ans. The aim of these efforts was
to secure for the Indians what wasperceived to be the "discipline" of private
ownership of property andthe pursuit of agriculture, while at the same time
furnishing them withprotection against exploitation at the hands of sharp or
illegal traders.^*Surrounding all these activities, however, and coloring every
ele-ment of policy was the unquenchable hunger of white Americans forIndian
lands. The hope that the shift to agriculture would eventuallycivilize the Indians
was integrally connected with the expectation thatthe shift would also make
them less dependent upon the large tracts ofcommonly owned land they needed
to support a hunting and trapping
14. Thomas Jefferson, Notes on the State of Virginia (1785), in The Writings of
Thomas Jef-ferson, edited by Paul Leicester Ford (10 vols.; New York: G. P.
Putnam's Sons, 1892-1899), III.
155; and Thomas Jefferson to Benjamin Hawkins, February 18, 1803, in ibid.,
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edited by JamesD. Richardson (11 vols.; Washington, D.C.: Government

Printing Office, 1896-1899), I. 105, andU.S., Statutes at Large, I, 331, 472,
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economy. In the more gentle version of the scenario, Indians whofarmed would
be more ready to sell or cede their holdings; in theharsher version, they would
be less apt to defend their holdings to thedeath. However that may be, some
states, such as Georgia, did not evenwait to see what the outcome of the
civilizing policy would be, but rath-er went about immediately assigning vast
tracts of Indian land to squat-ters, speculators, and land companies. By 1799 the
latent purf)ose of thepolicy was manifest in the order to the army to handle
squatters "withall the humanity which the circumstances will possibly
permit."^*
The Washington-Knox program probably helped achieve the short-term goal of
pacification, though there is no way to determine its largereffects; at least it did
no harm. The Adams administration continuedthe program, despite Adams's
own skepticism concerning the Indians*ability ever to achieve civilization. It
was Jefferson, however, whoshaped the program into the form it would assume
through the nexttwenty years. He persuaded Congress to renew those elements
of theWashington program that had expired and obtained authorization forthe
expenditure of $15,000 annually toward the civilizing of the Indi-ans; and he
was much more direct and explicit than his predecessorsabout the goal of
separating the Indian from his land. By 1802, he wassuggesting that the
government trading factories encourage the Indiansto purchase beyond their
means in the hope that they would eventuallyaccrue debts sufficient to force
them to cede their lands; and in his con-fidential message to Congress in 1803
he put forward a plan for a buff-er zone of white settlements along the
Mississippi and proposed themounting of an expedition to explore the Missouri
River "even to thewestern ocean," with a view to finding out more about the
region itselfand the Indians who inhabited it. When the purchase of Louisiana
wasarranged, Jefferson actually drafted a constitutional amendment to legitimatize the transaction, a major provision of which would have setaside the
territory above the thirty-first parallel for the Indians in ex-change for their
lands east of the Mississippi. Though the amendmentwas never adopted, the
Louisiana territory was thereafter perceived asa place for the removal of those
Indians who seemed unwilling to aban-don the ways of the hunter or, in the
Jeffersonian euphemism, unwill-ing to become civilized."
16. U.S., Statutes at Large, 1, 748.
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In their efforts to civilize the Indians, the Jeffersonians collaboratedclosely with
the missionary arms of the several Christian churches. In-dian missionaries
under various sorts of denominational and interde-nominational sponsorship
had been working among the tribes through-out the seventeenth and eighteenth
centuries—ever since the efforts ofAlexander Whitaker and John Eliot during
the earliest years of settle-ment. With the organization of the American Board
of Commissionersfor Foreign Missions by the Presbyterians and
Congregationalists in1810, however, the missionary movement took on new
vigor. TheBoard sent Eleazer Williams, himself a descendant of an Iroquois
chief,to labor among the Iroquois in northern New York and Vermont, Cy-rus
Kingsbury to organize missions among the Cherokees in Tennesseeand the
Choctaws in Mississippi, and Cephas Washburn and AlfredFinney to work
among the Cherokees in Arkansas. The efforts of thesemissionaries were
explicitly intended to create Indians who would be"English in their language,
civilized in their habits, and Christian intheir religion." Their instruments would
be schools, some of them dayschools located among the tribes to carry on the
initial work, others ofthem boarding schools located in the older, more settled
white regions,where the most apt pupils could be brought to the point where
theywere ready for complete amalgamation. Along with their formal classroom instruction, the missionaries were expected to work with theadults, on the
one hand teaching them the reading and religion thatwould prepare them for
conversion and on the other hand teachingthem the ways of contemporary
white agriculture and domestic econo-my. The tie that had existed in the minds
of the colonial missionariesbetween piety and civility, between the ways of
Christian belief and theways of Anglo-American civilization, persisted into the
national era.**
Actually, a good deal of the money that Jefferson obtained fromCongress to
civilize the Indians went toward the partial support of mis-sionary efforts.
Later, in 1819, Congress formally established the Civil-ization Fund of $10,000
a year to subsidize such efforts; but the federalfunds merely supplemented the
much larger sum of money that wasraised by the Board and the several
denominations to support the workamong the tribes. Similarly, when the

government after 1820 began tospecify that certain treaty annuities be
designated specifically for educa-tional purposes, that money also went toward
partial support for mis-sionaries. In effect—and paradoxically, given the
Jeffersonian penchant
18. Report of the American Board of Commissioners for Foreign Missions;
Compiled fromDocuments Laid Before the Board at the Seventh Annual
Meeting (1816), p. 11.
for secularism—the government ended up in patent partnership withthe several
Christian denominations. Jefferson himself was always am-bivalent about the
partnership, and as late as 1822 he refused an invi-tation from American Board
member Jedidiah Morse to join a contem-plated society for the civilization and
improvement of the Indian tribes,maintaining that in light of the government's
effort in that realm thesociety was unnecessary. As for Madison and Monroe,
they were sim-ply less concerned than Jefferson with the entire Indian
problem.Madison indicated in his inaugural address that he would continue
theeffort to civilize the Indian, but there is no evidence that he took
muchinterest in the matter. And Monroe clearly reflected the
disenchantmentthat arose in light of the widespread Indian collaboration with
the Brit-ish in the War of 1812. He began his presidency believing that only coercion would ever civilize the tribes and ended it dubious even aboutthe
promise of coercion.
Probably the most successful single example of the civilization poli-cy in
operation during the early decades of the nineteenth century waswith the
Cherokees, a tribe numbering approximately seventeen thou-sand, organized
into some forty villages in a region covering parts ofGeorgia, the western
Carolinas, and Tennessee. Various missionarieshad worked with the tribe
during the latter half of the eighteenth cen-tury; and indeed the Treaty of
Holston (1791) between the federal gov-ernment and the tribe had made funds
available for assisting in thetransition from a hunting to an agricultural
economy. In 1796 Wash-ington addressed an explicit invitation to the tribe to
accept farming asa way of life; and one of the ablest of the early Indian agents,
ReturnJ. Meigs, had worked with the tribe in the effort to accomplish thatend.
The result was an unusual readiness among the Cherokees—andin some
quarters actually a determination—to adopt agricultural waysand assimilate to
Anglo-American-Christian culture.

Both the Moravians and the Presbyterians had established schoolsamong the
Cherokees with tribal permission during the first years ofthe nineteenth
century; but it was really the decision of the AmericanBoard to concentrate a
considerable portion of its effort on the Chero-kees after 1816 that enabled the
tribe to develop what was probably themost extensive system of schooling to be
found in any Indian communi-ty. In 1817 a Cherokee delegation actually went
to Washington to askfor governmental assistance in educating the children of
the tribe; andin response the authorities agreed to construct a schoolhouse and
quar-ters for a teacher and to purchase a supply of plows, hoes, spinning
wheels, and other equipment for the teaching of agriculture and the do-mestic
arts, assuming that the Board would provide the services of ateacher and that
the tribal leaders would lend their political and finan-cial support. The result
was a jointly sponsored venture at Chicka-mauga, Georgia, subsequently
named the Brainerd Mission (after theeighteenth-century missionary David
Brainerd), which became themodel and the motherhouse for most of the
additional schools subse-quently established among the Cherokees.
Brainerd Mission conducted a program explicitly designed to pre-pare Indian
youngsters for rapid and complete assimilation into thedominant white society.
Within a year, the institution included, in ad-dition to the schoolhouse and
teacher's quarters, five dormitories, akitchen, a dining hall, a gristmill, a
sawmill, a barn, a stable, and fiftyacres of land under cultivation—in other
words, it had become a self-sustaining community (the American Board
referred to it as an ''educa-tion family"). English was the language of
instruction, and indeed uponentering the school each of the pupils was assigned
a new English nameto take the place of his or her Indian name, usually the
name of somechurch leader or benefactor of the institution. The Lancasterian
systemof instruction was used, with the teacher drilling the older children,who
in turn became the monitors who drilled the younger children.The regimen was
full and stringent, with the school day extendingfrom 5:30 a.m. to 9 p.m., and
in those hours not assigned to classroominstruction the boys cut wood and
worked in the fields while the girlssewed, knitted, cooked, and spun. Evenings
were regularly devoted todiscussions of religious doctrine. Finally, the Brainerd
Mission servedas a church for those Indians who had undergone conversion to
Chris-tianity and as a propagating agency for adult Indians who were readyto
hear the Gospel. Other mission schools similar to Brainerd were es-tablished
among the Cherokees during the 1820's, and by the end of thedecade there were
eight of them in all, enrolling 180 students. In addi-tion, through the efforts of

Thomas L. McKenney, who was Superin-tendent of Indian Trade at the time,
Brainerd became a national modelfor other tribes in other regions of the
country.
Meanwhile, in 1821, an illiterate, self-educated Cherokee namedSequoyah
managed to devise a Cherokee alphabet: it was phonetic innature, consisting of
eighty-six characters, each representing a sound inthe oral language, with the
result that it took only a few weeks for aperson who had facility with the
spoken language to learn to read it. In1825, the tribal council voted fifteen
hundred dollars toward the acquiJl
sition of a press and a font of type in Sequoyah's characters, and addi-tional
funds were sought through the First Presbyterian Church inPhiladelphia. The
press and type were duly acquired and sent forth asteady flow of tracts and
hymns, and eventually a Bible in Cherokee.And in 1828 a newspaper called the
Cherokee Phoenix was begun, un-der the editorship of Elias Boudinot, a
Cherokee graduate of theBoard's school for "heathen youth" in Cornwall,
Connecticut. Whilethe schools themselves never reached a large proportion of
the Cherokeepopulation, the printed material that issued from the press went far
inadvancing literacy and a knowledge of Anglo-American-Christian
waysamong members of the tribe.^^
By the end of the 1820's the Cherokees had devised a written con-stitution
modeled after the American Constitution, proclaimed their na-tion a republic
after the model of the United States, and claimed sover-eignty over their tribal
land in Georgia, North Carolina, Tennessee,and Alabama. An agricultural way
of life was slowly being adopted,schools had been established, and literacy was
spreading; in a word, the''civilizing process" was advancing apace. But, alas,
the values of thedominant white society had shifted. During the same period
when theCherokees were advancing toward civilization, Americans were
becom-ing increasingly skeptical concerning the government's civilizing
policiesand the Indian's capacity for the assimilation process in general.
Somesimply hungered for land and wanted the Indians moved
elsewhere,whatever their state of civilization. Others recognized the mixed
resultsof continuing contact between Indian and white civilizations: as liter-acy,
agriculture, and Christianity advanced, so did drunkenness, dis-ease, and
demoralization. The civilizing process would take longer thanexpected, they

reasoned, and while it proceeded the Indians required aplace where they could
be spared the disadvantages of contact withwhite society at the same time as
they profited from the benefits ofwhite education. Moreover, the acquisition of
the Louisiana territoryfor the first time made such a policy not only advisable
but also feasi-ble: the land was there to be used for beneficent purposes.
Finally,there were the mixed results of civilization itself: the Cherokees,
afterall, had moved a long way toward civilization, but the cohesive force
oftribal society had persisted, with the result that civilization had notbrought
amalgamation.
During the 1820s a variety of proposals appeared in Congress in-tended to
create a designated Indian territory west of the Mississippi,
19. Ibid., p. 9.
with various arrangements for the tribes still residing in the East.Then, in 1827,
when the Cherokee Nation proclaimed itself indepen-dent and claimed
sovereignty over its territory, the state of Georgiacountered by asserting the
authority of the state and its laws over theCherokee lands. As Georgia
proceeded to press its claim, the Indiansappealed to Andrew Jackson, but to no
avail. Citing the constitutionalprovision against erecting any new state within
the territory of an exist-ing state without the existing state's approval, Jackson
advised theCherokees to surrender or to immigrate to the West. In addition, he
ob-tained Congressional authorization in the Removal Act of 1830 to
grantlands west of the Mississippi to tribes ready to cede lands which
theyoccupied east of the Mississippi. The provisions of the act were
entirelypermissive, to be sure, but a new policy had been cast. For the nexthalfcentury, removal rather than incorporation, or, put more euphe-mistically,
removal looking toward eventual incorporation, was the offi-cial policy of the
federal government.
The remaining tribes in the East were relentlessly removed to theWest, some
via persuasion, as with the Chickasaws in Mississippi, oth-ers via trickery, as
with the Seminoles in Florida, and still others viacoercion, as with the
Cherokees themselves. The last constituted whatmay have been the supreme
educational irony of the early Republic.For, as the Cherokees themselves
pointed out again and again, the fed-eral authorities had sent plows and hoes
and urged them to take upfarming and the ways of civilization. Having done so

in an exemplaryfashion, they were being forcibly removed from their ancestral
homes.The apparent reward for their readiness to assimilate was ejection.
Meanwhile, the federal government, through the Indian Act of1834
(establishing the Office of Indian Affairs and making provisionfor the
regulation of trade in the new Indian territory west of the Mis-sissippi),
continued the very complex of policies that had earlier beendesigned to bring
the Indian to civilization. The verbal justification ofremoval was that the goal
of incorporation continued to prevail, butthat the process would simply take
longer than had been anticipated. Inthe reserved territories west of the
Mississippi (the term "reservation"did not come into fashion until after the
Civil War), the Indians wereto be protected from the demoralizing effects of
white civilization by be-ing kept from contact with whites at the same time as
they were edu-cated in the ways of agriculture and the domestic arts, private
owner-ship of property, and Anglo-American-Christian belief. The instru-ments
of that education, as earlier, would be institutions variously
patterned after the Brainerd Mission, partially subsidized by the feder-al
government, partially supported by tribal funds derived from remov-al treaties
with the federal government, and partially financed by thevarious Christian
denominations. Some, like Brainerd itself, would beboarding schools; others,
day schools. Some would operate under theaegis of tribal councils; others
would be run directly by the niissionaryagencies themselves. Whatever the
details, however, the thrust of theschools would be essentially similar.
Significantly, even in the new environment the effect of the schoolswas
severely limited. The missionary-teachers carried on their instruc-tion with
dedication and verve, but white traders who brought whiskey,guns, and horses
to sell to the Indians also conveyed educational mes-sages, as did the white
farmers who squatted on Indian lands. Hence,the missionaries' teaching was
often contravened by the behavior of ex-ploitative traders and farmers and on
occasion by marauding armies;and, even when it was not, it was paralleled by
the powerful diurnaleducation in tribal ways carried on by the Indians
themselves—by par-ents, kin, chiefs, and medicine men. As was true for
blacks, especiallyon large plantations, the education of Indians involved two
discordantpedagogies.
Indian tribes varied significantly in their social organization: amongthe Iroquois
and the Cheyennes the matrifocal extended family pre-vailed; among the

Comanches it was the individual polygynous family;among the River Yumans,
it was the patrifocal extended family. Yet inall tribes the family carried
important educative responsibilities. In gen-eral, there was a fairly clear
division of labor between the sexes, withthe women undertaking the planting,
cultivation, and harvesting ofcrops, the preparation of foods, and the making of
clothing, while themen undertook the hunting or the fishing or, on occasion, the
making ofwar. The training of the young went forward essentially through a
con-tinuing process of exemplification, explanation, and imitation,
withparticular teaching roles assigned to particular kin (the mother's broth-er,
for example, as disciplinarian) or tribal officials (medicine men) andwith the
young often undergoing instruction in age cohorts (thus, theethnologist Henry
Rowe Schoolcraft's observation that the children ofthe Dakotas were explicitly
taught to use the spear and the bow andarrow and began to hunt large game at
the age of twelve). Most tribesrelied upon praise, reward, and prophecy rather
than physical punish-ment to stimulate the mastery of skills, and competition
was often in-cluded as an additional spur. Thus, the Natchez of the lower
Mississippi held frequent shooting contests for boys, with the best and secondbest
marksmen being awarded ceremonial titles, while the Noskas ofthe Northwest
made public predictions of the good things young braveswere expected to
accomplish and thereby provided the incentive of pub-licity. And, as precursors
of the ridicule commonly employed to encour-age and sustain appropriate
behavior in adults, teasing and shamingwere also widely used as pedagogical
devices. Among the Blackfeet, forexample, boys going to war for the first time
were assigned demeaningnicknames that could only be dropped after some
clear demonstration ofcourage and skill, for example, the killing of an enemy or
the stealingof a horse.^°
Beyond the continuing training in knowledge and skills, the tribesimposed
meaning on the world through songs, stories, dances, and cere-monies.
Schoolcraft reported at length on the myths of creation thatwere perpetuated in
various oral traditions, with the Iroquois tracingtheir origins to Atahentsic, the
Woman of Heaven; the Osages main-taining that the first man of their nation
emerged from a shell and metwith the Great Spirit, who gave him a bow and
arrows and command-ed him to hunt; and the Pottawatomies believing that
there were twoGreat Spirits governing the world, one good and the other evil,
with thefirst having made the world and called all things into being. And
theartist George Catlin provided vivid descriptions and colorful illustra-tions of

the various dances performed by the Mandans of the upperMissouri: the sham
scalp dance, in which boys between the ages of sev-en and fifteen were divided
into companies and taught the arts of war(each company, Catlin explained, was
headed by an experienced war-rior, "who leads them on, in the character of a
teacher"); the bulldance, in which boys arriving at the age of manhood were
subjected toordeals of privation and torture in ntes de passage marking the
begin-ning of adulthood; and the buffalo dance, which, beyond its
mythicfunction, galvanized the tribe to action at times when food was
scarceand a successful hunt was necessary.^^
In addition, there were the didactic stories and trickster tales hand-ed down
from generation to generation in which men, women, and ani-mals exemplified
important lessons about life: the story of the sun-snar20. Henry R. Schoolcraft, Injormation Respecting the History, Conditions and
Prospects ofthe Indian Tubes oj the United States (5 vols.; Philadelphia:
Lippincoii, Grambo & Co., 1853-1856), IV, 61.
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vols.; 10th cd.; London: Hen-ry G. Bohn, 1866), I, 131.
er, for example, in which the mouse, among all the animals who tried,released
the sun from the death grip of an angry boy; or the trickstertale of the hero
Manabozho getting even with a buzzard who had car-ried him in flight and then
purposely dropped him, by pulling off hisscalp and neck feathers and
condemning him to stink of the carrion heate. Schoolcraft actually witnessed
such stories being used among theChippewas "to convey instruction, or impress
examples of courage,daring, or right action.""
Given the power of such a pedagogy, the impact of a Brainerd cur-riculum
taught by white "outsiders" was at best weak, at worst disrup-tive, and most
often meaningless. Thomas Hartley Crawford, who wasCommissioner of
Indian Affairs from 1838 to 1845, stated the problempoignantly in one of his
annual reports: "They must at the least betaught to read and write, and have
some acquaintance with figures," heobserved; "but if they do not learn to build
and live in houses, to sleepon beds; to eat at regular intervals; to plow, and sow,
and reap; to rearand use domestic animals; to understand and practice the
mechanicarts; and to enjoy, to their gratification and improvement, all the
meansof profit and rational pleasure that are so profusely spread

aroundcivilized life, their mere knowledge of what is learned in the schoolroom
proper will be completely valueless." Crawford's effort during histenure was to
institute a much more wide-ranging program of educa-tion among the tribes,
centered in clan or neighborhood schools but in-cluding adjoining farms and
shops that would teach, not only agricul-ture, the mechanic arts, and
"housewifery," but also the entire way oflife of white Christian Americans."
Not surprisingly, Crawford failed. In the absence of political andeconomic
supports outside the school to confirm the view of civilizationtaught by the
school, the education proffered by the whites was essen-tially unrealistic.
Indians who had learned agriculture in the East oftenended up having to hunt in
the West simply to get enough food fortheir families. Moreover, where they
were able to practice the arts ofagriculture in their new western homes, they
were often warred uponby their huntsmen neighbors, who saw them as
intruders despite theirremoval treaties with the white men in Washington. In the
Far West,the so-called civilizing process frequently became a device for
teachingthe English language and Protestant doctrine to western Indians who
22. Henry R. Schoolcraft, Personal Memoirs of a Residence of Thirty Years
with the IndianTnbes of the American Frontiers (Philadelphia: Lippincott,
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had already been "civilized" to the Spanish language and RomanCatholic
doctrine. Ultimately, cut off from their owm history, shunnedby their fellow
Indians, and regarded with hostility by surroundingwhites, the Indians who
"accepted" civilization ended up strangers inseveral worlds and at home in
none. The outcome of their educationwas not civilization but rather confusion,
disappointment, and disinte-gration.
IV
There was a dilemma at the heart of both black and Indian educationthat called
to the fore the very nature of the way in which Americansconceived their own
society during the nineteenth century. From thebeginning, the black was
considered unassimilable. Even emancipated,he was deemed a person apart.
"Educate him," the Connecticut Coloni-zation Society declared in 1828, "and
you have added little or nothingto his happiness—you have unfitted him for the

society and sympathiesof his degraded kindred, and yet you have not procured
for him andcannot procure for him any admission into the society and
sympathy ofwhite men." Twenty years later, Frederick Grimke put it even
morecrassly: "It seems impossible to train this emasculated race to the
hardyand vigorous industry of the white man. To have made slaves of
themoriginally was a deep injustice. To introduce them into the society ofwhites
and to leave them to contend with beings so greatly their superi-or is a still
more flagrant injustice." That the black could not be assimi-lated was a
common nineteenth-century sociopolitical assumption towhich educational
correlates attached. The alternatives for those whoshared the assumption were
slavery (or quasi-slavery), on the one hand,or colonization abroad (removal), on
the other.^*
Much the same was true of the Indian. While post-Revolutionaryrhetoric
pronounced him assimilable, post-Revolutionary behavior ar-gued otherwise.
The facts were nowhere better demonstrated than inthe demise of the Foreign
Mission School that the American Board ofCommissioners for Foreign
Missions established for heathen youthfrom all over the world in Cornwall,
Connecticut, in 1817. In 1823 oneof the Cherokee students there married Sara
Northrup, daughter of the
24. An Address to the Public by the Managers of the Colonization Society of
Connecticut(New Haven: Treadway and Adams, 1828), p. 5; and Frederick
Grimke, The Nature and Ten-dency of Free Institutions, edited by John William
Ward (Cambridge, Mass.: Harvard UniversityPress, 1968), p. 428.
institution's steward, and in 1824 another Cherokee, Elias Boudinot,married
Harriet Gold, daughter of a local family. For all the talk aboutassimilation, there
was an outburst of public criticism in the town thateventually contributed to the
closing of the academy. And, on a largerscale, the proclamation of the
independent Cherokee Nation in 1827and the events that followed in its wake
indicate that the notion of un-assimilability was shared on both sides. Once
again, there was a com-mon sociopolitical assumption to which educational
correlates attached.The alternatives for those who shared this view were
destruction or re-moval to the territory west of the Mississippi.
The educational correlates reflected the intractability of the prob-lem. As the
American Colonization Society stressed in its literature, ifblacks were to remain
in their subservient situation, they had best bekept "in the lowest state of

degradation and ignorance," lest educationraise their hopes for privileges they
could never attain. Properly educat-ed, they would only be suited for removal.
The Indians, on the otherhand, confronted a profound irony. They were invited
to undergo edu-cation for "civilization" that would prepare them for
assimilation to theAmerican community, but when the invitation was accepted
and theeducation was successful, as among the Cherokees, assimilation was ultimately barred by the very community that had extended the invita-tion. They
were forcibly removed to what were for all intents and pur-fX)ses colonies west
of the Mississippi and told that they should subjectthemselves to the same
education for "civilization," but there appearedto be no realistic anticipation
that they would ever be accepted by thewhite society that had sent them there,
and the probability was that theeducation itself would ill prepare them for the
lives they would lead intheir own territories."
The resultant dilemmas highlighted the more general problem ofassimilation
during the first century of national life. The effort of thedominant white AngloAmerican-Christian community to educate theblacks and the Indians produced
one of many forms of a discordanteducation—an education in which at least
two conflicting configura-tions of education sought to inculcate in the same
individuals quite dif-ferent sets of values and attitudes via quite different
pedagogies. Theoverall impact of such a discordant education on any given
black or In-dian depended on a variety of factors, any one of which might prove
de25. A View of Exertions Lately Made for the Purpose of Colonizing the Free
People of Col-our, in the United Stales, in Africa, or Elsewhere (Washington,
D.C.: Jonathan Elliott, 1817), p.
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cisive. But surrounding the entire process was the hard reality of as-sumed
unassimilability. In the end, depending on the particulars ofcommunities,
configurations of education, and individual temperaments,the result could range
from the complete adoption of a white Anglo-American-Christian identity in a
situation of partial acceptance or totalnonacceptance by whites, to the complete
rejection of the profferedAnglo-American-Christian identity in favor of some
assertive version ofa black Afro-American or a tribal identity.
The dynamics of a discordant education were present in numerousother
subcommunities during the nineteenth century, but with a differ-ence, of course.

The Irish-Catholic families of New York City duringthe 1850's and 1860's,
crowded as they were into increasingly homo-geneous immigrant
neighborhoods, developed their own configurationsof Irish households, Irish
churches, Irish schools, Irish benevolent socie-ties and Irish newspapers; while
New York City, in turn, offered pub-lic schools, dozens of alternative churches
and newspapers, a variety ofsocial services conducted by benevolent
organizations representing themissionary thrust of the evangelical united front,
and a dazzling arrayof social and vocational apprenticeships, most of which,
however, wereunavailable to the Irish. For children and adults alike, the pull
andhaul of conflicting loyalties, divergent ambitions, and alternative opportunities was incessant; and, once again, the overall impact of that dis-cordant
education on any given Irish Catholic depended upon a com-plex variety of
factors, one of which was invariably luck.
Much the same might be said for the German Lutherans who set-tled in
Lancaster, Pennsylvania, though the range of alternativechurches, newspapers,
social services, and vocational opportunitiesthere was infinitesimal in
comparison with that of New York, and in-deed for a time the German leaders
of Lancaster actually hoped thatthe county would remain a German enclave
within the larger Americancommunity. Much the same might also be said for
the Norwegian orSwedish Reformed immigrants who settled on the farmlands
of Wis-consin and Minnesota, and later for the Mexican immigrants who settled in the towns of Texas and for the Chinese and Japanese immi-grants who
settled in the cities of California and Washington.
Given the prevalence of discordant education, the crucial variablewas race. The
assumption of the dominant white community with re-spect to the Irish
Catholics, the German Lutherans, and the Norwegianand Swedish Reformed
was that they needed to be and could be Ameri-canized—Americanization
being a concept that was widely used to imOUTCASTS 245
ply some combination of learning English, understanding the Constitu-tion,
living productively within the lav^ according to middle-classstandards, and
accepting the values of an undenominational Protestantpaideia. Put otherwise,
the assumption was that white ethnic immi-grants were assimilable and indeed
needed to be assimilated as rapidlyas possible. Clearly, however, the
assumption of the dominant whitecommunity with respect to blacks and

Indians, and indeed with respectto all peoples of color, was that they were
essentially unassimilable.There was, to be sure, an area of overlap and
confusion. Mulattoes andlight-skinned Indians of mixed blood were
occasionally permitted to"pass" if they were culturally similar, while swarthy
white immigrantsfrom Mexico were not. The Fourteenth Amendment to the
federalConstitution did pointedly bestow citizenship upon "all persons born
ornaturalized in the United States, and subject to the jurisdiction there-of." But
the blacks were held apart from the larger community and de-nied the rights
and privileges of citizenship, while the Indians werejudged subject to the
jurisdiction, not of the United States, but of theirtribal "nations." And the first
generation of Chinese and Japanese im-migrants were flatly denied
naturalization. In the end, whatever theunclarities, the prevailing assumption
was clear: people could be edu-cated to transcend the barriers of ethnicity and
religion in order to be-come full-fledged members of the American community,
but they couldnot be educated to transcend the barriers of race.^*
26. The Constitution of the United States, Article XIV, in Henry Steele
Commager, ed.,Documents oj American History (9th ed.; 2 vols.; New York:
Appleton-Ccntury-Crofts, 1973), I,147.
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Part III
THE PRUDENT SOCIETY
When sobered by experience I hope our successors will turn their at-tention to
the advantages of education. I mean education on the broadscale, and not that
of the petty academies, as they call themselves,which are starting up in every
neighborhood, and where one or twomen, possessing Latin, and sometimes
Greek, a knowledge of theglobes, and the first six books of Euclid, imagine and
communicate thisas the sum of science. They commit their pupils to the theatre
of theworld with just taste enough of learning to be alienated from industri-ous
pursuits, and not enough to do service in the ranks of science.
THOMAS JEFFERSON

"An useful American education," Jefferson liked to call it; and hewould
then proceed to adumbrate its constituent elements—the
classics,mathematics, ethics, politics, civil history, zoology, anatomy,
surgery,medicine, commerce, law, agriculture, modern languages (especially French, Spanish, and Italian), natural history (including botany),natural
philosophy (including chemistry), and in fact every branchof science in its
"highest degree." "Have you ever turned yourthoughts . . . ," he asked John
Adams during the extraordinary corre-spondence they carried on after
Benjamin Rush had repaired the es-trangement that had occurred after the
election of 1800, to "the par-ticular sciences of real use in human affairs,
and how they might be sogrouped as to require so many professors only as
might bring themwithin the views of a just but enlightened economy?"
Adams replied byreturn mail:
Grammar, rhetoric, logic, ethics, mathematics cannot be neglected; classics,
inspite of our friend Rush, I must think indispensable. Natural history,
mechan-ics, and experimental philosophy, chemistry etc. at least their
rudiments, can-not be forgotten. Geography, astronomy, and even history
and chronology,though I am myself afflicted with a kind of Pyrrhonism in
the two latter, Ipresume cannot be omitted. Theology I would leave to Ray,
Derham,Nieuwentyt and Paley, rather than to Luther, Zinzendorf,
Swedenborg, Wes-ley, or Whitefield, or Thomas Aquinas or Wollebius.
Metaphysics I wouldleave in the clouds with the Materialists and
Spiritualists, with Leibnitz,Berkeley, Priestley, and Edwards, and I might
add Hume and Reid, or if per-mitted to be read, it would be with romances
and novels. What shall I say ofmusic, drawing, fencing, dancing, and
gymnastic exercises? What of languages
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oriental or occidental? Of French, Italian, German, or Russian? Of
Sanskritor Chinese?'
Adams's list, not suprisingly, was the more conventional; but therewas an
unmistakable bent toward the practical in the proposals of bothmen that

typified the Revolutionary generation. It derived in part froma
preoccupation with the immediacies of life that had inevitably characterized the provincial situation in which they had come of age, but itderived
from a considered prudence as well. They saw the traditionaleducation of
Europe as archaic and of little relevance to the needs of afree people led by
a "natural aristocracy" of virtue and talent, and theysensed a consequent
obligation to create in its place a genuinely usefulAmerican education that
would enhance the quality of the common lifein the young Republic. It
would be a broad and all-encompassing edu-cation, but its focus would be
on the immediate, the concrete, and thescientific, with metaphysics, in
Adams's good-humored phrase, con-signed to "the clouds with the
Materialists and Spiritualists."
Granted a shared bent toward the practical, there were
vigorousdisagreements over detail. There was the question, for example, of
howfar to carry utilitarianism in the first place. Rush, as Adams
mentioned,wanted to abolish Latin and Greek for all but a handful of
youngsterswho planned to go on to the higher learning; Adams believed the
lackwould be grievous. Similarly, Noah Webster wanted to revise all spelling and pronunciation in the interest of linguistic simplicity; the
Bostonclergyman John Sylvester John Gardiner excoriated the results as
col-loquial barbarisms. There was, in addition, the bickering over
preciselywhich sciences should be stressed. Jefferson and his colleagues in
theAmerican Philosophical Society placed great stock in natural
history,which Jefferson himself had set at the heart of his Notes on the State
ofVirginia (1785); Adams and his colleagues in the American Academy
ofArts and Sciences much preferred natural philosophy. And, finally,there
were the inevitable controversies over questions of popularization:if a free
society demanded a widespread diffusion of knowledge, what
1. The phrase "an useful American education" is from Thomas Jefferson to
John Bannister,Jr., October 15, 1785, in The Papers of Thomas Jefferson,
edited by Julian P. Boyd et al. (19+vols.; Princeton, N.J.: Princeton
University Press, 1950- ), VIII, 635. The list is a composite ofthe subjects
mentioned in the letter to Bannister cited above and in Thomas Jefferson to
JosephPriestley, January 18, 1800, in The Writings of Thomas Jefferson,
edited by Paul Leicester Ford(10 vols.; New York: G. P. Putnam's Sons,

1892-1899), X, 429. Thomas Jefferson to John Ad-ams, July 5, 1814, in
The Adams-Jefferson Letters: The Complete Correspondence
BetweenThomas Jefferson and Abigail and John Adams, edited by Lester J.
Cappon (2 vols.; Chapel Hill:University of North Carolina Press, 1959), II,
434; and John Adams to Thomas Jefferson, July16, 1814, in ibid.. 438-439.
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knowledge in particular would be diffused to whom and by whatmeans?
would all receive a common education or would there be dis-tinctions? and,
if distinctions, on what basis?
Both the shared utilitarianism of the Revolutionary era and theeducational
tensions associated with it persisted into the nineteenth cen-tury. Within the
schools and colleges, there were endless debates overwhich studies would
be available and which studies would be required;while, outside the schools
and colleges, a host of educational agenciesranging from libraries to
lyceums to museums competed for funds andclienteles by proffering
curricula representing ever-shifting balances ofattractiveness and worth.
And all of this proceeded within a context ofcontinuing social and
economic development that severely tested notionsof what would be useful
to whom. In the end, as Francis Wayland, theleading moral philosopher of
the time, thought they should be, curricu-lar offerings of every kind were
judged in the marketplace—a market-place that weighed claims of
educational merit on the ability to attractclients and patronage. It was a
harsh discipline that in its very naturewrought continuing transformations in
what was actually defined aseducation and in how it was laid before the
public.
«
I
Chapter 8
PRUDENT LEARNING

Whenever an institution is established in any part of our country, ourfirst
inquiry should be, what is the kind of knowledge (in addition tothat
demanded for all) which this portion of our people needs, in orderto p)crfect
them in their professions, give them power over principles,enable them to
develop their intellectual resources and employ theirtalents to the greatest
advantage for themselves and for the country?This knowledge, whatever it
may be, should be provided as liberallyfor one class as for another.
FRANCIS W A Y L A N D
The Story of Benjamin Franklin's Autobiography is a familiar one. Hebegan
the work as a memoir of instruction to his son, William (and ul-timately to
all his "posterity"), during a sojourn at Twyford, England,in the summer of
1771. The writing apparently went swiftly and well,to an outline also
produced at Twyford, with the result that in twoweeks he was able to carry
the account to 1730 and the organizationthat year of the subscription library
at Philadelphia. There followed aninterruption of more than a decade,
during which the colonies wontheir independence from England and
Franklin was appointed theirrepresentative to the court of France. Then, in
1782, the Quaker mer-chant Abel James, who had come into possession of
the initial segmentas well as the outline of what was to follow, wrote
Franklin fromPhiladelphia urging him to complete the project. Franklin was
clearlyintrigued by the possibility, for he promptly sent James's letter
alongwith a copy of the outline to his friend and confidant
BenjaminVaughan, with a request for advice on whether to proceed.
Vaughanreplied enthusiastically, arguing that Franklin's life was at the
sametime a model of self-education and a mine of information on the affairs
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and prospects of the new Republic. "All that has happened to you isalso
connected with the detail of the manners and situation of a risingpeople,"
Vaughan observed; "and in this respect I do not think that thewritings of
Caesar and Tacitus can be more interesting to a true judgeof human nature
and society." Accordingly, Franklin produced a sec-ond segment in 1784, at
Passy, France, and a third and a fourth seg-ment between 1788 and 1789 at

his home in Philadelphia, probablycompleting the final revisions of the
manuscript during the last fewmonths before his death on April 17, 1790.^
The result was a remarkable document by any standard. It present-ed in a
disarmingly ingenuous style the rise of a tallowmaker's sonfrom "poverty
and obscurity" to "a state of affluence and some degreeof reputation in the
world," and portrayed education as the chief ele-ment in the odyssey. From
his very first recollections of perusing Plu-tarch and Defoe in his father's
household, through the account of hissuccessive apprenticeships in Boston,
to the description of his variousenterprises of the Philadelphia years, the
story recounted a series ofself-consciously designed projects, all of them
intended to develop andrefine qualities Franklin admired. Nowhere was the
essential teachingof the work better revealed than in what Franklin
described as "thebold and arduous project of arriving at moral perfection,"
more com-monly known as "the art of virtue." Having concluded during his
latetwenties that he "wished to live without committing any fault at
anytime," Franklin set out systematically to nurture in himself "a steadyand
uniform rectitude of conduct." He began by listing thirteen virtuesand the
precepts that would give them meaning in everyday life:
1. Temperance.
Eat not to dullness.
Drink not to elevation.
2. Silence.
Speak not but what may benefit others or yourself. Avoidtrifiing
conversation.
3. Order.
Let all your things have their places. Let each part ofyour business have its
time.
1. The Autobiography of Benjamin Franklin, edited by Leonard W.
Labaree, Ralph L. Ket-cham, Helen C. Boatfield, and Helcnc H. Fineman

(New Haven: Yale University Press, 1964),pp. 43, 135.
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4. Resolution.
Resolve to perform what you ought. Perform without failwhat you resolve.
5. Frugality.
Make no expense but to do good to others or yourself:i.e., waste nothing.
6. INDUSTRY.
Lose no time. Be always employed in something useful.Cut off all
unnecessary actions.
7. Sincerity.
Use no harmful deceit.
Think innocently and justly; and, if you speak, speakaccordingly.
8. Justice.
Wrong none, by doing injuries or omitting the benefitsthat are your duty.
9. Moderation.
Avoid extremes. Forbear resenting injuries so much asyou think they
deserve.
10. Cleanliness.
Tolerate no uncleanness in body, clothes or habitation.
11. Tranquility.
Be not disturbed at trifles, or at accidents commonor unavoidable.

12. Chastity.
Rarely use venery but for health or offspring; neverto dullness, weakness,
or the injury of your ownor another's peace or reputation.
13. Humility.Imitate Jesus and Socrates.
He then created a system of moral bookkeeping whereby he
couldconcentrate on the practice of a particular virtue each week, scrutinize his behavior for lapses and record them, traverse the entire se-ries of
virtues in thirteen weeks, and by repeating the process as soon
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as it was completed go through the full cycle four times a year. Togive
effect to the arrangements, he created a little book with a pagedevoted to
each virtue and crossed columns representing the days ofthe week and the
thirteen virtues. By a system of symbols indicatingoffenses against the
several virtues, he could mark the developmentof his behavior, as he
attempted to keep the various lines free ofdemerits. The goal was a clean
book after thirteen weeks of dailyexamination.^
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Having sketched the project, Franklin proceeded to recount his
ownexperience with it—his initial surprise at finding himself so
much"fuller of faults" than he had imagined, his satisfaction at seeing
themdiminish, his incorrigibility with respect to order, and his advances

withrespect to temperance, sincerity, justice, industry, frugality, and humility. "On the whole," he concluded, "though I never arrived at the per-fection
I had been so ambitious of obtaining, but fell far short of it, yetI was by the
endeavor a better and happier man than I otherwiseshould have been, if I
had not attempted it; as those who aim at perfectwriting by imitating the
engraved copies, though they never reach the
2. Ibid., pp. 43, 148, 157, 148-150.
wished for excellence of those copies, their hand is mended by the endeavor, and is tolerable while it continues fair and legible."^
Now, all of this, along with the numerous other projects reported inthe
Autobiography, instructed on several levels. It provided in the firstplace a
revealing source for the actualities of provincial education.Whether or not
Franklin ever really pursued his system of moral book-keeping, the
Autobiography did aflford nineteenth-century Americansthe sense of an
indigenous educational history. In it were recounted thebeginnings of the
mutual improvement society, the subscription library,the American
Philosophical Society, the Academy at Philadelphia, thedidactic newspaper
and almanac, and a host of other eighteenth-centurycreations. In addition, it
offered Franklin's idealized portrayal of theeducation of a "rising people," a
vade mecum of the pedagogical princi-ples that had set Americans on the
course of independence. And finally,in the ancient tradition of the
exemplary biography and the memoir ofadvice to a son, it conveyed a series
of preachments ranging from themore homely precepts scattered through
the account ("After getting thefirst hundred pounds, it is more easy to get
the second: money itself be-ing of a prolific nature") to the more general
depiction of life as a se-ries of educational projects.*
The Autobiography appeared initially in a French edition, in 1791,and then
in an English edition, in 1793, though only the first segment,written at
Twyford, was included in these early publications. The sec-ond and third
segments did not become generally known until 1818,while the fourth was
not published until 1828, and then only in aFrench translation. Yet, once
available, the document quickly took on alife of its own, going through
scores of printings during the decadespreceding the Civil War, often in
combination with The Way toWealth and Advice to a Young Tradesman.

And, beyond the original,there were numerous variant versions: Parson
Weems bowdlerized it inthe biography he published in 1815, making of
Franklin an even morepious example to the young; Noah Webster abridged
it for the sketchhe included in Biography for the Use of Schools in 1832;
and Peter Par-ley paraphrased it for the life he published in 1832. Whatever
the formin which it was read, however, its most fundamental teaching lay in
theexample of an ambitious individual using education for his own purposes; and, whatever it may have taught about a historical personnamed
Benjamin Franklin, it doubtless helped to introduce an activisteducative
style into the American vernacular and to give the self-educa3. Ibid., pp. 152, 156.
4. Ibid., pp. 135, 181.
tion and self-determined education of the self-made individual a
centralplace in the American imagination. In the end, it affected the very
wayin which nineteenth-century Americans would focus experience in
theirown autobiographies, namely, as the larger education of the
individualin the active leading of American life.
There has long been an ambivalence about the Autobiography onthe part of
latter-day American commentators, owing in no small mea-sure to the
various ways in which Franklin's ideas were refractedthrough the lenses of
the nineteenth century. The work, after all, canbe read as both a triumph of
crabbed practicality and moral obtusenessand a celebration of life fully and
genially lived; but, however it is read,one cannot deny the wit, the serenity,
and the urbanity of the life it de-scribes and the doctrines it proffers. Even
The Way to Wealth, for allthe assertiveness of its preachments concerning
sobriety, industry, andthrift, ends with a counsel against the sin of worldly
pride: "This doc-trine, my friends, is reason and wisdom: But after all, do
not dependtoo much upon your own industry and frugality, and prudence,
thoughexcellent things; for they may all be blasted without the blessing
ofHeaven; and therefore, ask that blessing humbly, and be not uncharita-ble
to those that at present seem to want it, but comfort and helpthem."*
As often occurs, however, nineteenth-century proponents of self-education
and the self-made individual stressed one or another of theelements in

Franklin's doctrine, but abstracted these elements from themore general
context in which they had been embedded. The Tran-scendentalists, for
example, spiritualized the concept of self-education—or "self-culture," as
they preferred to call it—and placed it at the heartof the process by which
individuals achieve humanness and societiesachieve progress. "He . . . who
does all he can to unfold all his powersand capacities," William Ellery
Channing explained in his lecture Self-Culture (1838), appropriately
delivered as an introduction to the sev-enth series of Franklin Lectures in
Boston, "especially his nobler ones,so as to become a well proportioned,
vigorous, excellent, happy being,practises self-culture." Self-culture,
Channing went on to elucidate,combined moral elements (It illuminated the
conflict between con-science and appetite), intellectual elements (Its
essential process was thesearch for truth), social elements (It transformed
the emotions from in-stincts into principles), and practical elements (It
fitted individuals foraction). It drew upon books, newspapers, public
schools, association
5. Benjamin Franklin, The Way to Wealtn (Worcester, Mass.: Isaiah
TTiomas, 1790), p. 19.
with exemplary personalities, and the experience of diurnal labor
andparticipation in public affairs. And it pertained to men and women ofall
classes. "You have many and great deficiencies to be remedied,"Channing
perorated to his audience of merchants and artisans; "andthe remedy lies,
not in the ballot box, not in the exercise of your politi-cal powers, but in the
faithful education of yourselves and your chil-dren." If Franklin secularized
education and turned it to the advance-ment of the ordinary individual in
the ordinary business of life,Channing respiritualized it, contending that
education ultimately nur-tured the divinity inherent in every human being.*
Less lofty, perhaps, but doubtless more powerful in their didacticinfluence,
were the innumerable conduct-of-life books that spewed fromthe presses of
the burgeoning publishing industry. Proposing varyingcombinations of
Christian piety and secular preachment, they all taughtin one way or
another the Franklinian virtue of self-education. WilliamAndrus Alcott's
score of guides for the young provide excellent exam-ples of the genre. A
lecturer and author with experience as a school-master and physician (he

studied medicine at Yale), Alcott was steepedin the reformist thinking of his
day, especially in the realms of pedago-gy and hygiene. The Young Mans
Guide, which was published in 1838and which went through eighteen
editions by 1846, was typical of thematerial that flowed prolifically from
his pen. It ranged in substancefrom "The Importance of High Character" to
"Criminal Behavior"and included a reprint of the Constitution, to be
"thoroughly studiedand understood by all young men who would become
the intelligentand useful citizens of a free country." The recommendations
through-out were explicit, detailed, and practical. A substantial section,
"TheImprovement of the Mind," proff"ered counsel on habits of
observation,rules of conversation, methods of digesting books, maps, and
newspa-pers, and the advantages of participation in some appropriately
respect-able lyceum or debating society. A broad curriculum of self-study
wassuggested, including not only reading, writing, and arithmetic but
alsohistory, geography, botany, geology, and, only second to the three
R's,chemistry. Readers were advised to pursue history and geography
inconnection with references to events and places in the daily
newspapersand to sharpen their arithmetic skills via calculations deriving
from theshipments reported therein; they were admonished to avoid
periodicalsthat sneered at religion or concerned themselves with
"depravity"; andthey were urged to keep a daily journal as a record of their
progress—
6. William E. Channing, Self-Culture (Boston: Dutton and Wentworth,
1838), pp. 15, 80-81.
and provided with sample pages. In a sequel entitled Letters to a Sister;or,
Woman's Mission, which appeared in 1849, Alcott sounded thesame
themes, contending that "the great work of woman is the educa-tion of her
household" and then going on to recommend self-study inthe fields of
botany, geology, hygiene, languages, and, of course, chem-istry. Not
surprisingly, when Alcott published Tall Oaks from LittleAcorns; or,
Sketches of Distinguished Persons of Humble Origin in1856, he included a
sketch of Benjamin Franklin, pointing out to thereader that Franklin was not
as "elevated" in a moral sense as JohannFriedrich Oberlin, Martin Luther, or
John Harvard, but that he was agreat man in many respects nonetheless.''

Even more powerful and pervasive in their didactic influence werethe
countless works of fiction that taught the virtues of self-education inplots
that were as predictable as the sunrise. The most typical examplesof this
genre, of course, were the 108 novels of the New England minis-ter-author
Horatio Alger. From the first success of the Ragged Dick se-ries in 1867
until the years following World War I, when public inter-est waned, the
novels may have sold upwards of a hundred millioncopies. Much has been
written of the stereotyped Alger hero and hisrise from rags to riches via the
Franklinian regimen of thrift, industry,and sobriety. Actually, if one
analyzes the works themselves, the rise ismore accurately described as from
rural impoverishment to urban re-spectability, via the virtues and good
fortune Franklin alluded to in TheWay to Wealth. But the Franklinian virtue
of self-education is alsocentral. Ragged Dick, it will be remembered,
attended the Sunday-school classes of Mr. Greyson, his benefactor; he was
tutored in hisboardinghouse room by his friend Henry Fosdick, in reading,
writing,arithmetic, grammar, and geography; and, after he had progressed
asfar as Fosdick could take him, the two of them spent a portion of
everyevening together in uplifting reading and conversation, and the
continu-ing study of French, mathematics, and, of course, Scripture. In the
end,education was as critical as hard work and good luck in the success
ofthe Alger hero. The Franklinian virtues were apparent even in themost
popular of nineteenth-century literary forms, and in this way theywere
taught to Franklin's countrymen fully a century after he had ar-ticulated
them for his posterity, that they might "find some of themsuitable to their
own situations, and therefore fit to be imitated."'
7. William A. Alcott, The Young Man's Guide (18th cd., Boston: T.R
Marvin, 1846), pp. 5,221, and Letters to a Sister; or, Woman's Mission
(Buffalo; G.H. Derby and Co., 1849), p. 73.
8. Autobiography, p. 43.
II
Noah Webster first met Benjamin Franklin in Philadelphia during thewinter
of 1785-86. Characteristically, the ambitious young lawyer, whowas
lecturing on the need for a purified American language, sought outthe most
prestigious citizens of the community—the physician Benja-min Rush; the

attorney general, Andrew Bradford; the president of theuniversity, John
Ewing; and, of course, Benjamin Franklin, just re-turned from his
triumphant tour as ambassador to France. Characteris-tically, too, Webster
asked Franklin for an endorsement of his recentlypubHshed Grammatical
Institute, of the English Language, in order tofacilitate its introduction to
the American public. The endorsement wasnever forthcoming, though
Franklin did take the opportunity to pressupon Webster his own long-held
interest in an augmented, phoneticallyprecise English alphabet. In any case,
Webster's lectures were well re-ceived, and on March 22 he wrote to his
publishers, "I am diffusinguseful knowledge and supporting the honor of
New England. Even thePhiladelphians, who are much inclined to find fault,
acknowledge thatmy remarks are new and my design laudable." Eager,
energetic, andambitious for an influence on literature, Webster felt himself
"begin-ning to make a bustle."'
Born in 1758 in West Hartford, Webster had attended Yale Col-lege, served
in the Connecticut militia during the Revolution, and then,following the
common pattern of the era, read law while he taught toearn a living, gaining
admission to the bar in 1781. It was while con-ducting schools in Sharon,
Connecticut, and Goshen, New York, duringthe period between
Cornwallis's surrender at Yorktown and the signingof the Treaty of Paris,
that Webster conceived his plan for a radicallynew "system of instruction"
that would pointedly address the educa-tional needs of the new nation. The
earliest fruits of his labors—his"star" that would cast its benevolent beams
upon all ranks of society—was a three-part work published between 1783
and 1785 with thehigh-sounding title A Grammatical Institute, of the
English Language,Comprising, an Easy, Concise, and Systematic Method
of Education,Designed for the Use of English Schools in America}^
9. Noah Webster to Hudson & Goodwin, March 22, 1786, in Letters of
Noah Webster, edit-ed by Henry R. Warfel (New York: Library Publishers,
1953), p. 45.
10. Noah Webster, A Grammatical Institute, of the English Language,
Comprising, an Easy,Concise, and Systematic Method of Education,
Designed for the Use of English Schools in America.In Three Parts, part I

(3d ed.; Hartford, Conn.: Hudson & Goodwin, 1784), preface, p. i; andNoah
Webster to John Canfield, January 6, 1783, in Letters of Noah Webster, p. 4.
The first part was a speller, based substantially on two contempo-rary
English textbooks, Thomas Dilworth's A New Guide to the Eng-lish Tongue
(1740) and Daniel Fenning's The Universal Spelling Book;or, a New and
Easy Guide to the English Language (1756). In the clas-sic mode of primers
since the Reformation, it began with the alphabetand proceeded through a
syllabarium and lists of words of increasingsyllabic length before turning to
the actual material to be read. Thesubstance of the material consisted of the
usual maxims and aphorisms(many of them adapted from Dilworth and
Penning), along with acompendium of useful geographical information
(including some aboutthe United States and a disproportionate amount
about Connecticut)and a brief chronology of "remarkable events in
America" from 1492 to1783. Finally, there was an emphasis throughout
upon orthodox pro-nunciation, Webster's hope being "to destroy the
provincial prejudicesthat originate in the trifling diff'erences of dialect and
produce recipro-cal ridicule." In all these respects, the speller was at best a
variant ofstandard contemporary fare. What made it truly remarkable was
theaim stated in the preface, in which Webster announced the goal of cultural independence for the new nation: "American glory begins to dawnat a
favorable period, and under flattering circumstances. We have
theexperience of the whole world before our eyes; but to receive indiscriminately the maxims of government, the manners and the literarytaste of
Europe and make them the ground on which to build our sys-tems in
America, must soon convince us that a durable and stately edi-fice can
never be created upon the mouldering pillars of antiquity. It isthe business
of Americans to select the wisdom of all nations, as the ba-sis of her
constitutions,—to avoid their errors,—to prevent the introduc-tion of
foreign vices and corruptions and check the career of her own,—to promote
virtue and patriotism,—to embellish and improve the sci-ences,—to diffuse
a uniformity and purity of language,—to add superi-or dignity to this infant
Empire and to human nature.""
Parts two and three of the Grammatical Institute consisted, respec-tively, of
a grammar and a reader. Like the speller, the grammar wasbased on a
contemporary English work, in this instance, RobertLowth's A Short

Introduction to English Grammar (1762). And, for allWebster's insistence
that children would learn to read with greater fa-cility if they were taught a
grammar directly derived from contempo11. Webster, A Grammatical Institute, of the English Language, part I (1st
ed.; Hartford,Conn.: Hudson & Goodwin, [1783]), p. 118; part I (3d ed.,
1784), preface, pp. vii-viii; and part I(1st ed.), preface, pp. 14-15.
rary English usage, his grammar ended up wholly traditional, empha-sizing
both the topics and the methods that had dominated Latintextbooks since
the era of Donatus. Webster's reader, on the otherhand, which he explained,
"completes the system I had proposed topublish for the use of schools," was
essentially original, includingamong its selections excerpts from "The
Vision of Columbus" by JoelBarlow, "The Conquest of Canaan" by
Timothy Dwight, The Ameri-can Crisis by Thomas Paine, and other
writings growing out of theAmerican experience. "In the choice of pieces,"
he observed in the pre-face to the reader, "I have not been inattentive to the
political interestsof America. Several of those masterly addresses of
Congress, written atthe commencement of the late revolution, contain such
noble, just andindependent sentiments of liberty and patriotism, that I
cannot helpwishing to transfuse them into the breasts of the rising
generation."^^
The moral of the Grammatical Institute, namely, the inseparabilityof
cultural and political independence, was the moral Webster attempt-ed to
teach his countrymen over the next half-century. His first elabo-ration of the
theme beyond the prefaces of the Grammatical Institutecame in a fortyeight-page pamphlet entitled Sketches of AmericanPolicy, which he wrote
early in 1785 to expose the weaknesses of theConfederation and to make
the case for a strong central government.Arguing the need for "a supreme
power at the head of the union, vest-ed with authority to make laws that
respect the states in general and tocompel obedience to these laws"—
always the Connecticut booster, hecharacteristically analogized to
Connecticut's relationship with itstowns—he went on to the concomitant
need for an education thatwould "confirm the union of these states" by
laying the basis for socialharmony. "Education or a general diffusion of
knowledge among allclasses of men, is an article that deserves peculiar

attention," he coun-seled. "Science liberalizes men and removes the most
inveterate preju-dices. Every prejudice, every dissocial passion is an enemy
to a friendlyintercourse and the fuel of discord." Even more important, he
contin-ued, was the development of a national character appropriate to an
in-dependent empire. "Nothing," he concluded, "can be more
ridiculous,than a servile imitation of the manners, the language, and the
vices offoreigners. For setting aside the infancy of our government and our
in-ability to support the fashionable amusements of Europe, nothing can
12. Noah Webster, A Grammatical Institute, of the English Language, part
III (Hartford,Conn.: Barlow & Babcock, 1785), preface, p. 5.
betray a more despicable disposition in Americans, than to be the apesof
Europeans. An American ought not to ask what is the custom ofLondon and
Paris; but what is proper for us in our circumstances andwhat is becoming
our dignity."^^
Two years later, at precisely the time the Constitution was beingdebated in
the several states, Webster further developed his ideas in aseries of six
unsigned essays prepared for the American Magazine,which he was then
editing. "I am not vain enough to suppose I cansuggest any new ideas upon
so trite a theme as education in general,"he observed in an uncharacteristic
burst of modesty; "but perhaps themanner of conducting the youth in
America may be capable of im-provement. Our constitutions of civil
government are not yet firmly es-tablished; our national character is not yet
formed; and it is an object ofvast magnitude that systems of education
should be adopted and pur-sued which may not only diffuse a knowledge of
the sciences but mayimplant in the minds of the American youth the
principles of virtue andliberty and inspire them with just and liberal ideas of
government andwith an inviolable attachment to their own country."^*
With respect to the knowledge that would implant the principles ofvirtue
and liberty, Webster was essentially utilitarian, in the mode ofFranklin.
Every American child, he believed, should be taught to speak,read, and
write the English language correctly; all should have a work-ing knowledge
of arithmetic and a fundamental acquaintance with thehistory, geography,
and politics of their native land. Beyond that, theyshould study what would
assist them in preparing for life: those des-tined for farming should learn

practical husbandry; those destined forbusiness should have a chance to
take up modern languages, mathemat-ics, and the principles of trade and
commerce; those aiming at thelearned professions should immerse
themselves in the classics; andwomen should have special opportunities to
learn poetry and belles-lettres. Webster sharply attacked the traditional
preoccupation withLatin and Greek as the bases of advanced study,
contending that the ef-fort ordinarily expended on those languages was
scarcely worth the su-perficial results. He also criticized the historic
reliance on the Bible asa school textbook, arguing, on the one hand, that
overfamiliarity inevi13. Noah Webster, Sketches oj American Policy (Hartford, Conn.: Hudson
& Goodwin,1785), pp. 31, 44, 47.
14. Noah Webster, "On the Education of Youth in America," in Frederick
Rudolph, ed., Es-says on Education in the Early Republic (Cambridge,
Mass.: Harvard University Press, 1965),pp. 44-45.
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tably bred contempt and, on the other hand, that textbooks
speciallyprepared for American children would do more to advance a
uniquelyAmerican education. Finally, Webster advocated rigorous
charactertraining (in the form of strict discipline) as a necessary adjunct to
allacademic instruction.
How would this education be conveyed? Partly by attentive parents,partly
by public newspapers, partly by travel through the various re-gions of the
United States, whereby "young gentlemen" would completetheir liberal
studies by "examining the local situation of the differentstates—the rivers,
the soil, the population, the improvements and com-mercial advantages of
the whole—with an attention to the spirit andmanners of the inhabitants,
their laws, local customs, and institutions."Mostly, however, the essentials
of Webster's version of a truly Ameri-can education would be given in local
public schools (once again, on theConnecticut model), conducted at least
four months a year by the mostrespected and best informed men of the
community. "Here childrenshould be taught the usual branches of learning,
submission to superi-ors and to laws, the moral or social duties, the history

and transactionsof their own country, the principles of liberty and
government. Herethe rough manners of the wilderness should be softened
and the princi-ples of virtue and good behavior inculcated."^^
Throughout the essays, the emphasis was on America's uniqueness,on the
need to create a new education for a new people, an educationthat would
reject historic (and corrupt) European values, manners, andinstitutions.
"Americans, unshackle your minds and act like indepen-dent beings,"
Webster perorated. "You have been children longenough, subject to the
control and subservient to the interest of ahaughty parent. You have now an
interest of your own to augment anddefend: you have an empire to raise and
support by your exertions anda national character to establish and extend by
your wisdom and vir-tues. To effect these great objects, it is necessary to
frame a liberal planof policy and build it on a broad system of education."^^
Curiously, beyond his remarks concerning the classical languages,Webster
had little to say in his essays about the problems of highereducation.
Indeed, it was not until many years later, after he himselfhad undergone a
religious conversion, relocated to Massachusetts in or-der to live more
frugally, and there taken part in the founding of Amis. Ibid., pp. 77, 67.16. Ibid., pp. 77.
herst College, that Webster gave any sort of sustained attention to thehigher
learning. By then it was an older and more conservative manwho spoke. In
place of the republican rhetoric of the Sketches, one nowheard the
evangelical rhetoric of the Yale revival. Thus, at a ceremonymarking the
laying of a cornerstone at Amherst in 1820, Webster ob-served: "The object
of this institution ... is to second the efforts of theapostles themselves, in
extending and establishing the Redeemer's em-pire—the empire of truth. It
is to aid in the important work of raisingthe human race from ignorance and
debasement; to enlighten theirminds; to exalt their character; and to teach
them the way to happinessand to glory." The college, established explicitly
to provide a liberaleducation for aspiring ministers of the gospel, was
wholly orthodox incharacter and curriculum; in fact, Webster and the other
founders hadhigh hopes that it would play a significant role in checking
"the prog-ress of errors which are propagated from Cambridge"—by which,
ofcourse, they referred to Unitarian Harvard. However that may be, itwould

be an error to view that orthodoxy as wholly discontinuous withWebster's
earlier concern for a unique American education. For a mancaught up in the
revival in New England, nothing could have beenmore characteristically
American, more surely supportive of the foun-dations of freedom, than the
evangelical college. It united the disciplineof inspired Christianity with the
substance of classical learning to forma truly liberal education. If the
founding of the University of Virginiaclimaxed Jefferson's version of a
republican education, the founding ofAmherst as surely climaxed
Webster's.^^
Like Jefferson, Webster conceived of public education broadly, as aprocess
that extended far beyond the schools. In fact, in defining theverb "to
educate" in his 1828 dictionary, he made no mention ofschooling but
indicated instead that to educate means "to instill into themind principles of
arts, sciences, morals, religion and behavior. To edu-cate a child well is one
of the most important duties of parents andguardians." And, though he
clearly relished his role as an attorney—heloved signing his name Noah
Webster, Esq.—he saw himself essential-ly as an educator and used every
pedagogical instrument available tohim in pressing his various causes with
his countrymen. He served as aclassroom teacher. He wrote a variety of
school textbooks, not only theGrammatical Institute in numerous revisions,
but also the Elements of
17. Noah Webster, A Collection of Papers on Political, Literary, and Moral
Subjects (NewYork: Webster & Clark, 1843), p. 246; Noah Webster to
William Leffingwell, September 27,1820, in Letters of Noah Webster, p.
402.
Useful Knowledge (1801-1812), comprising volumes on history, geography, and zoology; Biography for the Use of Schools (1830); A Historyof
the United States (1832); The Teacher (1836), designed as a supple-ment to
the spelling book; and A Manual of Useful Studies (1839), es-sentially a
one-volume home encyclopedia. He edited a variety of peri-odicals,
including the American Magazine (1787-1788), the AmericanMinerva
(1793-1797), the Herald (1794-1797), the Commercial Ad-vertiser (17971803), and the Spectator (1797-1803). He issued asteady stream of essays,
addresses, articles, and lectures—some of thebest and most popular were

collected in The Prompter (1791), a com-monplace book modeled after the
sayings of Poor Richard. And hehelped found the Connecticut Academy of
Arts and Sciences in 1799.All of these were insistently didactic in purpose
and character: whetheracting in the capacity of schoolmaster, attorney,
journalist, or politician,Webster was incessantly teaching; and what he
taught was that theAmerican Republic required a distinctively American
culture and thatthe good citizen was a person who had been properly
nurtured in thatcuhure."
The capstone of Webster's lifelong work as an educator was his dic-tionary.
Indeed, that this was so tells us much about his conception ofthe central
purposes and processes of education. For Webster, a com-mon language
was not only the key to culture, it was also the essence ofcommunity and
the foundation of nationality. Thus, in his Dissertationson the English
Language (1789), he wrote:
A sameness of pronunciation is of considerable consequence in a
politicalview; for provincial accents are disagreeable to strangers and
sometimes havean unhappy effect upon the social affections. All men have
local attachments,which lead them to believe their own practice to be the
least exceptionable.Pride and prejudice incline men to treat the practice of
their neighbors withsome degree of contempt. Thus small differences in
pronunciation at first ex-cite ridicule—a habit of laughing at the
singularities of strangers is followedby disrespect—and without respect
friendship is a name, and social intercoursea mere ceremony.
These remarks hold equally true, with resf)ect to individuals, to small societies and to large communities. Small causes, such as a nick-name, or a
vulgartone in speaking, have actually created a dissocial spirit between the
inhabi-tants of the different states, which is often discoverable in private
business and
18. An American Dictionary of the English Language (2 vols.; New York:
S. Converse,1828), I. On the importance of familial education, see also
Noah Webster to John Brooks, May-June, 1819, in Letters of Noah Webster,
pp. 397-398.

public deliberations. Our political harmony is therefore concerned in a uniformity of language.
As an independent nation, our honor requires us to have a system of
ourown, in language as well as government.^'
In light of these sentiments, it was far from fortuitous that Web-ster's first
published work had been a spelling book and even more fit-ting that very
soon after the appearance of that work he had begun toentertain the thought
of "compiling a dictionary, which should com-plete a system for the
instruction of the citizens of this country in thelanguage." It was not until
1800, however, that Webster was able toturn in earnest to the preparation of
such a work, the first fruits of hislexicographical efTort appearing in 1806
as A Compendious Dictionaryof the English Language. The dictionary
contained five thousand morewords than Dr. Johnson's great dictionary of
1755 (at the time still theprincipal reference book in the Anglo-American
world), and many ofthem were American neologisms. It undertook a
moderate reform of or-thography, dropping the k in words like musick and
the u in words likehonour, and using the er instead of the re in words like
theater. And itsought to advance a uniformity of pronunciation, taking as a
standard"the common unadulterated pronunciation of the New England
gentle-men." Webster also announced in the preface to the Compendious
Dic-tionary his intention to compile yet another work, "which shall exhibita
far more correct state of the language than any work of this kind."That
additional work appeared twenty-two years later as An AmericanDictionary
of the English Language, a massive two-volume work com-prising some
seventy-thousand entries and over thirty-thousand defini-tions, many of
both addressed to the particular forms, laws, customs,ideas, and institutions
of the United States. Sounding again the themeof the need for purity and
uniformity of language if the Republic wasto survive, Webster presented the
work to his fellow citizens, with his"ardent wishes for their improvement
and their happiness; and for thecontinued increase of the wealth, the
learning, the moral and religiouselevation of character, and the glory of my
country." It was surely hismagnum opus, embodying in form and substance
as well as interest ev-erything he believed as an educator.^"

19. Noah Webster, Dissertations on the English Language (Boston: Isaiah
TTiomas, 1789),pp. 19-20.
20. An American Dictionary, I, preface; and A Compendious Dictionary of
the English lan-guage (Hartford, Conn.: Hudson & Goodwin, 1806),
preface, pp. xvi, xviij.
At least two major contradictions in Webster's educational writingsbear
comment in assessing the influence of his ideas. First, there wasthe
disjunction between Webster's professed aim of developing a whollynew
and uniquely American culture and his actual practice of borrow-ing the
best from Europe in general and from England in particular.He himself, of
course, never suggested that American culture would de-velop ex nihilo. He
repeatedly advised his countrymen to canvass theentire available wisdom of
the world, to take what appeared valuable,and to adapt it to their own
situation. What he opposed was not bor-rowing but mindless imitation. Yet
there is no denying the fact thatWebster's scholarship was heavily informed
by European precedents:the substance of his dictionaries, the principles of
his grammars, thecontent of his textbooks, indeed, the very essence of his
educational out-look rested on contemporary British sources. Second, there
was the ob-vious evolution of Webster's own thought over a long and active
career,from the radicalism of his youth to the conservatism of his old age.
Yet,as has already been suggested, the shift that came with maturity
wasscarcely as profound as some have suggested. Like many Federalists
ofhis generation, Webster saw the health and safety of the Republic asbeing
entirely dependent upon the ability of its citizens to reconciletheir
individual wants with the larger social good and upon its abilityto reconcile
internal conflicts through a strong central government. Andfrom beginning
to end he saw education as a crucial force in bringingabout the sense of
community—he preferred the term "uniformity"—that would render both
sorts of reconciliation possible.
Whatever the inconsistencies of Webster's ideas, their impact
wasubiquitous. The speller sold by the millions throughout much of
thenineteenth century, in every region of the nation and among everyquarter
of the population. Even Sequoyah, when he turned to the taskof creating a
Cherokee alphabet and a written language, used the spell-er as a model. As

for the American Dictionary, it imposed its standardsnot only on the
Americans but on the British as well, refracting backacross the Atlantic the
very scholarship from which it had derived. Yet,for all the triumph of his
medium, Webster's message proved moreephemeral. A common and
purified language may well have assisted inunifying the nation, but the
cement it provided proved less durable thanWebster had supposed. It did
not prevent the persistence of a vigorouslocalism or the development of a
contentious sectionalism; and thirty-three years after the American
Dictionary first appeared a fratricidal
war was fought by people equally steeped in the orthography, pronunfjciation, and definitions it had helped to render standard.
Ill
Noah Webster was one of the two or three moving spirits behind
thefounding of Amherst Academy and its subsequent conversion into a collegiate institution, though he resigned as president of the board of trust-ees
in 1821, some four years before a formal charter was granted andthe
institution received the right to confer degrees. There is every indi-cation
that he remained in touch with the college, however, welcomingthe students
to his home from time to time and retaining both personaland intellectual
association with the faculty as he pursued his own lexi-cographical studies.
For Webster as for Jefferson, the college was thechild of his old age.
Once chartered, Amherst developed rapidly under the leadership ofHeman
Humphrey, who served as president from 1823 to 1845, andsuch faculty
members as Edward Hitchcock, the geologist, who held theprofessorship of
chemistry and natural history; Nathan W. Fiske andSolomon Peck, who
taught the classics; Samuel Worcester, the rhetori-cian, who also oversaw
the library; and Jacob Abbott, who specializedin mathematics and the
sciences. In fact, despite the aura of orthodoxythat surrounded its
establishment, the college moved boldly to the fore-front of reform during
the later 1820's, introducing new curricula andnew courses that for a brief
time excited considerable interest amongcontemporary institutions of higher
learning.

The impetus for reform, interestingly enough, came from the facul-ty,
largely under the prodding of Abbott, though there is no doubt thata rapid
increase in the number of students and the diversification thatcame as a
consequence added to the pressures for change. What the fac-ulty
contended, in fairly direct terms, was that higher education had notkept
pace with the social and economic transformations that had fol-lowed in the
wake of the Treaty of Ghent. They had no cavil, theymaintained, against the
traditional classical and scientific curriculum,nor indeed against the
assumption that most students would profit frompursuing that curriculum.
Their objection was rather against the con-tinuing insistence that all
students, regardless of social or vocational as-piration, pursue that
curriculum. And they warned implicitly that un-less the college took
account of a new class of students who werearriving in growing numbers,
students destined not for the learned professions but rather for business, commerce, and agriculture, it wouldsoon be
deserted by potential benefactors in the community as well asby the
students themselves.
What the faculty proposed, in an effort to meet the challenge of"the rapid
march of improvement," was a mix of continuity and inno-vation. The
requirements for admission for all students would be leftas they had been,
with emphasis on competence in Greek and Latin,and the four-year
classical and scientific course leading to the bache-lor's degree would
continue in its traditional form. But a new programwould be instituted,
distinguished from the regular course "by a moremodern and national
aspect" and by a "better adaptation to the tasteand future pursuits of a large
class of young men, who aspire to theadvantages of a liberal education." It
would substitute French andGerman for Greek and Latin; it would stress
English literature, mod-ern history, civil and political law, and the natural
sciences; and itwould be equivalent in quality to the classical and scientific
course, al-though it would not lead to a degree. In addition, a new
department ofthe science and art of teaching would be organized, with an
initialconcern for the training of schoolmasters; and a department of theoretical and practical mechanics would also be created, which wouldnot only
"afford exercise and amusement to many of the students" butalso be

profitably employed "in keeping all the buildings and furniturein constant
repair."^^
The trustees accepted the faculty's proposals, making the creation, ofthe two
new departments contingent upon the obtaining of additionalfunds; and the
parallel course was announced in the catalogues of 1827and 1828. There
was an initial burst of student interest, and for a timethe excitement of
reform pervaded the Amherst community. But the in-terest soon subsided as
students realized that a diploma attesting com-pletion of even the most
modern curriculum was not quite the equiv-alent of a degree, and in the
summer of 1829 the trustees abandonedthe experiment. The one lasting
innovation was the work in French,which became a permanent part of the
curriculum.
All the elements in the Amherst drama of the 1820's—the argu-ments in
favor of reform, the particular curricular proposals advanced,the mixture of
principle and prudence in the action of the trustees, andthe eventual failure
of the innovation—were characteristic of American
21. The Substance of Two Reports of the Faculty of Amherst College, to the
Board of Trust-ees, icnth the Doings of the Board Thereon (Amherst,
Mass.: Carter and Adams, 1827), pp. 6, 10,20.
higher education during the pre-Civil War era. The spirit of reformwas
ubiquitous. The higher learning, the argument ran, required adap-tation to
the needs of a developing republican society. Reform pro-grams, inspired
by an influx of ideas and models from contemporaryEuropean universities,
ranged from the modification of traditionalcourses, to the introduction of
parallel programs, to the organization ofnew departments, to the creation of
new faculties, to the founding ofentirely new institutions. In fact, the 1820's
were in many ways thewatershed of the movement, the decade witnessing
Jefferson's innova-tions at the University of Virginia, whereby students
were given the op-portunity to choose among the eight schools that
constituted the univer-sity; George Ticknor's innovations at Harvard,
organizing thecurriculum into departments and permitting students some
choiceamong subjects; Eliphalet Nott's innovations at Union College,
institut-ing a parallel course emphasizing the modern languages and the
natu-ral sciences; and James Marsh's innovations at the University of Ver-

mont, beginning the move toward departmentalization and againpermitting
students some choice among subjects. Even those who sawthemselves as
conservatives resisted reform in the name of reform.Thus, the much cited
Yale Report of 1828, prepared by President Jere-miah Day and Professor
James L. Kingsley, argued for gradual ratherthan radical changes in the
college curriculum, contending that the ob-ject of a college was ''to lay the
foundation of a superior education" andthat it could best accomplish that
end through a uniform course concen-trating on the classics, mathematics,
and the natural sciences. Ofcourse, the report insisted upon intellectual
culture—in Day's phrasing,upon expanding the powers of the mind and
storing it with knowl-edge—but it must be recalled that Day and Kingsley
were arguing fora foundation upon which further practical and professional
studies inlaw, medicine, or theology, or indeed in "mercantile, mechanical,
or ag-ricultural concerns," would rest."
As so often happens, moderate reform prevailed. In the end, it wasthe Yale
Report that dominated curriculum making at the college level:the more
durable innovations of the 1830's, 1840's, and 1850's cameeither within the
substance of the established liberal arts subjects them-selves or in
institutions other than the four-year liberal arts colleges—the scientific and
technical institutes, the professional schools, the scien-tific societies, and
the host of special-purpose agencies such as Peale's
22. The Yale Report of 1828, in Richard Hofstadter and Wilson Smith, cds.,
AmericanHigher Education: A Documentary History (2 vols.; Chicago:
University of Cnicago Press, 1961),I, 278.
Museum in Philadelphia or the Lowell Institute in Boston or
theSmithsonian Institution in Washington. Yet, if the Yale Report had
adecisive, moderating influence on reform, it neither dampened the persistent pressure for innovations at particular institutions nor preventedthe
development of more general plans for the reform of academiclearning.
"The march of mind," as it was put in the contemporaryphrasing, demanded
that every aspect of higher education be brought"to the test of practical
utility," and the variety of interpretations ofthat phrase as well as the
schemes for realizing it were myriad.^^

Perhaps the most comprehensive reform proposals of the era werethose
advanced by Francis Wayland, who presided over Brown Univer-sity for
more than a quarter-century. Wayland was born in New YorkCity in 1796
and brought up in various other parts of New York State,his father having
been a currier turned Baptist minister who movedsuccessively to pastorates
in Poughkeepsie, Albany, Troy, and SaratogaSprings. He attended Union
College during the early years of EliphaletNott's administration and became
a lifelong favorite and disciple ofNott; he then went on to study medicine,
first via an apprenticeshipwith the Doctors Moses Hale and Eli Burritt of
Troy and then moreformally via lectures in New York City. He never
practiced medicine,however, experiencing a conversion and a call to the
ministry in 1816that led him to the Andover Theological Seminary, where
he studiedfor a year under the guidance of Moses Stuart. Wayland returned
toUnion as a tutor in 1817 and remained until 1821, when he
acceptedpastoral charge of the First Baptist Church in Boston (it was as
theminister there that he joined the board of trustees of the newly char-tered
Amherst College in 1825). He returned once again to Union Col-lege in
1826, but stayed less than a year. In 1827, partly on the basis ofhis
reputation as a Baptist preacher and partly also on the recommen-dation of
Nott, Stuart, and others, Wayland succeeded Asa Messer aspresident of
Brown, remaining in that post for twenty-eight years untilhis retirement in
1855.
Based largely on what he had learned from Nott at Union, Way-land began
his presidency essentially as a pedagogical reformer. His
23. The phrases arc from the Reverend James M. Mathews's opening
remarks to the gather-ing of "literjiry and scientific gentlemen," who
convened in New York City in the fall of 1830 todiscuss the contemplated
University of the City of New York (New York University). What
wasstriking about the four days of lectures, papers, and discussion was the
extent to which Mathews'scriterion of utility was accepted by traditionalists
and reformers alike. Sec Journal of the Proceed-ings of a Convention of
Literary and Scientific Gentlemen, Held in the Common Council
Chamberof the City of New York, October, 1830 (New York: Jonathan
Leavitt and G. & C. H. Carvill,1831), p. 18 andpof^tm.
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predecessor, Asa Messer, had experienced growing difficulties in therealm
of student discipline during the final period of his administration:the
exaggerated pranks of the years following the War of 1812 had es-calated to
full-blown riots during the 1820's, the latter doubtless exac-erbated by the
doctrinal heterodoxy that ultimately occasioned Messer'sresignation.
Wayland took immediate steps to restore order, redrawingthe laws of the
college to require that members of the faculty live with-in the college and
regularly visit the students in their quarters to exer-cise oversight. All
absences and infractions were reported immediatelyto the president, who
had the power to dismiss an erring student forth-with and so notify his
parents. Wayland's new residence policy, inci-dentally, wrought havoc with
the medical faculty, who were reluctantto abandon their lucrative practices
in Providence, with the result thatthe medical school was literally
destroyed.
Beyond restoring discipline, Wayland sought to invigorate the aca-demic
program by increasing the number of daily recitations requiredof each
student and by banning textbooks from the classroom in allsubjects except
the "learned languages," the point being to require fac-ulty members and
students alike to master the textual material on theirown and to use
classroom time for comment and discussion in theirown words and phrases.
"Let us never forget that the business of an in-structor begins where the
office of a book ends," Wayland once ob-served. "It is the action of mind
upon mind, exciting, awakening, show-ing by example the power of
reasoning and the scope of generalization,and rendering it impossible that
the pupil should not think; this is thenoble and the ennobling duty of an
instructor." In addition, Waylandwent to great lengths to expand the library,
which consisted of a meresix thousand books when he assumed office, and
also to develop a sys-tem of cumulative daily grades so that parents might
be informed of theperformance and standing of their sons at the conclusion
of each term."
In all of this, Wayland led by the sheer force of example, much inthe
fashion of his mentor, Nott. He was ubiquitous: he held forth to theentire
college body in the chapel, lectured the seniors in the moral phi-losophy

course, and visited the students in their quarters. As one ofWayland's
students during the early years of his presidency recalled:"The personal
example and influence of Dr. Wayland at once infuseda new spirit into the
university. The power of a great mind, and the
24. The Introductory Discourse and Lectures Delivered in Boston, Before
the Convention ofTeachers, and Other Friends of Education, Assembled to
Form the American Institute of Instruc-tion (Boston: Hilliard, Gray, Little
and Wilkins, 1831), p. 19.
energy of a controlling will, were immediately felt. He taught without
atextbook, encouraged discussion and inquiry, introduced the
importantelement of analysis, and imparted a novel interest to every
recitationwhich he conducted."^*
From the beginning, however, Wayland went beyond matters ofpedagogy
and discipline to a more fundamental consideration of the na-ture of
learning. As he himself recalled concerning the earliest days ofhis
presidency:
At this time, the beginning of my independent labors as an instructor, I
wasdeeply impressed with the importance of two things: first, of carrying
intopractice every science which was taught in theory, and secondly, of
adoptingthe course of instruction, as far as possible, to the wants of the
whole commu-nity. The first seem.ed to me all-important as a means of
intellectual discipline.The abstract principles of a science, if learned merely
as disconnected truths,are soon forgotten. If combined with application to
matters of actual existence,they will be remembered. Nor is this all. By
uniting practice with theory, themind acquires the habit of acting in
obedience to law, and thus is brought intoharmony with a universe which is
governed by law.
In the second place, if education is good for one class of the community, itis
good for all classes. Not that the same studies are to be pursued by all,
butthat each one should have the opportunity of pursuing such studies as
will beof the greatest advantage to him in the course of life which he has
chosen.^*

Starting thus with clear notions of the proper connection betweentheory and
practice and of the extended range of studies required for atruly universal
education, Wayland developed over the twenty-eightyears of his
administration an unprecedentedly broad conception of thelearningrequisite for a newly industrializing republic. While the ele-ments of this
conception can be gleaned from his annual reports andother fugitive
writings, they were brought together most comprehen-sively in three
documents: his Thoughts on the Present Collegiate Sys-tem of the United
States, published in 1842 after an extended visit toFrance, England, and
Scotland; the report he prepared in 1850 to thetrustees of Brown as
chairman of a committee to assess "proposed alter-ations in the course of
study"; and an address entitled "The EducationDemanded by the People of
the United States," delivered in 1854 atUnion College to mark the fiftieth
anniversary of Nott's presidency."
25. Francis Wayland and H. L. Wayland, A Memoir of the Life and Labors
of Francis Way-land (2 vols.; New York: Sheldon and Company, 1867), I,
226.
26. Ibid., I, 206.
27. (Francis Wayland], Report to the Corporation of Brown University on
Changes in theSystem of Collegiate Education (Providence: George H.
Whitney, 1850), p. 5.
THE PRUDENT SOCIETY
Wayland's proposals were firmly rooted in an analysis of the politi-cal
economy of the New England region. He took note of two funda-mental
transformations that had occurred in the period since the Revo-lution, the
growth of political freedom and the development ofcommerce and industry.
"Every man among us is the architect of hisown fortune," he observed. "In
asserting the privileges, he also assumesthe responsibilities of a free man.
Hence every man is desirous for him-self and especially for his children, of
that knowledge which is most es-sential to success in the field which is
placed before him." Beyond that,Wayland continued, the rapid economic
development of New Englandand of Providence (where Brown was located)
was creating a new classof individuals with very special educational needs.

"It is manifest to themost casual observer," he continued, "that the
movement of civilizationis precisely in the line of the useful arts. Steam,
machines and com-merce, have built up a class of society which formerly
was only of sec-ondary importance. The inducements to enter the learned
professionshave become far less, and those to enter upon the active
professions,vastly greater." In Wayland's view, these changes had
occasioned a cri-sis in education, the preeminent symptom of which was
that enrollmentin the colleges of New England was not keeping pace with
the growthof population. And it was in the effort to come to grips with the
crisisthat he worked out his comprehensive series of proposals.^®
In the realm of general elementary learning, Wayland accepted theprevalent
New England outlook of the 1830's and 1840's. "It may Isuppose be taken
for granted that the settled policy of the United Statesis to furnish the means
for obtaining a common English education toevery citizen, and to improve
that education from time to time withoutany assignable limit. It may be
hoped that within a short time everyAmerican citizen will be able to read,
write, and keep accounts, andthat at no very distant period he will also be
familiar with all the moreimportant branches of elementary knowledge."
That said, however, hewent on to make two additional points. First, he
argued that well-cho-sen and properly trained schoolteachers could become
a force for untoldgood in their neighborhood communities, exerting an
influence for cul-tural uplift extending far beyond the classroom.
I by no means suppose the whole duty of a teacher to be fulfilled by
theperformance of the labors of the school room. If a suitable person be
engagedfor this office, and if the station be rendered permanent and
sufficiently attracIS.Ibid., pp. 13, 21.
tivc by the social consideration which properly belongs to it, a multitude of
in-direct benefits will naturally follow. Such an instructor would be the
friendand companion of his pupils after the relation of master and scholar
had ter-minated. He would encourage and direct the studies of those who
wished topursue their investigations by themselves. He would cultivate
science and stim-ulate his neighbors to literary acquisition by the delivery
of lectures, the for-mation of libraries and every other means of popular

improvement. In thismanner a class of professional men would be raised up
among us whose influ-ence would be felt most benignly over every class of
society, and of whose la-bors the benefit would be incalculable.*'
In addition, he argued that the very prevalence of education wouldcreate a
demand for more education, as raw talents hitherto unnoticedand
uncultivated came to the fore and literally cried out for further development. Hence, he saw^ the need for a far more extensive system
ofhigher education, one that would provide for every man able to
availhimself of it "that kind of education which will be of the greatest use
tohim in the prosecution of useful industry." It was at this point
thatWayland leveled his sharpest criticism against the traditional curriculum. Both in Europe and the United States, it had catered to those preparing for the learned professions (law, medicine, divinity, and teach-ing),
he argued, and in the process it had ignored the needs of a largenumbers of
individuals destined for the "productive professions."^"
What would a collegiate institution look like that sought to adapt
itsinstruction "to the wants of the whole community"? Wayland proposeda
series of interrelated reforms that would drastically alter the characterof
higher education. The fixed curriculum leading to the bachelor's de-gree—
the four years of study in the classics, mathematics, and naturaland moral
philosophy, with everyone progressing through the samesubjects at the
same pace—would be abandoned. In its place therewould be an expanded
curriculum embracing various courses of variouslengths, including,
alongside the traditional subjects, work in chemistry,physics, and geology,
English language and rhetoric, political economy,history, law, the science of
teaching, the principles of agriculture, theapplication of chemistry to the
arts, and the application of science to thearts, all so arranged that, "in so far
as it is practicable, every studentmight study what he chose, all that he
chose, and nothing but what hechose." All students would be entitled to
certificates of proficiency in
29. Francis Wayland, Thoughts on the Present Collegiate System m the
United States (Bos-ton: Gould, Kendall & Lincoln, 1842), pp. 3, 5.
30. [Wayland], Report to the Corporation, pp. 56-57, 51.

the courses they had pursued, and the faculty and trustees would retainthe
right to define those particular courses and combinations of coursesthat
would lead to degrees.^^
There were three essential principles to Wayland's plan, then: first,to
broaden the curriculum to embrace the intellectual needs of allclasses of
society; second, to make all classes of society welcome at thecollege; and,
third, to proffer choice among programs, courses, and edu-cational goals to
those who came. If equality of access to the higherlearning was to become a
reality, it would have to be accompanied byan expanded conception of the
higher learning that embraced the intel-lectual principles, or sciences,
underlying all activities of life and thatextended choice to clients as to what
studies they would pursue. Way-land concluded:
It would seem . .. that, in devising a system of higher education for
ourcountry, we should commence with the self-evident maxim, that we arc
to la-bor not for the benefit of one but of all; not for a caste, or a clique, but
for thewhole community. Proceeding upon this ground, we should provide
the in-struction needed by every class of our fellow-citizens. Wherever an
institutionis established in any part of our country, our first inquiry should
be, what isthe kind of knowledge (in addition to that demanded for all)
which this por-tion of our people needs, in order to perfect them in their
professions, givethem power over principles, enable them to develop their
intellectual resourcesand employ their talents to the greatest advantage for
themselves and for thecountry? This knowledge, whatever it may be, should
be provided as liberallyfor one class as for another. Whatever is thus taught,
however, should betaught, not only with the design of increasing
knowledge, but also of givingstrength, enlargement and skill to the original
faculties of the soul. When asystem of education formed on these principles
shall pervade this country, wemay be able to present to the world the
legitimate results of free institutions;by pursuing any other career we may
render them a shame and a by-word."
One final element of Wayland's reform program deserves mention.If
colleges were to become truly popular institutions, they would haveto reach
out to the community at large. Taking Boston's Lowell Insti-tute as his
model, he pictured colleges, not merely as off'ering a broadercurriculum to

all who came, but also as diffusing the best that had beenthought, said, and
discovered to the populace at large. Like the elemen-tary schoolteacher,
who would reach beyond the walls of the classroom
3\.Ibtd.,p. 51.
32. Francis Wayland, The Education Demanded by the People of the United
Slates (Boston:Phillips, Sampson, and Company, 1855), pp. 26-27.
to become a force for cultural uplift in the neighborhood, each
collegewould become "the grand center of intelligence to all classes and
condi-tions of men, diffusing among all the light of every kind of
knowledge,and approving itself to the best feelings of every class of the
communi-ty." And, lest his comment be misunderstood, Wayland took pains
toexplain what he meant by "popular": not stylishness or modishness oran
undue sensitivity to popular convention but rather the aspiration tohigh
quality. "Popularity is valuable when it follows us, not when werun after it,"
he counselled; "and he is most sure of attaining it, who,caring nothing about
it, honestly and in simplicity, and kindness ear-nestly labors to render his
fellow men wiser, and happier, and bet-ter.""
Wayland's program was the best known of several comprehensiveproposals
for the reform of higher education that appeared during thequarter-century
preceding the Civil War. Philip Lindsley at the Uni-versity of Nashville, for
example, issued a steady stream of addressesand essays envisioning a
complete system of formal education for thestate of Tennessee, from infant
schools through colleges, universities,and special professional schools of
law, divinity, medicine, military andnaval science, agriculture, and
architecture, in which, at all levels, aboundless curriculum would be
purveyed. In Lindsley's plan, the com-mon schools would teach, not only
reading, writing, arithmetic, gram-mar, geography, and history, but literally
every other branch of learn-ing a well-trained teacher might be capable of
teaching—physics,astronomy, mechanics, rural economy, perhaps even
ethics, rhetoric, po-litical economy, geology, chemistry, mineralogy, and
botany. And theuniversity would possess "the means of teaching all the
sciences, andeverything, indeed, which it is desirable for any man to know."
Its li-braries would contain "one or more copies of every valuable book extant in any language, ancient or modern"; and its laboratories wouldinclude

"specimens, living or preserved, of every vegetable and animaland mineral,
peculiar to the earth, the air and the waters of our plan-et." In addition, it
would boast its own botanical gardens, astronomicalobservatories, models
of machines and useful inventions; and works ofthe noblest artists (or wellexecuted copies). Similarly, Henry PhilipTappan, a student of Nott's who
assumed the presidency of the Univer-sity of Michigan in 1852, proffered a
vision of a comprehensive systemof formal education for the state of
Michigan, based more on a Prus33. Wayland, Thoughts on the Present Collegiate System, pp. 156, 149.
5ian model than Lindsley's (which drew freely, as did Wayland's, on
aknowledge of contemporary European and American systems) butequally
concerned with providing "all branches of human learning,"with affording
students choice among curricula, and with gathering to-gether in one great
center of learning the resources of libraries, labora-tories, observatories,
museums, and galleries of fine arts, each assistingand complementing the
efforts of the others to extend the boundaries ofhuman knowledge and
understanding.^^
Like Wayland's proposals, Lindsley's were essentially practical-ist in
emphasis; the central difference between them was that Lindsleyconceived
of a comprehensive education system entirely within the pub-lic sector
while Wayland believed higher education should justify itselfin the free
market. Tappan's proposals, by contrast, were essentially in-tellectualist. Yet
all three pressed for an extension of the boundaries oflearning. None of the
three succeeded within his own institution in hisown time: Wayland's
reforms, adopted by the Brown Corporation in1851, were abandoned by his
successor, Barnas Sears, as too visionary;Lindsley was never able to raise
the funds even to introduce his innova-tions, though he did advance the
cause of higher education in Tennes-see; and Tappan was forced to resign in
1863 after a series of nasty po-litical encounters with the regents. Yet, the
fact that reform did not winout in the colleges and universities does not
imply that there was no re-form. Change did come via two important roads.
First, it came as theextant courses of the colleges, particularly the offerings
in languages,the sciences, and moral philosophy, continued to broaden.
And, second,it came through the development of special-purpose

institutions thatwere only later brought within the orbit of the universities—
schools ofengineering, law, medicine, and agriculture; museums; botanical
gar-dens; libraries; and scientific societies. The colleges were partly
altered,but higher education was dramatically transformed. The two movements remained relatively separate until the decades of the 1880's
and1890's, when the great architects of modern higher education—menlike
Daniel Coit Oilman, Charles W. Eliot, Nicholas Murray Butler,and William
Rainey Harper—brought them together into comprehen-sive universities.
34. The Works of Philip Lindsley, edited by Le Roy J. Halstcad (3 vols.;
Philadelphia: J, B.Lippincott ft-Co., 1864-66), I, 133, 407-408; and Henry
P. Tappan, "The University: Its Con-stitution and Its Relations, Political and
Religious" (1858), in Hofstadtcr and Smith, eds , Ameri-can Higher
Education, II, 528.
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During the summer of 1838, at the direction of President Martin VanBuren,
Secretary of State John Forsyth addressed a letter of inquiry toa number of
the nation's leading college presidents, professors, and menof affairs. "By
the will of James Smithson, late of London, deceased,"the letter began,
"property to a considerable amount was bequeathed tothe United States, for
the purpose, and expressed in the language of thewill, of 'founding at
Washington, under the name of the SmithsonianInstitution, an establishment
for the increase and diffusion of knowl-edge among men.'" The letter then
continued:
The United States having, under the authority of an act of Congress,
approvedthe 1st of July, 1836, accepted the legacy, pledged their faith for
the perform-ance of the trust, in such manner as Congress may hereafter
direct, and recov-ered the proceeds of the bequest, to the amount of about
one hundred thousandpounds sterling, the President is anxious, in
presenting the subject to Congressfor their consideration and action upon it,
to aid his judgment by consultingthe views of persons versed in science and
in matters relating to public educa-tion, as to the mode of applying the

proceeds of the bequest, which shall belikely at once to meet the wishes of
the testator, and prove most advantageousto mankind."
One of the first to reply the following autumn was Francis Way-land.
Maintaining that there was no additional need for colleges orprofessional
schools in the United States, Wayland argued for the cre-ation of an
institution that would occupy "the space between the closeof a collegiate
education and a professional school." Its aim would be tocarry both
classical and philosophical education beyond the point atwhich the college
had left it and to offer instruction in "the broad andphilosophical principles
of a professional education." The curriculumwould be much like that of the
college, only "far more generouslytaught—that is, taught to men, and not to
boys"; it would include, inaddition to the "philosophical principles of law
and medicine," Latin,Greek, Hebrew, and the Oriental languages; all
modern languages ofuse to the scholar; mathematics; astronomy, civil and
military engineer-ing; the art of war "beginning where it is left at West
Point"; chemis-try, geology, mining; rhetoric and poetry; political economy;
intellectual
35. William J. Rhecs, cd., The Smithsonian Institution: Documents Relative
to Its Originand History (Washington, D.C.: The Smithsonian Institution,
1879), p. 837.
philosophy; physiology; anatomy; history; and the laws of nations.There
would be a growing clientele for such an institution, Waylandcontinued
(always the political economist), owing to the general tenden-cy of young
men to take a year off between their graduation from col-lege and their
entry upon professional studies.^^
Less than a month later, Forsyth received a quite different responsefrom
John Quincy Adams, the former president who was then servingin the
House of Representatives. Under no circumstances, Adams ar-gued, should
the Smithsonian funds be applied to any school, college,university, or
ecclesiastical establishment, or, for that matter, to any in-stitution whatever
for the education of youth, "for that is a sacred obli-gation, binding upon
the people of this Union themselves, at their ownexpense and charge, and
for which it would be unworthy of them to ac-cept an eleemosynary
donation from any foreigner whomsoever." Rath-er, the money should be

applied to the founding and maintenance of agreat astronomical observatory
"upon the largest and most liberalscale"—one comparable to the Greenwich
Observatory in England orthe Bureau des Longitudes in France—and for
the publication of datagathered at the observatory as well as an annual
nautical almanacbased on those data.^'
And less than a month after Adam's communications arrived—Ad-ams,
characteristically, had sent not one letter but two—Forsyth re-ceived yet
another communication, this one from Richard Rush, thelawyer-diplomat
who had been the chief figure in moving Smithson'sestate through the
English chancery court and then bringing the be-quest to the United States.
In Rush's view, too, the support of a collegeor university in the ordinary
sense, or of any institution engaged in pri-mary education or the general
instruction of youth, would be an inap-propriate use of the Smithson legacy.
Rather, Rush envisioned an insti-tution to which Americans residing in
every corner of the globe wouldsend seeds and plants, to be reproduced and
diffused throughout thecountry, and where distinguished scholars from all
over the country andthe world—scholars appointed by the president and
Senate—would de-liver lectures open to all comers, which would then be
published by apress attached to the institution and circulated as widely as
possible."
Other letters came to Forsyth, both solicited and unsolicited, pro36. Francis Wayland to John Forsyth, October 2, 1838, in ibid., p. 840.
37. John Quincy Adams to John Forsyth, October 8, 1838, and October 11,
1838, in tbid.,pp. 844, 848.
38. Richard Rush to John Forsyth, November 6, 1838, in ibid., pp. 849-856.
posing other schemes; letters appeared in newspapers and
magazinesadvancing still other schemes; organizations framed memorials
urgingone plan or another; and individual senators and congressmen
workedout their own proposals. In fact, interest was such that a full-scale
na-tional debate developed, centered in Congress, concerning what sort
of"establishment for the increase and diffusion of knowledge amongmen"
might best meet the provision of James Smithson's will and theneeds of the

American people. Politics—sectional, social, and person-al—was surely
involved in the process, but so also were conflictingideas of what
knowledge would be of most worth to the young Repub-lic. The full range
of proposals between 1838, when substantive consid-eration first came up
in Congress, and 1846, when a bill creating theSmithsonian Institution was
finally enacted, was extraordinary, extend-ing from Senator George M.
Keim's suggestion in 1838 that a professorof the German language be
included in any contemplated institution, toCongressman Isaac E. Morse's
suggestion in 1846 that the funds beused to create prizes for the best-written
entries in a national essay con-test, the winning submissions to be printed
and widely distributedamong institutions of learning in the United States
and abroad.Throughout the debate, there were those who insisted with
SenatorJohn C. Calhoun that the legacy was an insult to the new nation
andthat the funds should be returned. In the end, four essential models ofthe
institution were put forward, and the final enactment was for allintents and
purposes a compromise.
The first model was that of a national university, more or less alongthe lines
of the one envisioned by Wayland. Such a proposal was ad-vanced in 1838
by Senator Asher Robbins of Rhode Island. Robbinsconnected his idea with
the historic movement for a national universitythat dated at least from the
days of George Washington's presidency;but, aware of the conflict that had
surrounded the project for almost ahalf-century, he was content merely to
allude to the precedent. In ef-fect, he proposed an independent institution
that Congress would helpto support and maintain. The faculty would be
composed of world-re-nowned master-scholars. The curriculum would
combine science andliterature with all their appropriate arts. "As to
science," Robbins ob-served,
they [the studies] should be restricted to science properly so called—to
pureoriginal science—with some of the practical branches thereof not
necessarynow to be indicated, excluding professory learning altogether. As
to literature,the studies should be given to select models of a perfect
literature, and to all
those arts by which that perfect literature has been produced and may be reproduced, accompanied by all those exercises, regularly and ardently

pursued,by which power and skill is [sic] given in those arts. The
preliminary studiesto qualify for admission should also be prescribed. I
would have a modelschool for this preparation annexed to this institution
and made a part of theestablishment.^
The second model was that of a national agricultural school. It, too,was put
forward early in the debate, in a memorial by Charles LewisFleischmann
transmitted by a select committee of the House, under thechairmanship of
John Quincy Adams, which had been charged withdeveloping proposals for
the proper use of the Smithson legacy. Theobject of Fleischmann's
institution would be "to show how to gain thehighest clear and permanent
profit from agriculture, under any circum-stances." Its primary departments
would concern themselves withagronomy, agriculture, vegetable
production, animal husbandry, andrural economy, and it would have
ancillary departments of the veteri-nary arts, agricultural technology,
forestry, agricultural architecture,and agricultural engineering, as well as
chemistry, natural philosophy,mineralogy and geology, botany, zoology,
meterology, mathematics, anddrawing. Finally, it would have an
experimental farm, a botanical gar-den, a library, a chemistry laboratory,
and a museum with agriculturalimplements, the skeletons of domestic
animals, insect specimens, andseeds. There would be no more than one
hundred students at the insti-tution during the initial period, all to be at least
fourteen years of ageand of sufficient strength to perform the work required
on the farm.*"
Robbins and Fleischmann put forward models of what were essen-tially
teaching institutions. Robbins's embraced the whole spectrum ofliterature
and the sciences; Fleischmann's concentrated on the practicalsciences and
arts of agriculture. Obviously, Adams's proposals for anobservatory
envisioned an institution of vastly differing character. In areport to the
House in 1840, on behalf of the select committee on theSmithson bequest,
Adams set forth two principles that the committeeconsidered fundamental
in the development of any appropriate recom-mendation. First, the capital
resources of the Smithson bequest shouldbe preserved in perpetuity and
only the interest expended. "The in-crease and diffusion of knowledge,"
Adams explained, "is, in its nature,progressive to the end of time. An
institution which should exhaust in

39. William Jones Rhccs, cd., The Smithsonian Institution: Documents
Relative to Its Onginand History, 1835-1899 (2 vols.; Washington, DC:
Government Printing Office, 1901), I, 168.AO.Ibid., p. 157.
its first establishment and organization the whole, or the principal partof the
bequest, would necessarily be confined within limits exceedinglynarrow,
compared with the vast design of increasing and diffusingknowledge."
Second, by way of repeating the recommendation in hisletter to Forsyth, no
part of the fund, principal or interest, should beappropriated to any school,
college, university, institute of education, orecclesiastical establishment.
"The ultimate object of them all," Adamsexplained, "is instruction—the
communication of knowledge alreadypossessed—and not the discovery of
new truths or the invention of newinstruments for the enlargement of
human power." It was on the basisof this latter principle, Adams continued,
that the committee was rec-ommending the establishment of an observatory,
with provision for con-tinuing investigation of the phenomena of the
heavens and for periodicpublication of the results of the investigations. Yet
even an observatorywould be only a beginning. "A botanical garden, a
cabinet of naturalhistory, a museum of mineralogy, conchology, or geology,
a general ac-cumulating library—all institutions of which there are
numerous exam-ples among the civilized Christian nations, and of most of
which ourown country is not entirely destitute; all are undoubtedly
includedwithin the comprehensive grasp of Mr. Smithson's design."
No"branch or department of human knowledge" would be excluded fromits
equitable share of the benefaction; but no one science was as needfulof
immediate assistance as "practical astronomy."'*^
Somewhat akin to Adam's proposal was the one envisioned in a
billpresented by Senator Benjamin Tappan of Ohio on December 12,1844.
What Tappan envisioned as the Smithsonian Institution was acenter for
scientific research and inquiry, with emphasis on "the pro-ductive and
liberal arts of life, improvements in agriculture, in manu-factures, in trades,
and in domestic economy." There would be a pro-fessor of agriculture,
horticulture, and rural economy (who would alsoserve as superintendent),
whose duty it would be "to determine the util-ity and advantage of new
modes and instruments of culture, to deter-mine whether new fruits, plants,
and vegetables may be cultivated toadvantage in the United States." There

would be a professor of chemis-try, who would "make experiments on the
various modes of improvingand enriching the several kinds of soil found
within the United States."And there would be a professor of natural history,
who would lectureon the nature and habits of beneficial and deleterious
insects and ani41. Ibtd., pp. 191, 195.
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mals. Similarly, a professor of geology would emphasize the workingand
exploration of mines, a professor of architecture would emphasizethe
practical phases of rural and domestic architecture, and a professorof
astronomy would emphasize the arts of practical navigation. Thefaculty
would regularly lecture in their several fields, with free admis-sion to all
qualified students; and they would also prepare populartracts, which the
board of managers would offer for sale "at the lowestrates that will repay
the actual expenses of publication." Finally, theinstitution would include a
library, a chemistry laboratory, an experi-mental farm or botanical garden,
and a museum, the latter two tohouse whatever collections of natural
history, plants, and mineralogicalor geological specimens that were in the
possession of the United States.Tappan's own model, interestingly enough,
was the Jardin des Plantesin Paris, where Smithson himself had spent
considerable time duringthe years he had lived on the Continent."
Also akin to Adams's proposal was the plan advanced by SenatorRufus
Choate of Massachusetts in 1845, which would have created
theSmithsonian Institution in the form of a great national library.
TheSmithson will, Choate maintained, directed that the new
establishment"increase and diffuse knowledge among men." "And do not
the judg-ments of all the wise," he continued, "does not the experience of
all en-lightened states, does not the whole history of civilization concur to
de-clare that a various and ample library is one of the surest, mostconstant,
most permanent, and most economical instrumentalities to in-crease and
diffuse knowledge?" If such a library could also house aprogram of lectures
"upon literature, science, and art, and the applica-tion of science and art,"
then in Choate's view both the letter and thespirit of Smithson's injunction
would be satisfied."

Finally, there was the composite model envisioned in the bill Con-gressman
Robert Dale Owen of Indiana submitted in 1845, when forall intents and
purposes he replaced Adams in the leadership of theHouse's select
committee on the Smithson legacy. Owen's plan incorpo-rated those
provisions of Tappan's proposal calling for a museum andother facilities to
house the scientific collections of the United Statesgovernment; for the
employment of scholars who would emphasize thesciences and arts of
practical agriculture; for the publication of popularreports of their
investigations, as well as other brief works "for the dis42. Ibid., p. 279.
43. Ibtd., p. 287.
semination of information among the people"; and for instruction to
begratis to students admitted to the institution. It also embraced the provision of Choate's plan calling for a library, though of considerably re-duced
proportion. To these Owen added a provision calling for the de-velopment
of a pedagogical branch of the institution, designed to"qualify young
persons as teachers of common schools, and to give toothers a knowledge
of an improved common school system.""
The legislation that was finally adopted on August 10, 1846, madeprovision
for an institution that would comprise a museum of naturalhistory, including
a geological and mineralogical cabinet, a chemistrylaboratory, and a gallery
of art, the museum and cabinet to receive thecollections of specimens of
natural history and philosophy owned by theUnited States in Washington; a
library "composed of valuable workspertaining to all departments of human
knowledge"; and lecture rooms.In the end, it was a modified version of the
Adams model that pre-vailed: the Smithsonian Institution would
concentrate on the increase ofknowledge in the sciences and the arts, via a
conglomeration of thosevery institutions outside the colleges and
universities where the expan-sion of learning was proceeding apace—the
library, the laboratory, andthe museum. Adams himself considered the
establishment of the Insti-tution in its final form one of the signal
accomplishments of his genera-tion."

The first Board of Regents of the Smithsonian, as the governingboard was
styled, met on September 7, 1846. Three months later, at itsDecember
meeting, the Board elected Joseph Henry of the College ofNew Jersey to be
secretary and thereby chief executive officer of theInstitution. It was a
fateful decision that went far in confirming the es-sential thrust of the
legislation. Henry, who was about to turn forty-nine at the time of his
appointment, was probably the most remarkablecreative scientist that the
United States produced during the first half ofthe nineteenth century, having
pursued pioneering inquiries into thephenomena of electromagnetism at
roughly the same time as MichaelFaraday. Essentially self-taught in the
sciences, he had served as pro-fessor of mathematics and natural philosophy
at the Albany Academyin New York from 1826 until 1832 and had then
gone on to becomeprofessor of natural philosophy at Princeton.
The fact that the regents chose a gifted investigator as their first
44. Ibid., pp. 326, 325.
45. Ibid., pp. 429-434.
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secretary had prodigious consequences for the subsequent developmentof
the Institution. Henry tersely set forth his interpretation of "the in-crease
and diffusion of knowledge" in a "Programme of Organization"that the
regents adopted as their own on December 17, 1847: to in-crease
knowledge, he proposed "to stimulate men of talent to makeoriginal
researches, by offering suitable rewards for memoirs containingnew truth";
to diffuse knowledge, he proposed to publish the memoirs,along with other
reports on the progress of the different branches ofknowledge, and to give
them wide circulation. "In this country," Henryelaborated,
though many excel in the application of science to the practical arts of life,
fewdevote themselves to the continued labor and patient thought necessary
to thediscovery and development of new truths. The principal cause of this
want ofattention to original research, is the want, not of proper means, but
of properencouragement. The publication of original memoirs and
periodical reports, ascontemplated by the programme, will act as a powerful

stimulus on the latenttalent of our country, by placing in bold relief the real
laborers in the field oforiginal research, while it will afford the best
materials for the use of those en-gaged in the diffusion of knowledge.
From its earliest days, then, the Institution committed itself to
seriousscholarly research on a wide range of topics in the sciences and
human-ities, and, in the process, it taught that the advancement of
learningwould be inseparable from its diffusion if the Republic was to
thriveand prosper.**
Ralph Waldo Emerson first lectured at the Smithsonian in the winterof
1861-62, though the occasion is less memorable for the address hegave on
the justice of emancipation than for the fact that he had the op-portunity to
meet Abraham Lincoln, of whom he noted in his journal:"The President
impressed me more favorably than I had hoped. Afrank, sincere, wellmeaning man, with a lawyer's habit of mind, goodclear statement of his
fact; correct enough, not vulgar, as described, butwith a sort of boyish
cheerfulness, or that kind of sincerity and jollygood meaning that our class
meetings on commencement days show, intelling our old stories over."*''
46. Rhecs, cd., Smithsonian Institution (1879), p. 945.
47. Journals of Ralph Waldo Emerson, edited by Edward Waldo Emerson
and Waldo Enrjer-son Forbes (10 vols.; Boston: Houghton Mifflin
Company, 1909-14), IX, 375. Whether or notLincoln actually attended the
lecture is a matter of some debate.
In all probability, Emerson also met Joseph Henry for the firsttime on that
occasion, though there is no testimony to that fact in thejournal. The two
men could not have been more different in characterand intellectual style.
Henry, at the peak of his career as a scientist-ad-ministrator, had
transformed the Smithsonian from a polyglot visioninto a flourishing
institution, moving in the process into the leadershipof organized science in
the United States; Emerson, at the peak of hiscareer as a lecturer-essayist,
had literally fled the constraints of institu-tions and for all intents and
purposes confined his organizational activi-ties to participation in the
Saturday Club in Boston. Henry had the pa-tient, synthesizing mind of the
scientist, proceeding from experiment toexperiment and from clusters of

experiments to the elucidation of moregeneral principles; Emerson, as
Oliver Wendell Holmes once remarked,"had neither the patience nor the
method of the inductive reasoner; hepassed from one thought to another not
by logical steps but by airyflights, which left no footprints." But what
marked the two in commonwas that both were self-educated, self-made
men, not in the narrowsense of having been unschooled, but rather in that
broader Emersoniansense in which genius always educates itself. Indeed,
each had literallycreated the role he played in nineteenth-century American
learning.''®
Born in 1803, the son of the pastor at Boston's First Church, Emer-son had
his formal education at the Latin School and at Harvard Col-lege and then,
after a brief period of schoolteaching, at the Harvard Di-vinity School. He
was "approbated to teach" by the MiddlesexAssociation of Ministers in
1826 and, after serving as visiting ministerin various pulpits in and around
Boston, associated himself with Bos-ton's Second Church, initially as junior
pastor to the Reverend HenryWare, Jr., and soon after as pastor. He
performed his duties with moresuccess than satisfaction, however, with the
result that he came to feelincreasingly constrained in the role; in 1832 he
offered his resignationto the congregation, which reluctantly accepted it.
Shortly thereafter, hewent for a time to Europe, where he traveled through
Italy, France,and Great Britain, meeting, among others, Samuel Taylor
Coleridge,Thomas Carlyle, William Wordsworth, Walter Savage Landor,
andJohn Stuart Mill. He returned to Boston in 1833, free of regular responsibilities, uncertain about the next phase of his career, and deter-mined
to make a contribution in the field of letters.*'
48. Oliver Wendell Holmes, Ralph Waldo Emerson, John Lathrop Motley:
Two Memoirs, inThe Works of Oliver Wendell Holmes (13 vols.; Boston:
Houghton, Mifflin and Company, 1892),XI, 283.
49. Ibid., p. 41.
The essential problem Emerson faced, as Henry Nash Smith onceobserved,
was the problem of vocation. Since the earliest days of theMassachusetts
colony, it had been assumed that the man who wouldfunction as a public
teacher—as an intellectual, if one would use a lat-ter-day word—would
serve in the ministry or in a professorship (andmost professors had been in

orders). Emerson himself had been ambiv-alent about the ministry from the
beginning, however; he once re-marked that he had decided on the ministry
"before he was acquaintedwith the character of his own mind," and there is
evidence from hisdays as an undergraduate of a profound interest in the
crafts of poetryand rhetoric. Had the youthful bachelor of arts been able to
obtain aprofessorship of rhetoric at one of the New England colleges, the
prob-lem of vocation might well have been solved. But, having chosen
theministry, Emerson had come up against the constraints of the role.
Theostensible reason for his resignation was doctrinal—a concern about
theadministration of the Lord's Supper—although the deeper reason laywith
the ministry as a way of relating to society, with the sense that
theministerial role was fundamentally tradition-bound and therefore increasingly irrelevant to the urban-industrial society that was cominginto
being. However that may be, having abandoned the ministry, Em-erson had
no clear alternative vocation to which he could commit him-self; he literally
had to create one. The role that he eventually did con-ceive was the role he
called "scholar"; and the development thatpermitted him to perform the role
for the remainder of his life was theemergence of the world of lecturing and
publishing during the 1830'sand 1840's.*«
As Emerson portrayed the role of scholar in his well-known PhiBeta Kappa
address at Harvard in 1837, it had little to do with the"gradgrind" common
to the colleges of the time or even with the pains-taking investigator
exemplified by Joseph Henry. The scholar wasrather, in Emerson's words,
"Man Thinking." At his best, he was the"delegated intellect" of all men
everywhere. All the world, all thoughtand all experience, constituted his
school, and his life was one of con-tinuing education through the influence
of nature, books, and actionupon his inquiring mind.^^
50. Henry Nash Smith, "Emerson's Problem of Vocation," New England
Quarterly, XII(1939), 52-67. The quotation is from a note Emerson wrote in
the margins of an essay entitled"Find Your Calling," in Arthur Cushman
McGiffert, Jr., ed.. Young Emerson Speaks: Unpub-lished Discourses on
Many Subjects (Boston: Houghton Mifflin Company, 1938), p. 251.
51. Ralph Waldo Emerson, "The American Scholar" (1837), in 77ie
Complete Works ofRalph Waldo Emerson (12 vols.; Boston: Houghton,

Mifflin and Company, 1903-1904). I, 84.
Of the three, the first great educator in time and importance wasnature. The
scholar could not afford to know nature secondhand: hebeyond all men
needed to know it directly, to comprehend its value ful-ly. The scholar's
initial sense of nature would come through the exami-nation and
classification of objects and phenomena, after the fashion ofthe scientist;
but his goal was not the comprehension of particular lawsand
generalizations but rather the profound understanding that in thelast
analysis he and nature proceeded from "one root," that they par-took
together of the same divinity. To grasp that understanding, inEmerson's
view, was the beginning of wisdom."
The second educative influence on the scholar was the mind of thepoet, as it
flowed through literature, art, and institutions, and especiallythrough books.
The scholar needed to consult books, recognizing alwaysthat they were
created at some particular time in the past by some par-ticular author who
had contemplated the world, given it the unique ar-rangement of his own
mind, and then articulated it for others. As such,books were surrogates for
direct learning from nature; they embodiedtruths essentially gleaned by
others. Even at their consummate best, asin the works of Shakespeare, for
example, they did the fatal disserviceof overinfluencing and thus
preempting the more difficult process of in-dependent reflection and selfdiscovery. They were dangerous and theyneeded to be used with caution; in
overvaluing them, the scholar be-came, not Man Thinking, but a
bookworm.
The third educative influence on the scholar was action, the essen-tial,
though the subordinate, companion of thought. "Without it," Em-erson
cautioned, "thought can never ripen into truth. Whilst the worldhangs
before the eye as a cloud of beauty, we cannot even see its beau-ty. In action
is cowardice, but there can be no scholar without the hero-ic mind. The
preamble of thought, the transition through which itpasses from the
unconscious to the conscious, is action. Only so muchdo I know, as I have
lived." Like books, action was valuable and neces-sary in its own right, but
it served most fundamentally as a resource: ittested and tempered intellect
and completed it in the business of living."Character is higher than

intellect," Emerson counseled. "Thinking isthe function. Living is the
functionary.""
Once educated by nature, books, and action—and that educationcontinued
over a lifetime—the scholar's duty was "to cheer, to raise.
52. Ibid.
53. Ibid., pp. 94-95, 99.
and to guide men by showing them facts amidst appearances." Like
theguardians of Plato's Republic, the scholar needed to distinguish be-tween
the permanent and the transitory and to teach the permanent asa guide to
life. And, to perform that duty, he needed to trust himselfwith steadfast
courage and confidence. "He and only he knows theworld," Emerson
insisted.
The world of any moment is the merest appearance. Some great
decorum,some fetish of a government, some ephemeral trade, or war, or
man, is cried upby half mankind and cried down by the other half, as if all
depended on thisparticular up or down. The odds are that the whole
question is not worth thepoorest thought which the scholar has lost in
listening to the controversy. Lethim not quit his belief that a popgun is a
popgun, though the ancient and hon-orable of the earth affirm it to be the
crack of doom. In silence, in steadiness, insevere abstraction, let him hold
by himself; add observation to observation, pa-tient of neglect, patient of
reproach, and bide his own time—happy enough ifhe can satisfy himself
alone that this day he has seen something truly.
For Emerson, then, the office of scholar combined the historic rolesof
philosopher, prophet, poet, critic, and seer. The scholar was
thequintessential public teacher, beholden to no individual, group, institution, or government, but responsible to all for the good of all.^^
The very breadth of the Emersonian idea of learning left ampleroom for the
polarities that were so much a part of Emersonianthought. Edwin Perry
Whipple once observed that Emerson was a"Hindoo-Yankee—a cross
between Brahma and Poor Richard." Hecould unite in the same essay—

indeed, in the same paragraph—thecontemplative and the practical, the
sacred and the profane, the altruis-tic and the selfish. Emerson deeply
believed that "no man is able orwilling to help any other man," since
everyone must learn in his ownway, obviously via self-education; yet he
talked incessantly of mankindas a whole and of "one mind common to all
individual men." In hisdoctrine of self-reliance and in his lionization of
Napoleon as "theagent or attorney of the middle class of modern society; of
the throngwho fill the markets, shops, counting-houses, manufactories,
ships, ofthe modern world, aiming to be rich," Emerson could sanctify all
thevalues Franklin had celebrated; yet he directed some of his most
severebarbs against the materialism, the selfishness, and the cynicism
thatwere coming to the fore during the course of industrialization in England and New England. He could affirm the contribution of technol54. Ibid., pp. 100, 102-103.
ogy to the forging of a new national culture in which technology wouldplay
a central role; yet he also voiced the common concern of the erathat
technology would become the master and man the servant. "A manmust
keep an eye on his servants," Emerson warned, "if he would nothave them
rule him. Man is a shrewd inventor and is ever taking thehint of a new
machine from his own structure, adapting some secret ofhis anatomy in
iron, wood and leather to some required function in thework of the world.
But it is found that the machine unmans the user."In the end, it was the user,
man, that Emerson deemed preeminent.
A man should not be a silk-worm, nor a nation a tent of caterpillars. . . .The
incessant repetition of the same hand-work dwarfs the man, robs him ofhis
strength, wit and versatility, to make a pin-polisher, a buckle-maker, orany
other specialty; and presently, in a change of industry, whole towns
aresacrificed like ant-hills, when the fashion of shoe-strings supersedes
buckles,when cotton takes the place of linen, or railways of turnpikes, or
when com-mons are inclosed by landlords. Then society is admonished of
the mischief ofthe division of labor, and that the best political economy is
care and culture ofmen; for in these crises all are ruined except such as are
proper individuals,capable of thought and of new choice and the application
of their talent to newlabor."

The breadth of Emerson's idea of education also provided leveragefor a
continuing criticism of the inevitable drift of formal educationalinstitutions
toward pedantry. The essay actually entitled "Education,"which derived
from lectures Emerson had given during the 1830's and1840's but which
was put together by literary representatives for publi-cation in 1876, after
Emerson's mental powers had begun to fail, con-nected closely with the
theme of "The American Scholar." The greatobject of education was moral:
"to teach self-trust: to inspire the youth-ful man with an interest in himself;
with a curiosity touching his ownnature; to acquaint him with the resources
of his mind, and to teachhim that there is all his strength, and to inflame
him with a piety to-wards the Grand Mind in which he lives." Thus, young
people wereurged to read books that inculcated self-trust—"a trust, against
all ap-pearances, against all privations" in one's own worth and not
in"tricks, plotting, or patronage"; and adults were urged "to respect
thechild," to discipline a boy's "uproar, fooling and horseplay" and to"arm"
his "nature . . . with knowledge in the very direction in which it
55. Edwin Perry Whipple, "Some RecoUcaions of Ralph Waldo Emerson,"
Harper's Maga-zine, LXV (1882), bl9; Journals of Emerson, II, 483;
Emerson, "History," in Works, II, 1; "Na-poleon; or. the Man of the World,"
in ibid., IV, 252; and "Wealth," in ibid., V, 166-167.
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points." More than was his wont, Emerson alluded in the essay to thepower
of particular educational institutions. "Humanly speaking, theschool, the
college, society make the difference between men. All thefairy tales of
Aladdin or the invisible Gyges or the talisman that openskings' palaces or
the enchanted halls underground or in the sea, areonly fictions to indicate
the one miracle of intellectual enlargement."Having argued thusly, however,
Emerson was still mordant in his criti-cism of contemporary educational
institutions. He extolled the "natu-ral" education of the family. "The whole
theory of the school is on thenurse's or mother's knee," he observed. "The
child is as hot to learn asthe mother is to impart. There is mutual delight."
And he celebratedthe "natural colleges" that had formed throughout history
around "nat-ural" teachers—the young men of Athens around Socrates, or
of Alex-andria around Plotinus, or of Paris around Abelard, or of

Germanyaround Goethe. But he condemned out of hand the eflfort to
organizethese "natural" phenomena into mass systems that trained people
withmilitary hurry and efficiency. "Our modes of education aim to
expedite,to save labor; to do for the masses what cannot be done reverently,
oneby one: say rather, the whole world is needed for the tuition of each pupil." The only corrective for these "quack" practices, he believed, was"to
import into education the wisdom of life. Leave this military hurryand
adopt the pace of nature. Her secret is patience."**
Now, there was a solvent power in all of this that one associateswith the
classic critics of academicism—with Erasmus, or Montaigne(who was a
favorite of Emerson), or even the young Franklin of the Si-lence Dogood
letters. Emerson himself once observed, "Beware whenthe great God lets
loose a thinker on this planet. Then all things are atrisk." As Emerson
conceived his self-defined vocation, the task that hadalways been at the
heart of prophecy was of the essence, namely, to fo-cus on human
possibility while at the same time criticizing the socialstructures that
constrained that possibility. Yet, like all solvents, whichat proper strength
dissolve everything at once, Emerson's teachings un-masked the good with
the bad and the moderate with the excessive: inthe end, they were as
withering of academic institutions themselves asof the academicism that
can beset them. Emerson attempted to providecorrectives for this—
balancing the individualism of "The AmericanScholar" with the civilizing
concern of "Culture" and the acquiescencein a beneficent fate of "Circles."
Ultimately, however, Emerson's pro56. Emerson, "Education," in tbid., X, 135, 143, 144, 126, 148, 149, 153154, 155.
phetic concern was with justice, not with balanced presentations; he believed that men needed unshackling, even from the institutions chargedwith
unshackling them."
In a remarkable way, the individualism of Emerson's thought drewtogether
the contemporary concerns of piety, civility, and learning asthey bore on
education at the same time as it implicitly criticized them.In his idea of the
relation of man to man and nature to the Oversoul,Emerson declared
essentially that all men were divine, not the electalone nor even those alone

who had chosen Christ, but all individualseverywhere. Yet he was critical of
the contribution of churches of anykind and doubted their educative role in
moving men closer to their in-born divinity. Similarly, in his idea of the
responsibility of schools andcolleges to convey the fundamentals of
literature and science, he echoedthe contemporary commitment to universal
education for general cul-ture; indeed, there are passages in the writings of
Emerson and HoraceMann that are all but interchangeable. Moreover,
Emerson was notwithout his own version of a nationalist ardor, seeing
America as ideal-ly a nation of heroic men and women, with a great
literature createdout of their own life, thought, and experience, and
ultimately teachingthe world "to make the advanced intelligence of
mankind in the suffi-ciency of morals practical." Yet here, too, he was
critical of the contri-bution that schools and colleges might make to truly
heroic individuals,at best granting them a propaedeutic function in the
larger process ofeducation, and his idea of the breadth of learning was allencompass-ing: men learned from nature, books, and action; the "useful
arts" con-tributed to the advance of civilization as well as poetry and
painting;and the American scholar needed to consider them all as he
searchedfor the truth to teach the public. In many respects, Emerson's
scholarwas Calvin's Protestant layman, a priest in his own right who
taughtand was taught by other priests: Emerson once referred to society as
agreat school in which "all are teachers and pupils in turn." In other respects, Emerson's scholar was Christian in The Pilgrim's Progress, recording his own movement toward sanctification in a journal of reflec-tion
and self-scrutiny—in fact, Emerson's journals were eloquenttestimony to
the vitality of the Puritan and Franklinian traditions ofself-education in
nineteenth-century America. And, in still other re57. Emerson, "Circles," in ibid., II, 308. Stephen Whicher makes the point,
not merely ofthe corrective, but of a fundamental shift in Emerson's thought
during the 1830's. See Freedomand Fate: An Inner Lije of Ralph Waldo
Emerson (Philadelphia: University of PennsylvaniaPress, 1953).
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spects, Emerson's scholar was democratic man living in association
withother democratic men in a mutually educative society; he liked to

referapprovingly to Goethe's tendency to ask of those he met, "What canyou
teach me?"^^
In a remarkable way, too, the very character and style of Emerson'slectures
and writings made them uniquely accessible to the contempo-rary American
public, especially, perhaps, the young. The profusion ofaphorisms, the
innumerable polarities, the frequent slips into mysti-cism, and the
unequivocal appeal to the new enabled the averageAmerican to sense his
own deepest aspirations, whatever they happenedto be. Emerson noted in
Representative Men that the heroes he por-trayed there were great, not
because they were original or unlike themen and women of their time, but
precisely because they saw whattheir contemporaries wanted and shared
their desires. As such, it waswithin the capacity of any person to become
great insofar as he couldexpress quintessentially the qualities of his time
and place. And, inseeking greatness, he could rely on the stirrings of his
own muse orconscience.^^
Emerson's representative men were also great because they had dis-covered
their divinely appointed tasks, they had followed their respec-tive callings.
The heroes among his heroes were Napoleon and Goethe,who best
represented, respectively, the external and internal lives oftheir times. Had
he been less modest in his own right, he might haveincluded himself, as the
representative teacher of his time, at least withrespect to his own country.
But the thought probably never crossed hismind. He wrote no
autobiography to equal Franklin's; and, though hisjournals were
autobiographical, it is doubtful that he wrote them with amind to
publication in their initial form. Still, by example even morethan precept,
Emerson taught his ideal of the heroic scholar-teachersufficiently well for a
number of his contemporaries to try to live it,none more self-consciously,
perhaps, than Walt Whitman. "I was sim-mering, simmering, simmering,"
Whitman once reminisced about hisown writing; "Emerson brought me to a
boil." When Whitman sentEmerson a copy of the first edition of Leaves of
Grass in 1855, Emersonwrote him that it was "the most extraordinary piece
of wit and wisdomthat America has yet contributed." In successive
versions, from the pro-nouncements of the preface to that first edition of
Leaves to the lengthyexplications of Democratic Vistas (1870), Whitman
described and ex-

58. Journals of Emerson, X, 144; and Emerson, Representative Men, in
Works, IV, 31, 284.
59. Ibid., pp. 3-35 and passim.
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emplified the teaching mission he had learned from Emerson, carryingit to
its outer limits and producing in the process the bold poetry of thecommon
man that Emerson had envisioned but been unable to write.
I say that democracy can never prove itself beyond cavil, until it foundsand
luxuriantly grows its own forms of art, poems, schools, theology, displacing all that exists, or that has been produced anywhere in the past, under opposite influences.
It is curious to me that while so many voices, pens, minds, in the
press,lecture-rooms, in our Congress, and etc., are discussing intellectual
topics, pe-cuniary dangers, legislative problems, the suffrage, tariff" and
labor questions,and the various business and benevolent needs of America,
with propositions,remedies, often worth deep attention, there is one need, a
hiatus the profound-cst, that no eye seems to perceive, no voice to state.
Our fundamental want to-day in the United States, with closest, amplest
reference to present conditions,and to the future, is of a class, and the clear
idea of a class, of native authors,literatures, far diff"erent, far higher in
grade than any yet known, sacerdotal,modern, fit to cope with our
occasions, lands, permeating the whole mass ofAmerican mentality, taste,
belief, breathing into it a new breath of life, givingit decision, aff'ecting
politics far more than the popular superficial suff"rage,with results inside
and underneath the elections of Presidents or Congresses,radiating,
begetting appropriate teachers and schools, manners, costumes, and,as its
grandest result, accomplishing, (what neither the schools nor thechurches
and their clergy have hitherto accomplished, and without which thisnation
will no more stand, permanently, soundly, than a house will standwithout a
substratum,) a religious and moral character beneath the politicaland
productive and intellectual bases of the States. For know you not,
dear,earnest reader, that the people of our land may all read and write, and

may allpossess the right to vote—and yet the main things may be entirely
lacking?—(and this to supply or suggest them.)
However diflferent in character, style, and mien Whitman might havebeen
—and it is testimony to Emerson's genius as a teacher that he didnot permit
that basic difference to restrain his encouragement—Whit-man was
Emerson's American scholar come to life, the god-poet who"announces that
which no man foretold," who "stands among partialman for the complete
man, and apprises us not of his wealth, but of thecommonwealth."^^
60. John Townscnd Trowbridge, My Own Story with Recollections of
Noted Persons (Bos-ton: Houghton, Mifflin and Company, 1903), p. 367;
Ralph Waldo Emerson to Walt Whitman,July 21, 1855, in Leaves of Grass,
The Collected Writings of Walt Whitman, edited by Gay Wil-son Allen and
Sculley Bradley (New York: New York University Press, 1965), p. 729;
WaltWhitman, Democratic Vistas (New York: Smith & McDougal, 1870),
pp. 5-6; and Emerson,"The Poet," in Works. Ill, 5.
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Chapter 9
THE DILEMMAS OF POPULARIZATION
The great and immediate functions of exhibitions are to stimulate
andeducate. They act, not only upon the industrial classes, but upon
allclasses of men. They increase as well as diffuse knowledge. By bring-ing
together and comparing the results of human effort, new germs ofthought
are planted, new ideas are awakened, and new inventions areborn.
WILLIAM p. BLAKE
The world of public teaching within which Emerson chose to pursuehis
vocation after leaving the ministry expanded dramatically duringthe first
century of national life. Publishing grew from a minor indus-try in which
individual printers catered to local communities into a ma-jor national
enterprise. A vigorous lyceum movement, born in the1820's, brought
lecturers on every conceivable topic to hamlets andtowns in all parts of the

country. And a burgeoning number of librar-ies, fairs, and museums
displayed an astonishing variety of culturalwares to all who would partake
of the offering. Every one of these in-stitutions was caught up in the
dilemmas of popularization. During anera of intense didacticism, each
started out with reasonably well-definednotions of what education would be
of most worth; but, in the spiritedcompetition that marked the American
cultural economy, they all rec-ognized that to educate one must in the first
instance survive. As theyreached for clienteles, their notions of educational
worth interacted withtheir interest in survival, and in the process their
programs underwentcontinuing alteration. The Boston Public Library of the
1850's was asdifferent from the subscription libraries of the Revolutionary
era as P.T. Barnum's circus was from Charles Willson Peale's museum. And
inthe changes lay a transformation in the education of the public. Emer-son
comprehended the transformation, even as he exploited and criti298
cized it, and in so doing he became, by his own criteria, the representa-tive
educator of his time.
II
The printer continued as an entrepreneur of education during the earlyyears
of the Republic, much in the fashion of Benjamin Franklin. Inhamlets and
towns throughout the country, enterprising artisans set upshop and served
their localities not only as printers but also as authors,editors, bookbinders,
booksellers, and librarians. Until well into thenineteenth century, the
technology of printing was such that a second-hand press and the several
fonts of type necessary to make a beginningcould be purchased for as little
as $200; and, if the cost of transportingthat equipment to some rural byway
could be substantial, it was rarelyprohibitive. In some instances, the
necessary capital seems to have beenraised via subscription, in others via
patronage, and in still others viaborrowing. Whatever the source of the
capital, however, the printerwas often one of the earliest settlers of a town
and therefore one of themost influential. Thus, John Scull and Joseph Hall
arrived in Pitts-burgh with type and hand press as early as 1786, when the
populationstill numbered fewer than four hundred; while William
Maxwellprinted the Laws of the Territory of the United States North-west

of theOhio . . . , the first book published northwest of the Ohio River, in
Cin-cinnati in 1796, when the town itself was composed mostly of log cabins and a few frame houses and the entire territory had a population
ofaround fifteen thousand.
Like Franklin, whose memory they cherished, the printers of theearly
national era were enterprising and versatile. Most of them pub-lished
newspapers, creating much of the copy themselves and borrowingthe rest
from other printed sources, and a few published magazines.Most also
undertook job printing—handbills, tickets, and brochures.From there it was
but a short step to sermons, tracts, pamphlets, andbooks, particularly
schoolbooks; and, once there were sermons, tracts,pamphlets, and books, it
was but another short step to the establish-ment of a bookstore with a
circulating library. In larger communities,and particularly in cities, the
several functions became separate andspecialized; in the process the
distinctive role of publisher came intobeing.
The career of Isaiah Thomas, which spanned the Revolutionaryand early
national periods, furnishes an excellent example. Born in1749, the son of a
Boston ne'er-do-well, Thomas learned the printer's
art as an apprentice to Zechariah Fowle and then went on to becomeFowle's
partner in the estabhshment of the Massachusetts Spy. A sup-porter of the
Revolutionary cause, he fied Boston when it was occupiedby the British in
1775 and set up shop in Worcester, where he re-mained, except for a brief
interlude in Salem, for the rest of his life.Building on the income and
reputation of the Spy, he began during the1770's to issue magazines,
almanacs, and books as well. By the mid-1790's, when his business reached
its zenith, he had in his employ atWorcester alone some 150 individuals,
and he also maintained partner-ships in a number of other cities. Thomas
published some of the earli-est English dictionaries and Bibles to enjoy
widespread circulation inAmerica, as well as the first extensive works of
music and the first nov-el by a native American author. He also published
dozens of textbooks,ranging from Nicholas Pike's arithmetic to Sir William
Blackstone'sCommentaries on the Laws of England, along with some of the
bestEnglish literature of his time, including scores of attractively
illustratedchildren's books.

Now, in the very nature of these diverse activities, Thomas foundhimself
inevitably in the business of educating. For one thing, he quiteconsciously
selected much of what he printed. Franklin had observedmany years earlier
that printers cheerfully served all writers and paidthem well, without regard
to which side of any question the writershappened to be on; and, to the
extent that printers of the early Repub-lic continued to be entrepreneurs
who accepted job printing as it cameto them, Franklin's observation
remained accurate. But, as was verymuch the case with Franklin himself,
printers also found themselvesmaking independent decisions on their own
initiative, supported bytheir own capital, concerning what might be worthy
of issuing or re-issuing, and in the making of such decisions standards of
quality, desir-ability, and attractiveness inevitably came into play. It is to
Thomasescredit that he recognized the superiority of Noah Webster's speller
andgrammar, William Perry's dictionary, Nicholas Pike's arithmetic,
JohnNewberry's chapbooks, and such contemporary English stand-bys
asGoody Two-Shoes, Mother Goose, and Robinson Crusoe; but the
centralfact is that he chose them from among competing alternatives,
andprobably with as much attention to substance as to salability—in
fact,substance and salability were inseparable. Beyond the selections
ofwhat to issue, there were the associated activities of dissemination—
thestocking and management of the bookstore, the supplying of schoolteachers and their students, and the circulation of printed matter via
themails, which also involved the printer in the business of education.
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As printers plied their trade, then, and as they increasingly assumedthe role
of publishers, they ended up deliberately choosing material foraudiences
that were already in being (schoolchildren, for instance, ornewspaper
readers) or that were slowly coming into being (readers ofnovels, for
instance, or subscribers to women's magazines). And, inmaking these
choices, particularly as they went beyond simple decisionsto reprint
material already extant, they came to serve as mediators be-tween authors
aspiring to readership and audiences or publics thatwere at best ill defined.
If one considers, by way of example, the fieldof magazine publishing, there
emerged during the 1820's and 1830's alarge number of special periodicals
addressed to particular audiences—children, or women, or Baptists, or

Democrats, or schoolteachers, orbusinessmen, or scientists. In some
instances, a printer would inaugu-rate such a periodical and undertake to
edit it himself; in others, aprinter would engage someone else to perform
the editorial function. Ineither instance, the task of editing was to seek out,
commission, attract,and prepare material that would instruct and entertain
the perceivedaudience at the same time as it encouraged that audience to
continue tosubscribe. In effect, the material was pointedly addressed to the
audi-ence at the same time as it actually created or enlarged the audience.
Inthe process, however much crass notions of marketability may
haveguided the editor, education inevitably took place.
The Illinois Monthly Magazine observed editorially in 1831 thatthe United
States was experiencing "a golden age of periodicals." Actu-ally, it was a
golden age of publishing in general, with a rapid expan-sion in book,
magazine, and newspaper publication throughout thecountry, especially in
the cities, notably New York, Boston, and Phila-delphia. Samuel Griswold
Goodrich, who was active in American pub-lishing from 1816 until his
death in 1860, included in his autobiogra-phy some estimates of book
production in the United States between1820 and 1850, which, though at
best approximations, convey a senseof the scope and rapidity of change:
Estimates of Book Production
(in dollars)
1820

1830

1840

1850

Schoolbooks

750,000

1,100,000

2,000,000 5,500,000

Classical books

250,000

350,000

550,000 1,000,000

Theological books 150,000

250,000

300,000 500,000

Law books

200,000

300,000

400,000 700,000

Medical books

150,000

200,000

250,000 400,000

All others

1,000,000

1,300,000

2,000,000 4,400,000

Total

2,500,000

3,500,000

5,500,000 12,500,000

In addition to these raw estimates of dollar volume, at least four addi-tional
trends are worthy of note. First, though American publishingwas
increasingly concentrated in the eastern cities, it remained a com-paratively
diffuse enterprise, with regional centers in communities likeAlbany, New
York, Cincinnati, Ohio, and Charleston, South Carolina.Second, though
book publishing in particular passed increasingly intothe hands of a few
large firms, the individual entrepreneur who print-ed, published, edited,
bound, and sold pamphlets, almanacs, school-books, and newspapers
remained a characteristic player on the Ameri-can scene through much of
the century. Third, though Americanpublishers issued comparatively few
original works of belles-lettres dur-ing the early decades of the century,
preferring to pirate the novels ofScott and Dickens and the essays,
biographies, and histories of theirEuropean contemporaries, they did send
forth a flood of original popu-lar works, ranging from formal textbooks for
school use to practicalhandbooks of self-instruction. And finally, though the
reprinting of Eu-ropean works remained a mainstay of American publishing
throughoutthe century, American works did come to dominate the
American mar-ket by the time of the 1840's.^
Goodrich himself remains an excellent example of the single entre-preneur
during this period of rapid expansion in American publishing.A native of
Connecticut, he had tried several businesses before he en-tered publishing
in partnership with his friend George Sheldon in1816. When Sheldon died
in 1817, Goodrich continued the business onhis own. His early issues

consisted of such staples as the Family Bibleand an eight-volume edition of
the works of Sir Walter Scott. In 1827Goodrich began to write his Peter
Parley books, a series of textbooks,readers, and anthologies for children
presented in the form of tales toldby a fictitious old raconteur. In the fashion
of many contemporaryAmerican authors, including Washington Irving,
James FenimoreCooper, and Walt Whitman, Goodrich issued many of the
books underhis own imprint. Still later, Goodrich undertook publication of a
giftannual called The Token, as well as other periodicals addressed to juvenile and adult audiences. In effect, Goodrich was part author, part edi-tor,
and part publisher, and his career illustrates the lack of definitionin the
several roles that persisted until well into the latter part of thecentury. But it
also exemplifies the didactic element that was at the
1. Illinois Monthly Magazine, I (1831), 302. The tabic on book produaion is
a composite ofthe figures given in S. G. Goodrich, Recollections of a
Lifetime, or Men and Things I Have Seen(2 vols.; New York: Miller, Orton
and Mulligan, 1856), II, 380, 382, 385.
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heart of American publishing in the early national period. Goodrich notonly
prepared books and magazines for children with an explicit didac-tic
concern; he also deliberately undertook to publish American
authors,beginning with an edition of the poetry of John Trumbull in 1820
onwhich he lost a substantial sum of money. Later, in his
autobiography,Goodrich noted with special pleasure the shift in American
publishingthat had taken place during the 1830's and 1840's, from an early
pre-ponderance of reprinted English works to a later preponderance
oforiginal American writing.
In contrast to Goodrich, the Harper brothers were far more repre-sentative
of the large eastern publishing houses that came into beingduring the
second and third quarters of the nineteenth century. TheHarper firm, was
organized in 1817 in New York City by James andJohn Harper, both of
whom had recently completed apprenticeshipswith other printers. Their first
book was an edition of an Englishtranslation of Seneca's Morals, and they
followed it with a succession oftextbooks, prayer books, hastily produced
reprints of Scott novels, andoriginal editions of American works. James and

John were soon joinedin the business by their brothers, Wesley and
Fletcher, and, though thefirm continued to print a variety of works for
others, principally NewYork City bookseller-publishers, they found
themselves increasinglyissuing works under their own imprint. By the end
of the 1820's, thefirm was widely acknowledged to be the largest bookprinting establish-ment in the United States.
Like Goodrich, the brothers reprinted popular European works andprinted
original American works, and, like Goodrich, they acceptedworks proffered
to them and commissioned other works as well; unlikeGoodrich, they
prepared none of their own. In all of this, the elementof selection, and with
it didacticism, was obviously present. But thebrothers went beyond
Goodrich in adopting one particular innovationthat placed them squarely
within the realm of education: as a market-ing device, they borrowed the
contemporary English practice of issuingseries of books labeled "libraries."
There were the Family Library (187titles), the Classical Library (37 titles),
the Library of Select Novels (36titles), the Boy's and Girl's Library (32
titles), the Theological Library(9 titles), the Dramatic Library (5 titles), and
the School District Li-brary (in six series comprising 295 titles). What the
series did, doubt-less for commercial as well as educational purposes, was
for all intentsand purposes to establish "curricula" for self-study in
households, li-braries, and churches. No one would argue that the Harpers
saw the
series explicitly as "curricula"; but, once they had decided on the titlesfor a
series, according to whatever assumptions they might make con-cerning
availability, taste, desire, and marketability, the series qua se-ries inevitably
functioned as a curriculum, testifying by its very exis-tence that those titles
v^ere the most desirable to be read by thedesignated audience.
Given the circulation of the Family Library over the years, the in-fluence of
that particular curriculum must have been prodigious. In-cluding as it did
editions of Bacon, Locke, Paley, and Franklin, alongwith contemporary
works by the British reformer Henry Brougham,the Scottish phrenologist
George Combe, the German-American econo-mist Francis Lieber, and the
American author Richard Henry Dana,the series reflected the essential
utilitarianism at the heart of the Amer-ican idea of prudent learning. That

utilitarianism doubtless shaped theHarpers' conception of what would sell,
and, once the series was pub-lished, that utilitarianism was doubtless
strengthened in turn. All theworks were essentially popular, with an
overwhelming emphasis onhistory, biography, natural science, and practical
wisdom. The theologywas abbreviated and nondenominational, as befit a
series aimed at awide audience; while works of native belles-lettres were
notable fortheir scarcity.
A final word should be included about the religious publishers thatwere
contemporary with the Harper firm, since for all the variety ofthe Harper
list and the ingenuity of the Harper marketing eff'ort, thefirm managed
nowhere near the circulation of the materials proff"eredby the American
Bible Society, the American Tract Society, and theAmerican Sunday-School
Union. As has been suggested, those organi-zations continued to
disseminate the Bible and an ancillary devotionalliterature on a scale
unprecedented in history, and it was they, alongwith the various
denominational religious publishers, who provided thepreponderant body of
reading material for the American public duringthe first century of national
existence.
Ill
The cost of books and magazines remained quite reasonable during theearly
decades of the nineteenth century, as a larger reading public com-bined with
technological advance and competition among publishers tokeep prices
down. Ordinary works of fiction during the 1830's werepriced at from $1 to
$2, depending on length, and, during periods of
cutthroat competition and cost cutting, those prices could tumble toi2V^^
for shorter works and 2bi for longer ones. The Harper FamilyLibrary sold at
45^ per volume during the years the several volumeswere appearing, and
after 1845 the complete lot of 187 titles could behad for $80. The
subsidized volumes of the American Sunday-SchoolUnion went for even
less, with the hundred select works of the Sunday-School and Family
Library (ranging from 72 to 252 pages in length)selling for $10 in the early
1840's. During the same period, a year'ssubscription to the Southern
Literary Messenger cost $5, and to theDial $3, while the publishers of the
Ladies' Wreath, the "king of thedollar magazines," would ship a club

subscription of twenty copies to asingle address for $13 annually. Even so,
these costs proved prohibitiveto many Americans, either because they could
not or would not sustainthem. The result was that libraries flourished, with
many diflferent em-phases and clienteles and under many different forms of
sponsorship.
The private, individually owned libraries of the provincial era obvi-ously
continued—in manses, in physicians' and lawyers' offices, in thestudies of
amateur scientists and philosophers, and in the homes of or-dinary men and
women. They provided the basis of a good deal of for-mal and informal
apprenticeship training; and, while few nineteenth-century tales of library
experience are as dramatic as CharlesGrandison Finney's conversion to
Christianity after reading about theMosaic code in Benjamin Wright's law
library, nineteenth-centuryautobiographies are replete with stories of
borrowed books exercisingtransforming influences. The circulating libraries
of the provincial eraalso continued, principally in the towns and cities,
where they werecommonly joined to other enterprises—often a printing
establishment ora bookstore and sometimes even a millinery shop such as
the onesMary Sprague and Kezia Butler conducted in Boston during the
early1800's.
The cooperative and corporate libraries of the provincial era alsocontinued
to flourish. The Harvard College Library remained the larg-est single
collection in the United States during most of the nineteenthcentury,
expanding from 12,000 volumes in 1790 to 154,000 in 1875(with as many
pamphlets in addition), and that exclusive of the numer-ous other libraries
at Harvard maintained by the various professionalschools and student
societies. The other older college libraries faredvariously. The collection of
Yale College numbered 78,000 in 1875,again not including the collections
of the professional schools and stu-dent societies; the collections of the
colleges at Columbia and the University of Pennsylvania numbered around 20,000; while the collectionof the
College of William and Mary numbered only 5,000, having beendestroyed
by fire in 1859 and again in 1862. Among the nevv^er institu-tions, such as
Bethel in Tennessee or Geneva in Ohio, libraries of un-der 500 volumes
v^ere common.^

The several kinds of subscription, association, and proprietary li-brary that
had generally passed under the rubric "social library" ex-panded rapidly
during the nineteenth century, the form, like that of theprivate academy,
appearing peculiarly adapted to public effort duringthe Jacksonian era and
after. Every manner of collaborative venturecame into being. Subscribers
joined together to establish libraries fortheir o'wn use and often for the use
of others as v^ell. Men of high pur-pose established libraries in which
ambitious young apprentices andmechanics might improve themselves
vocationally and morally. Mer-chant clerks established libraries to facilitate
their own economic ad-vancement. And the partisans of various social and
religious movementsfounded libraries to promulgate their various social
and religious views.As was often the case with academies, both the clientele
and the spon-sorship of such libraries frequently broadened in the years
after theirinitial establishment, leading in turn to a broadening of their
purposesand purviews. Many of them—and they numbered in the hundreds
by1875—came under public support and control in the latter part of
thenineteenth century.
The most prevalent kinds of library by far during the 1840's and1850's were
the Sunday school libraries and the district school libraries.Tied as they
were to extant popular local institutions—the publicschool and the church
or Sunday school, frequently stocked with collec-tions gathered and
approved by distant figures of acknowledged moraland intellectual
authority, and easily and cheaply established—these li-braries blanketed the
country by mid-century, the Sunday school librar-ies sponsored by the
American Sunday-School Union and the districtschool libraries encouraged
first by permissive and then by compulsorylegislation enacted in the several
states. When William Jones Rhccspublished his Manual of Public Libraries
in 1859, he estimated thatthere were 50,890 libraries in the United States,
holding 12,720,686volumes. Of these, 30,000 libraries, holding 6 million
volumes, were
2. U.S., Bureau of Education, Public Libraries in the United States of
America: Special Re-port (1876), chap, ii, sec. 2.
Sunday school libraries, and 18,000 libraries, holding 2 million vol-umes,
were district school libraries.^

Technically, and particularly in latter-day formulations, the Sundayschool
libraries would be designated "private" and the district school li-braries
"public"; but in the minds of the citizenry both were usuallyseen as public,
as indeed were many of the social libraries of the era. Asthe nineteenth
century progressed, however, the term "public" was in-creasingly reserved
for separate local institutions that were publiclysupported, publicly
controlled, and freely open to all clients on an equalbasis. The arguments
for public libraries, which began to gain currencyafter 1850, tended to
combine all the assertions in favor of widespreadreading—self-culture,
moral improvement, and vocational advance-ment—but their most
interesting feature was their similarity to argu-ments favoring public
schools. As the highly influential 1852 report ofthe trustees of the Boston
Public Library stated the case:
If we had no free schools, we should not be a community without
education.Large numbers of children would be educated at private schools
at the expenseof parents able to afford it, and considerable numbers in
narrow circumstanceswould, by the aid of the affluent and liberal, obtain
the same advantages. Weall feel however that such a state of things would
be a poor substitute for oursystem of public schools, of which it is the best
feature that it is a public provi-sion for all; affording equal advantages to
poor and rich; furnishing at thepublic expense an education so good, as to
make it an object with all classes tosend their children to the public schools.
It needs no argument to prove that, in a republican government, these
arefeatures of the system, quite as valuable as the direct benefit of the
instructionwhich it imparts. But it is plain that the same principles apply to
the fartherprogress of education, in which each one must be mainly his own
teacher.Why should not this prosperous and liberal city extend some
reasonableamount of aid to the foundation and support of a noble public
library, towhich the young people of both sexes, when they leave the
schools, can resortfor those works which pertain to general culture, or
which are needful for re-search into any branch of useful knowledge?
Arguments such as these became especially prevalent and persuasiveduring
the third quarter of the century, particularly in New Englandand the

Midwest; and, while one can point to some twenty-five librar-ies founded
before 1850 that might properly be classified as "public" in
3. William J. Rhees, Manual of Public Libraries, Institutions, and Societies,
in the UnitedStates and British Provinces of North America (Philadelphia:
J. B. Lippincott, 1859), p. xxviii.
the usage of the Boston Library trustees, 257 such institutions were estabhshed in the United States between 1850 and 1875.'*
As with all educative institutions, the stocking of libraries withbooks,
pamphlets, and periodicals inevitably raised problems of selec-tion.
Assuming finite resources, which materials would be made avail-able with
what clienteles in mind, and who indeed would make thechoices? When
Benjamin Franklin and his associates in the junto hadorganized the Library
Company of Philadelphia in 1731, they hadstarted with an annual budget of
twenty-five pounds and the assump-tion that the books purchased would be
for the use of the subscribers.Franklin and his friend Thomas Godfrey had
selected the initial vol-umes in consultation with James Logan, and not
surprisingly the col-lection they had chosen was essentially practical, filled
with handbooks,histories, atlases, selected classics such as Homer's Iliad
and Plutarch'sLives, and such lively periodicals as the Taller, the Spectator,
and theGuardian.
Later, in the case of other social libraries, the subscribers as agroup made
the selection, or they designated some representative orrepresentatives to do
the actual choosing. As clienteles broadened, how-ever, or as subscribers
established libraries expressly designed for cli-ents other than themselves—
apprentices, or mechanics, or merchantclerks—there was the inevitable
tension between asssumptions concern-ing what the readers might want and
beliefs concerning what wouldmost benefit them. If the fare was
unattractive, there would be no read-ers; if the fare merely catered to
popular wants, there would be no up-lift. Somewhere in the balance
between the two lay the course of educa-tion—a course often determined as
much by factors of the market andchance as by carefully planned didactic
programs. Thus, the book col-lections of social libraries during the first
years of the nineteenth cen-tury tended to resemble the content of the
periodical press: history, bi-ography, travel, and belles-lettres were the

dominant categories, withany drift toward specialization that occurred after
1815 simply reflect-ing efforts to meet the needs of particular clienteles
(juvenile books forchildren or vocational handbooks for apprentices), much
in the waymagazines began to cater to special audiences. And the book
collectionsof circulating libraries, which were dependent on per-book rental
fees,tended to be even more sensitive to the desires of clients, and therefore
4. Report of the Trustees of the Public Library of the City of Boston, fuly,
J852 (Boston; J.H.Eastburn, 1852), pp. 7-8; and Public Libraries in the
United States of America, 781-782.
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included an even greater preponderance of fiction, belles-lettres, history,and
biography.
As clienteles diversified and as libraries sought to clothe themselvesin the
mantle of publicness, recommendations appeared in variousquarters
concerning precisely what the ideally balanced collection oughtto include.
One of the earliest appeared in 1793 from the pen of Thad-deus Mason
Harris, who was serving at the time as Librarian of Har-vard. "Surrounded
by the largest collection of books in America, andhaving made it a constant
practice to read all the English reviews,"Harris explained, he was
undertaking the responsibility of suggestingbooks for his less fortunate
countrymen—his endeavor being "to form acatalogue for a small and cheap
library, intended to suit the tastes andcircumstances of common readers."
Harris's list included 276 titles, ar-ranged under three large divisions—
memory, reason, and imagination.There was probably more theology in the
collection than would havebeen recommended from other quarters—Harris
was, after all, writingfrom Harvard in New England—and there was
probably less in thepractical arts and sciences. But a substantial portion of
the list did fallwithin the categories of history, biography, travel, poetry,
drama, andfiction, so that even here the taste of that portion of the
contemporaryreading public who patronized libraries exercised an apparent
influ-ence.^

Other similarly motivated recommendations appeared from time totime
thereafter and doubtless exerted modest influence. But surely themost
influential recommendations were those that were actually em-bodied in
published "libraries" of the sort the Harper brothers aggres-sively marketed.
The American Society for the Diffusion of UsefulKnowledge was
organized in 1836 by a group of eminent men of aff'airsand announced
ambitious plans to publish the American Library forSchools and Families.
The society was clearly modeled after the Societyfor the Diffusion of
Useful Knowledge founded by the Scottish reform-er Henry Brougham and
his associates in London in 1826. But, unlikeits more successful antecedent,
its plans were never realized. By con-trast, those of the American SundaySchool Union were realized, andabundantly so. Under the aggressive
leadership of Frederick A. Pack-ard, a Massachusetts attorney who for
thirty years served as editorialsecretary of the Union, the ASSU prepared
several select libraries that
5. Thaddcus Mason Harris, A Seleced [stc] Catalogue of Some of the Most
Esteemed Publi-cations in the English Language (Boston: L. Thomas and
E.T. Andrews, 1793), pp. iv-v.
became the bases of Sunday school, and to a lesser extent, district
schoollibraries throughout the country. Produced cheaply and sold
aggressive-ly, the Union's publications dominated American libraries
throughmuch of the century, and Packard's tastes exercised a decisive
influencein the selection of fare they served to their grov^ing clientele.
During the 1820's, members of the ASSU's Committee on Publica-tions
referred to themselves as "dictators to the consciences of thousandsof
immortal beings," and patently saw themselves as custodians of truevalues
in an exploding world of print that was dominated by the falsedoctrines of
silly fiction. In providing reading matter for millions of or-dinary men,
women, and children who would patronize local libraries,the committee
saw as its preeminent responsibility the selection of ma-terial that would
lead readers to intellectual and moral improvement.Although the committee
was less subtle about its mission than some,and although it clothed its
statement of purpose in fewer euphemisms,its position about the
responsibility to educate was characteristic ofthose who selected book

collections for the public, whether they weresubscribers or proprietors, as
was most often the case in the early yearsof the century, or librarians, as
was increasingly the case after 1850.*
One final point bears comment. Although the principal thrust ofAmerican
libraries in the nineteenth century was to popularize their of-ferings to suit
their broadening clienteles, more elitist notions of custo-dianship also
appeared. In institutions such as the Harvard Library,the Boston Athenaeum
(founded in 1807), the Astor Library (foundedin 1849), the Smithsonian
Institution, or the Library of Congress, thenotion of custodianship expressed
itself in vigorous assertions of the re-sponsibility of cultural preservation.
The individuals who led these in-stitutions, men such as William Jones
Rhees, Joseph Green Cogswell,Charles A. Cutter, and Ainsworth Rand
Spofford, among others, werepainfully aware of the superiority of the great
European collections,and they led a tireless crusade during the latter half of
the century todevelop comparable centers of research and scholarship in the
UnitedStates. Their efforts were in their very nature counter to the more
pop-ular trend, but even here a concern for the general good was in evidence as the nation's most articulate and self-conscious librarians urgedthat
republics as well as monarchies needed to be aggressive about
theirscientific inquiry and aware of their historical traditions, and that wellsupplied libraries were crucial elements in the advancement of both enterprises.
6. American Sunday-School Magazine, I (1824), 1.
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When Franklin recounted the story of the founding of the LibraryCompany
of Philadelphia in his Autobiography, he alluded to the obvi-ous benefit
members of the junto would derive from pooling theirbooks: "By thus
clubbing our books to a common library," he observed,"we should . . . have
each of us the advantage of using the books of allthe other members, which
would be nearly as beneficial as if eachowned the whole." But he then went
on to mention another, equallyimportant advantage that would accrue from
having the books easily athand: collected, arranged, and accessible, they

would be "ready to con-sult in our conferences." Those conferences, of
course, were at the veryheart of the junto's activities, and it was assumed
that reading wouldinvaluably enrich them. Beyond that, reading itself was
very much a so-cial act in the eighteenth century. One tended to read aloud
and incompany, and then to discuss what one had read with others. It remained a social act in the nineteenth century, though in somewhat dif-ferent
ways. Individuals increasingly read silently and in solitude, but itcontinued
to be widely assumed that at some point they would "set"what they had
gleaned from their reading through discussion and mu-tual inquiry. In
effect, in the minds of those who thought about the is-sue, libraries and the
self-education they symbolized were inextricablyjoined to discussions and
the mutual education they symbolized. Thewritten word and the spoken
word remained inseparable.^
The spirit of Franklin's junto—the idea of a club for mutual im-provement
that united these various functions—continued to hold acentral place in the
life of the new nation. It was evident in every man-ner of athenaeum and
institute, literary confederation and philosophicalacademy, and society for
the promotion of the sciences, the arts, agricul-ture, industry, and
commerce. Such organizations sprang up by thescore during the last
decades of the eighteenth century and first decadesof the nineteenth,
principally in the towns and cities. They frequentlydisplayed extralocal
pretensions, and some of them were even charteredby their respective state
legislatures; but, in the extent to which theywere associated with any
particular place, that place tended to be aroom or building that joined a
library to the opportunity for systematic,sustained discussion among the
members. The forms of such discussion
7. The Autobiography of Benjamin Franklin, edited by Leonard W.
Labaree, Ralph L. Ket-cham, Helen C. Boatfield, and Helene H. Fineman
(New Haven: Yale University Press, 1964),pp. 130, 142.
were clearly rooted in the Protestant tradition of the study and exegesisof
the word, and thus tended to revolve around reading, lecturing, andthe
formal exchange of ideas. Of these, the lecture has had the mostsystematic
historical scrutiny, and with good reason: the nineteenth cen-tury was a
great age of lecturing, during which the lecture as a rhetori-cal, didactic,

and literary form surely came into its own. But the less-dramatic enterprise
of ordinary men and women exchanging ideas withone another merits
equally careful attention, for it bore a crucial kin-ship, albeit in the cultural
realm, to the sort of freewheeling discussionthat marked the democratical
societies of the 1790's and the Washing-ton Benevolent Societies of the
succeeding decade and that subsequentlybecame a hallmark of Jacksonian
politics. That sort of discussion edu-cated in cultural affairs quite as
effectively as in political affairs; and,for many whose schooling consisted
of the year or two necessary to pro-duce minimal literacy, such discussion
provided whatever educationthey were able to obtain beyond their own
experience privately consid-ered.
No institution during the first half-century of national life incarnat-ed the
educational values of the discussion of cultural affairs quite sowell as the
American Lyceum. The organization was founded in 1826by a well-to-do
Connecticut farmer turned amateur scientist named Jo-siah Holbrook.
Holbrook had attended Yale during the first decade ofthe century and had
then opened a private school in his native town ofDerby. Subsequently,
having heard the lectures of the Yale scientistBenjamin Silliman, he had
attempted a number of experiments withschools that combined manual
training, agricultural education, and for-mal academic instruction. By the
1820's Holbrook had acquired some-thing of a reputation as a spokesman
for the new sciences and a parti-san of educational reform. The initial
announcement of the Lyceumcame in an anonymous letter to William
Russell's American Journal ofEducation that, interestingly enough, did not
include the term "ly-ceum." "Sir," it began, "I take the liberty to submit for
your consider-ation, a few articles as regulations for associations for mutual
instruc-tion in the sciences, and in useful knowledge generally. ... It seems
tome that if associations . . . could once be started in our villages, andupon a
general plan, they would increase with great rapidity, and domore for the
general diffusion of knowledge, and for raising the moraland intellectual
taste of our countrymen, than any other expedientwhich can possibly be
devised."®
8. American Journal of Education, I (1826), 594.

Holbrook then went on to state two general objectives for the con-templated
associations: first, "to procure for youths an economical andpractical
education, and to diffuse rational and useful informationthrough the
community generally; and, second, "to apply the sciencesand the various
branches of education to the domestic and useful arts,and to all the common
purposes of life." Moreover, he also set forth themeans whereby such
associations might most effectively be brought intoexistence: dues would be
set at a dollar a year; there would be the usualroster of officers, along with
five curators, who would choose any lec-turers brought to the association
and also oversee whatever books, sci-entific apparatus, and cabinets of
material the association happened toacquire; and there would be a hierarchy
of representative county andstate "boards of mutual education," capped by a
"general board" em-bracing the entire United States.*
A firm believer in his own preachments, Holbrook actually organ-ized the
first such association a few weeks after his proposals appeared.Having
delivered a course of lectures on the natural sciences at Mill-bury, in
Worcester County, Massachusetts, he succeeded in "inducingthirty or forty
of his hearers, farmers and mechanics of the place, to or-ganize themselves
into a society for mutual improvement, which at hisrequest was called
'Millbury Lyceum No. 1, Branch of the AmericanLyceum.'" Within months,
sparked by Holbrook's unflagging enthusi-asm, a dozen nearby villages had
followed Millbury's lead, WorcesterCounty had organized the first county
lyceum, and the movement hadspread south to Windham County in
Connecticut. By 1829 there werelyceums in every region of the country and
Holbrook had announced ina widely circulated pamphlet the advantages
that would inevitably ac-crue to any locality that decided to organize such
an association: conver-sation would improve; young people would seek and
enjoy a higher lev-el of amusement; the community, having pooled its
resources, wouldenjoy a more economical program of entertainment; local
libraries,schools, and academies would benefit from the renewed
enthusiasm foreducation; local teachers would profit from the sustained
discussion ofeducational affairs; and a steady flow of local maps, histories,
and sur-veys would surely eventuate from citizens seeking to exploit their
new-found interest in the arts and sciences.

One can point to at least two sources for Holbrook's remarkable setof
proposals and the complex of activities they set in motion. Surely onewas
the record of the British mechanics' institutes and the substantial
9. Ibtd,. pp. 595, 596.
program of adult education they had managed to mount by the 1820's.The
institutes traced their roots to the Andersonian Institution in Glas-gow,
which had been founded with a bequest from Professor John An-derson,
who had willed his museum, his library, and his "philosophicalapparatus" to
the development of a system of popular education thatwould be open to all
classes and both sexes. In 1800-01, a young pro-fessor at the Andersonian
named George Birkbeck announced a seriesof lectures in the field of natural
philosophy pointedly directed to arti-sans and mechanics. Later, after he
had moved to London and taken upthe practice of medicine there, Birkbeck
helped organize the LondonInstitute for the Diffusion of Science,
Literature, and the Arts and onseveral occasions delivered lectures on
natural and experimental philos-ophy to audiences of mechanics and
artisans. Also in London, Birkbecktook up with his former classmate at the
University of Edinburgh,Henry Brougham, and the two men lent their
support to the largermovement of English educational reform. When a
group of mechanicswho had been involved in the Andersonian's program
founded theGlasgow Mechanics' Institution early in 1823, Birkbeck agreed
to serveas a patron; and, when a group of London mechanics decided to
followsuit later that year and found a mechanics' institute in London, Birkbeck and Brougham were among the sponsors.
In 1824, Brougham wove the threads of what had been happeninginto a
general movement in an address entitled "Practical ObservationsUpon the
Education of the People," which, when it appeared in a pub-lished version
the following year, went through twenty editions intwelve months. Arguing
that the question before the British public wasno longer whether the people
should be educated but how and howwell, Brougham urged the wide
development of circulating libraries,conversation clubs, lecture forums, and
mechanics' institutes, as typifiedby the Glasgow and London institutions.
And, as if to symbolize thetransatlantic exchange of ideas that continued to
mark the educationalreform movement throughout the nineteenth century.

Brougham citedFranklin's Autobiography as the most persuasive evidence
extant that,given the opportunity, the poor as well as the rich would find
thatknowledge was indeed power. ^°
The mechanics' institutes and Brougham's account of them werewidely
reported in the United States, among other places in Russell'sAmerican
Journal of Education. And, though Holbrook made no specif-ic. H.
Brougham, Practical Observations Upon the Education of the People,
Addressed to theWorking Classes and their Employers (London: Richard
Taylor, 1825).
ic mention of them in 1826, it is likely that he was aware of them. Infact, a
decade later, when he outlined a ''Universal Lyceum," wherebythe benefits
of the movement would be made available to the entireworld, he proposed
Brougham for the presidency of the new organiza-tion. However that may
be, Holbrook need not have been familiar withcontemporary British
developments to have come by his own proposals,for the second possible
source of his ideas was the American traditionitself. He was doubtless
familiar with Franklin's multifarious activities,if not through history and
biography, at least through myth. He maywell have known of the various
public lectureships that graced the Bos-ton and New York cultural scenes
throughout the early years of thecentury. And he may even have known of
the Troy (New York) Ly-ceum, which Amos Eaton, an acquaintance of
Holbrook who had alsobeen a student of Silliman, had founded in 1818, and
of the Gardiner(Maine) Lyceum, which had been established in 1823 "to
give to me-chanics and farmers such a scientific education as would enable
them tobecome skillful in their occupations." Absent all these data, he
mighteven have spun his proposals out of whole cloth; the fundamental elements were all around him in a host of institutions thriving in 1826."
Whatever the sources of Holbrook's idea, the Lyceum found fertilesoil in
the communities of Jacksonian America, flourishing during thelate 1820's
and early 1830's, probably peaking during the middle andlate 1830's, and
then slowly waning during the years before the CivilWar. It throve best in
New England and in the cities of the Middle At-lantic states; it fared less
well in the Midwest, owing to sparse popula-tion and ineffective
transportation; and it worked only sporadically inthe South. The National

Lyceum convened for the first time in NewYork City on May 4, 1831, and
reconvened annually until 1839. Ashas already been noted, Holbrook even
proposed a "Universal Ly-ceum" in 1837, but no such organization ever
came into being. And,also in 1837, Holbrook established at Berea, Ohio,
what he hopedwould be the first of a series of Lyceum Villages, the aim
being to "en-graft" education upon business in such a way as to create
models of ra-tional and moral community living; but the Berea enterprise
did notlast, and although other such ventures were planned no other
LyceumVillage ever appeared for any length of time.^^
In the end, the true vitality of the American Lyceum lay in its local
11. American Journal of Education, I, 629-630; and ibid., II (1827), 216.
12. H. O. Sheldon, A Lecture . . . Upon the Lyceum System of Education,
with Some Accountof the First Lyceum Village, Berea, Ohio (Cincinnati:
Ephraim Morgan & Co., 1842), p. 4.
branches, which manifested all the diversity of the communities
andsubcommunities that sponsored them. Some lyceums, like the New Haven Institute, which was founded in August, 1826, as the
Apprentices'Literary Association, were essentially workingmen's
organizations; oth-ers, like the one at Kennebunk, Maine, grew out of
reading circles ordebating clubs and were thoroughly middle-class in
orientation andcomposition. In cities such as New York, Baltimore, and
Chicago, a va-riety of lyceums came into being to suit a variety of tastes:
Chicago inthe 1850's boasted a young men's association, a mechanics'
institute, aliterary union, and a phrenological society, all actively
sponsoring ly-ceum programs and aggressively seeking audiences.
During the early years of the movement, lyceums tended to draw ontheir
own resources for lectures and discussions or at most to reach outto
neighboring communities. The most extraordinary instance mustsurely have
been the lyceum at Concord, Massachusetts, which spon-sored some 784
lectures, 105 debates, and 14 concerts during its earlyyears, with 301 of the
lectures delivered by local residents (98 by Emer-son and 19 by Thoreau)
and a number of the concerts performed by thelocal band. The debates
traversed a wide range of questions, with therecords indicating that over the

years the lyceum decided that: (1) im-prisonment for debt ought not to be
abolished; (2) the immortality ofthe soul is taught by the light of nature; (3)
the multiplicity of books isadvantageous to society; (4) the morals of the
people have improved; (5)the conferring of literary and scientific degrees
upon women would notbe desirable; (6) a dense population is more
immoral than a scatteredone; and (7) copyright ought to be available in the
United States to for-eign authors.
For all the pretension of some of these conclusions, they afford animportant
insight into what was probably the most fundamental contri-bution of the
Lyceum of American life. The stated purpose of the orga-nization varied
from locality to locality and shifted over time, fromHolbrook's initial notion
of an agency for the diffusion of practical sci-ence that would also ally itself
with the common school movement to amuch broader institution for
cultural and moral uplift, and from Hol-brook's initial idea of an informal
association for mutual instruction toa much more formal institution for the
arrangement of series of lec-tures. Yet in the end the appeal of the Lyceum
lay in the secular visionof the good life it proffered. Emerson liked to refer
to the Lyceum ashis "pulpit," and in so doing he symbolized the shift in the
character ofpublic teaching that was implicit in his own desertion of the
Unitarian
ministry for a career of lecturing and writing. Emerson's search for vocation corresponded with the rise of a new form of pubHc educationoutside
the church that he and others \Vho trod the lyceum circuithelped to pioneer.
It was popular in the same way the evangelicalchurch was popular, in that it
began with traditional material in tradi-tional forms that then had to be cast
in forms that new audiences com-ing into being would accept and respond
to. As with the books that theHarper brothers published and the social
libraries circulated, the sub-stance tended to derive, not from theology, but
rather from history, bi-ography, science, and travel. Correspondingly, the
goal of the learnerwas, not salvation, but rather some combination of
entertainment andpersonal improvement. The challenge to the new public
teachers wasimmense, for not only was there no captive audience, as with
the estab-lished church, there was no traditional audience. "Here is a
pulpit,"Emerson wrote in his journal, "that makes other pulpits tame and
inef-fectual—with their cold mechanical preparation for a delivery the

mostdecorous—fine things, pretty things, wise things, but no arrows,
noaxes, no nectar, no growling, no transpiercing, no loving, no enchantment. Here he must lay himself out utterly, large, enormous, prodigal,on the
subject of the hour. Here he may hope for ecstasy and elo-quence."^^
The American Lyceum was itself significant in the cultural andeducational
life of the nation; but in a very real sense it was simply thelargest and best
organized of a more significant genre of educative insti-tution that came
into its own during the first half of the nineteenth cen-tury. There were
societies, associations, and institutes of every sort, atwhich members of
particular occupational groups sought improvementthrough systematic
programs of lectures and discussions—farmers' in-stitutes, mechanics'
institutes, and teachers' institutes. There were alsoprofessional institutes,
organized for the upgrading and mutual educa-tion of lawyers, physicians,
and engineers and often tied to the moregeneral forms of self-organization
that marked the emergence of a spiritof professionalism. In addition, the
institutes frequently spawned li-braries, schools, and serial publications.
Thus, the General Society ofMechanics and Tradesmen in New York
organized the Mercantile Li-brary there, the Franklin Institute in
Philadelphia established a highschool, and the Union Agricultural Society
in Chicago published thePrairie Farmer. In the case of bar associations and
medical societies, a
13. Journals of Ralph Waldo Emerson, edited by Edward Waldo Emerson
and Waldo Emer-son Forbes (10 vols.; Boston: Houghton Mifflin Company,
1909-1914), V, 281.
library, a training school, and a professional publication were oftenamong
the first activities undertaken. The tradition of voluntary associ-ation
Tocqueville noted in the society at large v^as exceptionally strongin the
realm of education: that tradition not only proved educative in itsov^n right,
it also spawned a host of other educative institutions. Thatthey derived from
voluntary effort was a hallmark of their characterfrom the beginning, and
indeed the same voluntary associations that or-ganized them often
undertook their supervision in the years after theirinitial creation, thus
confirming their responsiveness to the publics thathad brought them into
being and that continued to provide their clien-teles.

For all the breadth of the American Lyceum, as Holbrook initially conceived it and as it passed through its various incarnations, there wasone
theme that sounded fairly consistently through its activities over theseveral
decades of its existence, namely, the effort to develop cabinets ofplants,
minerals, and other "natural or artificial productions" intendedto explicate
the wonders of science to the people at large. The themerepresented more
than yet another instance of Holbrook relentlesslypurveying his own
enthusiasms, in this instance, a collection of materi-als he had begun to
manufacture in the 1820's known as the HolbrookSchool Apparatus. For the
Holbrook School Apparatus was itself indic-ative of a far more fundamental
element in the popular culture of theearly national era—the stuff of Nature
conceived as the handiwork ofGod. In a world that accepted as gospel the
precepts of "Lord Bacon,the incomparable Mr. Newton, and the great Mr.
Locke," the writtenand the oral word required as their complement the
study of the Bookof Nature. It should come as no surprise, therefore—
indeed, it was ab-solutely symbolic—that, once Franklin's junto had
actually establishedits library and stocked it with the books that would
inform the junto's"conferences," the collection was soon expanded to
include a fascinatingrange of scientific apparatus, fossils, and other
curiosities, so that it be-came in effect a museum as well as a library and
thereby a more com-plete instrument for the storing and diffusing of
knowledge.**
The Philadelphia Library Company was not only symbolic in thisrespect, it
was to a degree representative, since many personal and in14. [Josiah Holbrook], "The American Lyceum . . . ," Old South Leaflets,
no. 139 (Boston:T. R. Marvin, 1829), p. 1; and Autobiography. 142.
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stitutional libraries during the latter years of the eighteenth century deliberately supplemented their books with natural curiosa, usually of di-verse
origin and almost always of varying authenticity. In the process,some
outstanding collections came into being. The Philadelphia bota-nist John
Bartram preserved a vast number of shells, birds, insects,fish, and turtles
alongside his books on natural history, and the resul-tant collection, along
with the carefully planned botanical garden inwhich it was located,

doubtless served as the scholarly basis of his ownand his son William's
scientific careers. The Philadelphia physicianCaspar Wistar developed an
admirable assemblage of specimens in thecourse of his work as a professor
of anatomy, which subsequently be-came the basis of the anatomical
museum at the University of Pennsyl-vania. And the New York botanistphysician David Hosack put togeth-er a remarkable cabinet of minerals,
which he later presented to theCollege of New Jersey. During the 1750's,
Harvard College began todevelop the Repository of Curiosities that a
century later became thebasis of the University Museum in Cambridge. And
in 1773 the Li-brary Society of Charleston, taking into their consideration
"the manyadvantages and great credit that would result," decided to collect
mate-rials for a full and accurate natural history of South Carolina, and established in the process the first institution in the American
provincesactually open to the public as a museum.^^
The Charleston museum did not flourish, and neither did those af-filiated
with the several colleges. They all lacked what seems to haveheld the key to
successful museum development during the last years ofthe eighteenth
century and first years of the nineteenth, an energeticentrepreneur with a
passion for collecting and a flair for publicity.Three men did display those
qualities to a remarkable degree, however,though in different balances and
with different outcomes: Pierre Eu-gene Du Simitiere, Charles Willson
Peale, and Phineas Taylor Bar-num. And the institutions they created tell us
much about the characterof the American museum during the early national
era and the role itplayed in the larger education of the public.
Du Simitiere's genius, however briefly it flared before his untimelydeath in
1784, consisted in his profound sense of the significance of theevents
through which he had lived in Revolutionary America, and inhis
determination to assemble the materials for a "natural and civil his-tory" of
his adopted country. A Swiss who came to America via the
15. South Carolina Gazette and Country Journal, March 30, 1773.
West Indies—he had arrived in New York in 1763 at the age of twen-ty-five
—Du Simitiere early displayed a penchant for collecting flora,fauna, and
historical memorabilia and for supplementing them with hisown paintings
and engravings. Frustrated in an effort to win appoint-ment as

"Historiographer to the Congress of the United States"—a de-vice to
achieve the patronage he vainly sought all his life—he channeledhis
energies into creating an "American Museum" in his home on ArchStreet in
Philadelphia. The collection included everything from fossils,shells, snakes,
and Indian relics to coins, catalogues, and broadsides il-lustrating the
history of the recent Revolution, all supplemented by hisown water color
sketches of birds, plants, and other scenes of natureand engraved portraits
of the new nation's dignitaries. It was, in effect,an effort to make natural and
civil history live truthfully through theirartifacts. Du Simitiere opened the
museum to the public in May, 1782,on the "encouragement of friends" and
in the hope of turning a modestprofit. Stimulated by word of mouth as well
as tasteful newspaperitems and broadsides, the museum flourished for a
time, but for all in-tents and purposes died with its owner.^^
Peak's effort was more formidable and more enduring. A native ofMaryland
who had studied portraiture with the English painter Benja-min West, Peale
served in the Revolution as a military officer and invarious civilian
capacities; and it was in the course of his service, in1777, that he began to
paint miniature portraits of the colonial lead-ers—Washington, Nathanael
Greene, the Marquis de Lafayette, andothers. It soon occurred to Peale that
he might someday create a galleryof portraits and thereby commemorate the
war and its heroes, and in1782 he constructed an exhibition room adjoining
his home on Lom-bard Street in Philadelphia, which he opened "for the
reception andentertainment of all lovers of the fine arts, being ornamented
with theportraits of a great number of worthy personages." It was the
gallery ofportraits, enlarged, that became Peale's Museum, or, as he
preferred itto be known, the Philadelphia Museum.^'
In the summer of 1784, Peale was invited to make some drawingsof a few
mammoth bones, for transmission to a German scholar whohad expressed
interest in them; and while the relics were in his posses-sion he put them on
display in the gallery and discovered that they
16. Pierre Eugene Du Simitiere to Thomas Wharton, August 18, 1777, in
Pennsyloama Ar-chives, 2d ser., Ill (1875), 121; and Du Simitiere to
Governor Clinton, November 27, 1782 (Let-terbook, Du Simitiere mss.,
Manuscript Division, Library of Congress, Washington, DC.)

17. Independent Gazetteer, November 16, 1782.
were immensely attractive to visitors. The discovery marked a turningpoint
in his conception of his exhibition. Henceforth, it would go be-yond a
memorializing of the late Revolution to become a world in min-iature, a
systematic, logical exposition of the entire order of nature. Inthe process,
the "gallery" would become a "museum." The transforma-tion came in two
phases. Between 1784 and 1786, Peale devoted him-self to developing a
new technique of "moving pictures," which com-bined transparencies
painted on glass with sound and lighting effects insuch a way as to
represent nature undergoing various changes. Thescenes varied from a view
of Market Street in Philadelphia at the dawnof a new day to a portrayal of
the battle between the Bonhomme Rich-ard and the Serapis. After 1786, the
"moving pictures" receded into thebackground—they were reserved for
private parties of twenty or morearranged in advance—and Peale resolved
not only to enlarge the collec-tion but to classify it according to a modified
Linnaean system. His goalnow combined rational amusement and
systematic instruction, with theinstruction focusing on natural forms in their
natural contexts, all sci-entifically ordered. "Can the imagination conceive
anything more inter-esting than such a museum?" he once observed. "Or
can there be amore agreeable spectacle to an admirer of the divine Wisdom?
Where,within a magnificent pile, every art and every science should be
taught,by plans, pictures, real subjects and lectures. To this central
magazineof knowledge, all the learned and indigenous would flock, as well
as togam, as to communicate, information."^®
Once Peale had announced his aim of creating a world in minia-ture,
contributions poured in from near and far, from strangers andfriends—birds,
snakes, fish, fossils, insects, beasts, minerals, and putri-factions. His
exhibits soon burst out of the quarters he had constructedadjoining his
home; but, as a member of the American PhilosophicalSociety—he was
elected in 1786—and as a curator of its collections, hewas invited to move
the exhibits to the newly completed PhilosophicalHall in 1794. Eight years
later, when the Pennsylvania capital wasmoved from Philadelphia to
Lancaster, he obtained the right to displayhis exhibits in the vacated State
House, which, along with the adjoiningState House Yard, provided yet
additional space. Meanwhile, the col-lections continued to burgeon, now

including a menagerie of bears,monkeys, parrots, and an ancient eagle
(whose likeness would latergrace the flags and seals of the War
Department), all of which roamed
18. Charles Willson Peale, Discourse Introductory to a Course of Lectures
on the Science ofNature (Philadelphia: Zachariah Poulson, 1800), pp. 3435.
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the yard at will; a collection of machines demonstrating a variety of re-cent
inventions and discoveries, especially the phenomenon of electric-ity; a
standing skeleton of a mastadon, v^hich Peale himself had con-structed
from bones he and others had unearthed in a dig nearNewburgh, Nev^^
York; numerous portraits of American worthies andassorted curiosities
ranging from George Washington's sash to OliverCromwell's saltcellar. The
sign over the main entrance proclaimed,"museum: great school of nature";
while the sign seen from theyard read, "school of wisdom: The book of
nature open—explore thewondrous work, an institute of laws eternal."^*
For a while Peale hoped for a public subsidy for his museum, butnothing of
the sort was ever forthcoming beyond the space made avail-able in the State
House. From the time he opened the museum to thepublic in 1782 to the
time he retired in favor of his sons in 1810, hewas essentially a single
entrepreneur. He advertised tastefully and well,continually expressing the
hope that the "judgment of the candid pub-lic" would be favorable, and over
the years his museum earned him acomfortable living. But in the delicate
balance of instruction vis-a-visentertainment, of teaching substance he
considered valuable versus ca-tering to the whims of his audience, Peale
was ever the teacher. Hepublished a catalogue, lectured incessantly (along
with the members ofhis family), collected a library, labeled the specimens,
and inscribedsuitable quotations from Scripture on the walls; but it was the
exhibitsthemselves that taught. For all their inevitable miscellany, they
com-bined art, science, and history into a grand exposition of nature,
inwhich the paintings represented landscapes, documented events,
andportrayed people that were quite as "natural" as the bones, the arti-facts,
and the stuffed birds. Together, they exhibited the great harmonyof life, the
ordered law of man and things.^"

Peale's Museum was widely known and much imitated during hisown
lifetime and after. In New York the American Museum, under theenergetic
direction of the amateur scientist Gardiner Baker, was found-ed in 1791 by
the newly organized Tammany Society for "the sole pur-pose of collecting
and preserving whatsoever may relate to the historyof our country." It
included a library, a menagerie, a waxworks, and avariety of "American
curiosities," including a two-headed lamb fromBrunswick, New Jersey, and
a six-inch horn that was supposed to have
19. Charles Colman Sellers, Charles Willson Peale (2 vols.; Philadelphia:
American Philo-sophical Society, 1947), II, 229.
20. Pennsylvania Packet, May 19, 1785.
grown out of a woman's head. By 1795 Tammany decided to forsakeculture
for politics, and the American Museum thereafter passedthrough the hands
of a succession of owners, all of them more or lesscommitted to some
combination of natural history and public entertain-ment. By the 1830's,
however, the Museum was at best a languishinginstitution, and no amount
of ballyhoo on the part of the Scudder fam-ily, which controlled it at the
time, seemed able to restore its fortunes.^^
Meanwhile, Peak's own son Rembrandt established a museum onthe
Philadelphia model in Baltimore in 1814, and though it did notprosper
financially it did thrive culturally. When one of Rembrandt'spaintings,
entitled The Court of Death, achieved a modest succes d'es-time in 1822,
however, he decided to return to his initial vocation as anartist and lease the
Baltimore enterprise to his brother Rubens. Rubensenlarged the collection
of natural history, but also added a gallery ofpaintings; a menagerie of
wolves, elks, owls, and alligators; and a pro-gram of entertainment that
featured performers like Signore Hellenne,who managed to play five
different musical instruments at the sametime, and Mr. Tilly, who
specialized in blowing ornamental glass. In1825, when the American
Museum in New York appeared to be hav-ing a particularly bad year,
Rubens moved to Manhattan and openedPeale's New York Museum as a
direct challenge to the older institu-tion. Rather than finish off the American
Museum, however, Peale mo-mentarily energized it, and the two

competitors fought bitterly untilPeale's Museum failed during the
depression of 1837 and passed intoreceivership.
It was into this New York situation—of an American Museum thatwas
languishing and a Peale's Museum in receivership—that the in-comparable
promoter Phineas Taylor Barnum moved in 1841. He hadbeen born in
Bethel, Connecticut, in 1810, to a family of modest means,and had engaged
in a variety of pursuits intended, as he put it, to sub-stitute headwork for
handwork in the earning of a living. He hadclerked in a store, owned his
own business, sold lottery tickets, edited anewspaper, exhibited curiosities,
among them an elderly black womanwho claimed to be 161 years old and a
former nurse to George Wash-ington, and managed entertainment troupes—
all of which had taughthim much about the daily world of petty commerce
and the mercurialcharacter of public taste. Having relocated to New York in
1841, deter-mined never again to be "an itinerant showman," he managed
through
21. New York Journal, t Patriotic Register, May 25, 1791.
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a series of shrewd financial maneuvers to acquire control of the Ameri-can
Museum and Peale's New York Museum. Within months, he
hadtransformed them as The American Museum into the bustling institution that would propel him to world renown. The key would still be
apassion for collecting combined with a flair for publicity; but the natureof
the collecting, the character of the publicity, and the balance betweenthe
two would change dramatically.^^
Barnum continued the permanent collection of specimens, machines,and
paintings; they remained the core of the Museum and his continu-ing
justification of its admission fee. But he vastly expanded and diver-sified
what he called the "transient attractions" to include educateddogs,
industrious fleas, jugglers, ventriloquists, gypsies, albinos, giants,dwarfs,
rope dancers, singers, musicians, dioramas, panoramas, dissolv-ing views,
triumphs of the mechanic arts, and Indians who performedexotic war
dances and religious ceremonies. And if on occasion he alsoexhibited a fake
mermaid or a doctored transparency, they would pro-vide, as he put it, a

little "clap-trap" to offset "a wilderness of wonder-ful, instructive, and
amusing realities."^^
Having passionately collected this dazzling array of curiosities, Bar-num
spared no effort in keeping them relentlessly before the public. "Itwas my
monomania," he later observed, "to make the Museum thetown wonder and
the town talk." Beyond the usual posters, broadsides,and advertisements,
Barnum lavishly employed the staged events, theplanted news stories, and
the engineered controversies that excited pub-lic interest and sent people
flocking to the Museum. In the process, ofcourse, the conception of
"curiosities" had changed, from labeled, clas-sified, authenticated
specimens of the rare and exotic to contrived ef-forts to titillate and astonish
(Barnum himself labeled them "hum-bug"); publicity was delivered by a
recently popularized pressattempting to serve a newly won newspaper
audience; and a fresh in-gredient called "showmanship" had shifted the
balance of the two frominstruction with a modicum of entertainment to
entertainment justifiedby a modicum of instruction. All the time-honored
prejudice against thetheatre could now be laid aside as the public flocked to
a museum forits music and its dance. Later, in the 1870's, when Barnum
created thecircus with even less by way of specimens, machines, and
paintings, it
22. The Life of P. T. Barnum, Written by Himself (London: Sampson Low,
Son & Co.,1855), p. 193.
23. Ibid., pp. 202, 203.
was considered the vehicle par excellence for the instruction and entertainment of the young.^^
If Barnum's particular popularization of the Peale model was
onedevelopment of the museum during the first half of the nineteenth century, the other was a significant differentiation in the interest of
greaterspecialization. Peale, after all, had founded his collection on a
concep-tion of natural history as embracing all of art, history, and
science.Others, by contrast, had decided to focus their eflforts on more
specificinterests. Thus, the Reverend Jeremy Belknap and his
associatesfounded the Massachusetts Historical Society in 1791 in order "to

seekand find, to preserve and communicate literary intelligence,
especiallyin the historical way"; while Belknap's friend John Pintard, who
alsohad helped establish the Tammany-sponsored American Museum
in1791, took the lead in founding the New York Historical Society in1804,
dedicated to similar purposes. Meanwhile, the American Acade-my of Fine
Arts was established in New York in 1802 to collect copiesof European
sculpture, architecture, and painting, in order, on the onehand, to perfect the
genius of American artists and, on the other hand,to leaven the taste of the
American public; Pennsylvania followed suitwith a similar academy in
1805. And the Academy of Natural Scienceswas founded in Philadelphia in
1812, with an initial collection of twothousand mineral specimens
purchased for $750 and stored in the homeof one of the members. Such
institutions multiplied throughout thecountry during the early decades of the
century, waxing and waning intheir individual fortunes as patrons and small
groups of subscriberspaid them greater or lesser heed. Indeed, it was the
fact of patronagethat principally determined their special educative role, for
they wereless subject to the market as a decisive element in the shaping of
their"curriculum" than to the taste of their patrons or subscribers. As in
thecontrast between private and subscription libraries, on the one hand,and
circulating libraries, on the other, the balance between the taste ofthe
sponsors and the taste of the clientele in determining the culturalfare
proffered was different."
As wealth became more available for patronage during the latterhalf of the
century, as notions of public responsibility for the sponsor24. Struggles and Triumphs or, Sixty Years' Recollections of P. T. Barnum
(Buffalo: TheCourier Company, 1889), p. 57; and Life of P. T. Barnum, p.
203.
25. Jeremy Belknap to Ebenezer Hazard, February 19, 1791, in
"Correspondence BetweenJeremy Belknap and Ebenezer Hazard, Part II,"
Massachusetts Historical Society, Collections,5th ser., Ill (1877), 245.
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ship of art, history, and science engaged the weahhy, and as those no-tions
of public responsibiUty were suffused with aspirations to nationaleminence,

museums of another order and character became possible,symbolized by the
virtually simultaneous establishment of three highlysignificant institutions:
the American Museum of Natural History, theMetropolitan Museum of Art,
and the Boston Museum of Fine Arts.Their real stories belong to a later era,
but the conditions of theirfounding attest to the new conditions of the postCivil War era. In thebalance between the instruction of the public and its
entertainment,they were created decisively to instruct—and indeed, where
possible, toextend knowledge as well. In the balance between private
patronageand public support, they were established with a mixture of
philan-thropic contributions and tax moneys that delivered them from the
fi-nancial immediacies of the market. And in the balance between cur-ricula
determined by the tastes of their sponsors and curriculadetermined by the
tastes of their clienteles, it was the tastes of the spon-sors that prevailed,
though, as Neil Harris has pointed out, the spon-sors were far more
mediators between a vernacular tradition in the artsand a genteel tradition
than they were imposers of a genteel tradition.^*Emerson once defined the
problem of a democratic civilization asthat of providing "culture and
inspiration for the citizen." The problemthat he saw less clearly, because he
was himself in the process of solv-ing it, was the problem of what
constitutes a masterpiece in a democra-cy. Peale, Barnum, and the trustees
of the New York and Boston muse-ums in the post-Civil War era proposed
varying solutions to Emerson'sproblem, each involving a different
definition of popularization. Allwould continue to compete for public favor
into the twentieth century."
VI
Museums were assumed to have some degree of permanence, thoughmany
of those that were actually established flourished for a time andthen
disappeared. Fairs and exhibitions were assumed in their very na-ture to be
impermanent. They were associated with different aspects ofthe European
tradition, the fair having had religious and commercialorigins that dated
from the Roman Empire, the exhibition having be26. Neii Harris, "The Gilded Age Revisited: Boston and the Museum
Movement," Amert-can Quarterly, XIV (1962), 545-566.

27. Ralph Waldo Emerson, "Wealth," in The Complete Works of Ralph
Waldo Emerson(12 vols.; Boston: Houghton, Mifflin and Company, 19031904), VI, 99.
gun in the displays of artistic works and manufactured products in ear-ly
modern Italy and France. By the nineteenth century, however, fairsand
exhibitions had come to resemble one another in certain aspectsthat made
them important agencies in the education of the public. Ascollections of
exhibits, they imparted information by calling on a varietyof the senses. As
competitive displays, they encouraged comparison ac-cording to standards
of judgment that were frequently explicit. As cele-brations of
accomplishment, they encouraged self-confidence at thesame time as they
stimulated further aspiration. And, as special events,they interrupted
routines, bringing not only recreation but frequentlyreflection as well. In a
manner of speaking, fairs and exhibitions weretemporary museums,
offering similar appeal and based on similar di-dactic principles; and, in
fact, when New York's Crystal Palace Exhibi-tion closed in 1853, having
sustained considerable financial lossesowing to inadequate planning and
gross mismanagement, none otherthan P. T. Barnum was called in to revive
it (his reluctant conclusionwas that "the dead could not be raised").^®
The earliest fairs on the North American Continent had been colo-nial
market fairs, intended primarily to facilitate commerce but also tomake
possible amusements such as horseracing, competitive sports,
andentertainment by troupes of traveling performers. These market fairshad
all but vanished by the time of the Revolution, owing largely to
theimprovement of communication and transportation in the provincialera.
In their place, there appeared during the first decades of indepen-dence a
series of fairs sponsored by the gentlemen's agricultural socie-ties that
sprang up along the eastern seaboard from Kennebec, Maine,to Charleston,
South Carolina. Modeled after the societies establishedby the eighteenthcentury English gentry to improve agriculturethrough the encouragement of
experiment and the dissemination of sci-entific information, these
organizations were composed of an elite ofwell-educated gentlemen farmers
interested in "scientific" farming. Asone of their varied activities, they
sponsored fairs from time to time, atwhich premiums were offered for
everything from first-quality livestockto first-quality homespun and at

which the prize-winning animals andproducts might then be sold. These
fairs were marked by the usualgaity and amusement, but they also came to
involve a spirited patrio-tism, since the improvement of domestic
manufacture, especially ofcloth, was a prime plank in the nationalist
platform.
28. Bamum's Oivn Story: The Autobiography of P. T. Barnum, edited by
Waldo R. Browne(New York: Viking Press, 1927), p. 262.
The gentlemen's agricultural societies and the fairs they sponsoredattracted
the attention of a wide variety of merchants, lawyers, minis-ters, and
physicians, and even a few presidents of the Republic, all ofwhom
professed interest in the improvement of agriculture. But theyattracted very
few dirt farmers. It was only after both the societies andthe fairs were
reconceived by Elkanah Watson during the early 1800'sthat they became
more popular instruments of agricultural education. Atalented and energetic
businessman who had made and lost several for-tunes by the time he was
fifty, Watson decided in 1807 to seek the sat-isfactions of "rural felicity."
He purchased a substantial farm nearPittsfield, Massachusetts, and resolved
to run it according to the bestprinciples of English scientific agriculture. As
a beginning, he acquireda pair of Merino sheep, prized for the quality of
their wool, and setabout persuading his neighbors of the wisdom of doing
likewise. Inwhat was surely a promotional effort, he decided one day to
display thesheep in the public square at Pittsfield. As he recounted the
event,"Many farmers, and even women, were excited by curiosity to
attendthis first novel, and humble exhibition. It was by this lucky accident,
Ireasoned thus,—If two animals are capable of exciting so much atten-tion,
what would be the effect on a larger scale, with larger animals?The farmers
present responded to my remarks with approbation."Thus was born, at least
in the recollection of its creator, the idea of themodern agricultural fair.^^
Three years later, having tirelessly urged the superiority of scientif-ic
breeding in general and Merino sheep in particular, Watson joinedwith
twenty-six of his neighbors to announce the Berkshire CattleShow, which
quickly became an annual event; the following year, in1811, he and his
associates organized the Berkshire Agricultural Soci-ety, which
immediately assumed the sponsorship of the Cattle Show.Thereafter, the

show, which was subsequently relabeled an agriculturalfair, grew by
accretion, becoming in the process the chief activity of theSociety. The
displays were broadened to include other agriculturalproducts and domestic
manufactures as well. The premiums were in-creased in size and extended
to other categories. Patriotic and religiousoratory was added to lend dignity
to the affair, while marches, proces-sions, and dances were added to lend
festivity. Correspondingly, mem29. Elkanah Watson, History of the Rise, Progress, and Existing Conditions
of the WesternCanals in the State of New-York . . . , Together with the Rise,
Progress, and Existing State ofModern Agricultural Societies on the
Berkshire System, from 1807, to . . . 1820 (Albany: D. Steele,1820), pp.
115, 116.
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bership in the Society was made as attractive as possible to workingfarmers,
and attendance at its fair was made as attractive as possible toall their kin,
female and male, young and old. In the end, however, ev-erything remained
instrumental to Watson's central purpose, namely,to educate farmers to the
need for agricultural improvement throughthe application of scientific
principles. Entertainment might enhancethe experience, but it was the
exhibits that gave it meaning; it was theexhibits that would teach the farmer
to change his ways.
Characteristically, Watson became the indefatigable proponent
ofagricultural societies organized on the "Berkshire plan": he wrote let-ters
and pamphlets, traveled widely, and gave innumerable addresses,seeking to
stimulate the organization of new societies and the transfor-mation of older
ones. Under his incessant prodding and with a modi-cum of state support, a
movement flourished for a time, peaked duringthe early 1820's, and then
waned, remaining dormant until the avail-ability of additional state aid
brought a flurry of new activity duringthe 1840's and 1850's. But the
agricultural fair in the form that Wat-son created it became a permanent
feature of American life, playing acritical role not only in the continuing
education of the American farm-er but also in the successive
transformations of American agriculture inwhich education also played a
significant part.

The fair, then, was a distinctively rural institution in nineteenth-century
America, centrally concerned with the improvement of local ag-riculture.
The exhibition, by contrast, was characteristically urban;and, while it
concerned itself with the fine arts from time to time, itcame increasingly in
the popular mind to be associated with the indus-trial arts and, more
generally, with the spirited competition among na-tions for industrial
preeminence. Industrial exhibitions were fairly com-mon occurrences in the
cities of early nineteenth-century Europe,although they tended to be local or
at most national in scope. But, in1851, with the mounting of the great
London Exhibition of the Indus-try of All the Civilized Nations of the
World, or the Crystal Palace Ex-hibition, as it was popularly referred to,
there was an important changein the nature of the phenomenon. That
exhibit was a truly remarkableenterprise, developed under the sponsorship
of Prince Albert and a dis-tinguished royal commission, actively supported
in Parliament, andconducted on a scale unprecedented in history; it was,
quite literally,the biggest show the world had ever seen. It was housed in a
huge rec-tangular building of glass hung on an iron frame—whence the
nameCrystal Palace—that provided 800,000 square feet of floor space; it
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presented an unprecedented number of exhibits—almost 14,000, ofwhich
almost half were non-British; and by the time it closed its doorsin the
autumn of 1851, over 6 million people had visited the pavilion.On top of all
these superlatives, it even managed to turn a financialprofit.
Americans were not pleased with their country's participation inthe London
Exhibition. Despite an early hope that the display ofAmerican industrial
products there would afford Europeans "a justerappreciation and a more
perfect knowledge of what this Republic is,than could be attained in any
other way," Congress would not appro-priate money in support of the
venture, leaving American participationto private enterprise. In the end
there were 560 American exhibits,ranging from artificial legs to chewing
tobacco and including a McCor-mick reaper, a Prouty and Mears draft plow,
a Singer sewing machine,a Morse telegraph, and a Colt revolver, all of
which worked admirably.The general utility and mass appeal of these
products, often referred toas "American 'notions'," was readily noticed by

the British, who con-cluded that the fruits of American industry could no
longer be ignored."Great Britain has received more useful ideas, and more
ingenious in-ventions, from the United States, through the exhibition, than
from allother sources," the London Times duly observed.^"
If the British learned much from the Crystal Palace Exhibitionabout
American ingenuity, the Americans learned much about the edu-cational
value of exhibitions. A group of promoters in New Yorkpromptly set about
creating an American Crystal Palace Exhibitionthat would "make a more
just and equally sustained exposition of ourresources, industry, and arts"
than the one recently proflfered at Lon-don and at the same time "give the
masses in America an opportunityto see and compare the manifold
productions and applications of thearts of design from abroad." Acting as a
joint stock company, they ob-tained a state charter as an "Association for
the Exhibition of the In-dustry of All Nations" and a city lease for the use of
Reservoir Squareat 42nd Street and Fifth Avenue (the current site of the
New YorkPublic Library), and proceeded to solicit the support of foreign
govern-ments. The response was encouraging, but from the beginning the
ven-ture was dogged with difficulty. The building was poorly constructed
30. Journal of the Great Exhibition oj 1857: Its Ongm, History, and
Progress (London: J.Crockford, 1851), p. 141; and Report of Benj. P.
Johnson, Agent /or the State of New-York, Ap-pointed to Attend the
Exhibition of the Industry of All Nations, Held in London. 1851 (Albany:
C.Van Bcnthuysen, 1852), p. 15.
and not completed on schedule, delaying the opening of the exhibitionfrom
May until July. The collecting of exhibits was badly organized.And the
finances were mismanaged, leading to considerable losses onthe part of the
sponsors and many of the participants. Yet, grantedthese failures, the
exhibition provided an incomparable experience forAmericans. There were
some five thousand exhibits, ranging from sur-gical instruments to naval
ordnance, of which about half were contrib-uted by twenty-three foreign
countries. And about a million and aquarter people visited the displays,
while a flood of illustrated promo-tion and reporting carried the "lessons" of
the displays to countless oth-ers who could not attend personally."

For all its inadequacies, the memory of the New York exhibitionlingered
on; and, when the time came to develop a suitable means ofmarking the
centennial of the Declaration of Independence in 1876, aninternational
exhibition seemed appropriate. It would nurture interna-tional
understanding, it would stimulate trade and commerce, it wouldreunite the
nation after a brutal civil war, and it would generally ad-vance the cause of
peace. But, most important of all, it would teach theworld about the United
States—the strength of its people, the characterof its ingenuity, and the
durability of its institutions. "The great andimmediate functions of
exhibitions are to stimulate and educate," ob-served William P. Blake in an
address to the Centennial Commissionin 1872.
They act, not only upon the industrial classes, but upon all classes of
men.They increase as well as diffuse knowledge. By bringing together and
compar-ing the results of human effort, new germs of thought are planted,
new ideasare awakened, and new inventions are born. They mark eras in
industrial art,and give opportunities to compare the relative progress of
nations. In their fullscop)e and meaning they are by no means confined to
the exhibition of naturaland manufaaured products, machines, and
processes; but they include all thatillustrates the relations of men to each
other and to the world in which we live,all products of human thought and
activity in all the arts and all the sciences.^^
Given the New York experience, planning for the centennial exhi-bition was
begun early and well. Congress created a national commis-sion representing
all the states and territories to manage the enterprise,and Philadelphia's
Fairmount Park was chosen as the site. President
31. William P. Blake, Great International Expositions: Their Objects,
Purposes, Organiza-tion, and Results (Philadelphia: E. C. Markley & Son,
1872), p. 4.
32. Ibid., p. 3.
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Grant issued a proclamation setting the precise time the exhibitionwould be
held (April 19 to October 19, 1876), and formal invitations toforeign

governments to participate were issued by the secretary of state(thirty-five
eventually accepted). In place of the single massive structuremade popular
by the London Exhibition of 1851, there were 167 build-ings on the 236acre site, which housed some 30,000 exhibits. In theend, more than 8
million people attended, breaking all previous recordsfor international
exhibitions.
There is no describing the kaleidoscope of sounds, images, and impressions that greeted visitors to the Centennial, as it came to beknown. The
buildings themselves must surely have been the strangestcollection ever
assembled in America, with minarets standing by Gothictowers and Swiss
chalets. The Main Building housed the principal ex-hibits of manufactured
products and of educational and scientific activ-ity, together with a large
number of displays portraying life in foreigncountries. In Machinery Hall,
the huge Corliss engine offered a breath-taking vision of power and
efficiency. "It rises loftily in the centre ofthe huge structure," William Dean
Howells wrote in the AtlanticMonthly, "an athlete of steel and iron with not
a superfluous ounce ofmetal on it; the mighty walking-beams plunge their
pistons downward,the enormous fly-wheel revolves with a hoarded power
that makes alltremble, the hundred life-like details do their office with
unerring intel-ligence." Agricultural Hall housed sugar-cured hams, plug
tobacco,dried fruit, and cases of California silkworms at work, alongside
plows,drills, reapers, and threshing machines—Howells thought it "the
mostexclusively American." Horticulture Hall included a conservatory
fullof rare tropical trees, forcing houses featuring exotic ferns and
shrubs,rooms full of greenhouse equipment, and an outside ornamental garden. Memorial Hall presented admirable collections of sculpture, paint-ing,
engraving, photography, and crafts by foreign and American art-ists. And
the United States Government Building housed displaysillustrating the
work of the various federal agencies, an impressive as-sortment of military
hardware, and the working post office of the exhi-bition. Beyond these
principal structures, there was the Woman'sBuilding, "devoted exclusively
to the exhibition of the results of wom-an's labor"; there were the several
structures representing foreign andstate governments; and there were the
numerous special institutions—the Brewer's Hall, the Butter and Cheese
Factory, the Singer SewingMachine Cottage, the Campbell Printing Press
Building, and the like.
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And, beyond the standing exhibitions, one might encounter on any giv-en
day concerts, dances, regattas, livestock shows, state celebrations,fireworks
displays, and athletic tournaments.^^
If the kaleidoscope of impressions is difficult to conjure, the rangeof effects
is even more so. "The culture obtained by the millions of ourpeople who
have found in the fair a mine of information and sugges-tion, must have a
beneficial effect upon the national character," wroteJames D. McCabe in his
illustrated history of the Centennial.
A tour through the halls and grounds was like a journey around the
world,giving an insight into the life and thought of all manner of men, and
lifting thevisitor above the narrow limits of his surroundings, so that his
horizonstretched out to embrace the whole human race. . . . Apart from this
generaland cosmopolitan culture in which all participated, each found
valuable fruitsof knowledge adapted to his own need. The farmer saw new
machines, seeds,and processes; the mechanic, ingenious inventions and
tools, and products ofthe finest workmanship; the teacher, the educational
aids and systems of theworld; the man of science, the wonders of nature and
the results of the investi-gations of the best brains of all lands. Thus each
returned to his home with astore of information available in his own special
trade or profession."^*
McCabe's rhetoric had a substantial touch of the ceremonial, but italso
conveyed a kernel of truth. In the extent to which visitors cameprepared to
see, the exhibition demonstrated. Moreover, it frequentlydemonstrated
actively rather than passively. The Corliss engine wasrunning, and the
kindergarten in the Women's Schoolhouse was in op-eration three days a
week. One could actually taste the Turkish coffeeand the German wine, and
one could even send a telegram. In addition,there were often lecturers to
explain what was going on: AlexanderGraham Bell personally
demonstrated his electric telephone, as didThomas A. Edison his American
Automatic Telegraph. And, beyondthe lectures, there were the prizes and
the premiums with their mes-sages concerning standards of judgment; they,
too, were often systemati-cally explained by the judges. Finally, beyond the
exhibits, the activi-ties, and the prizes, there were the visitors themselves on

display to oneanother—villagers experiencing urbanites, Californians
experiencingNew Yorkers, Americans experiencing foreigners, and vice
versa. That
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experience later remembered and pondered must surely have been
aseducative in its own right as the experience of the exhibits
themselves.One last point bears comment. However extensive its audience
andits appeal, the Centennial also popularized in the very way it definedits
displays. It was first and foremost an exhibition of the applied
arts.Memorial Hall quite appropriately displayed the fine arts of
painting,sculpture, and engraving; but the remaining 166 buildings and
thespaces between them celebrated the arts of everyday life in an industrializing society. In the presentation of this vernacular, the gaucherie of ahuge
ceramic portraying America astride a bison was juxtaposed withthe
functional beauty of the Corliss engine. But that very
juxtaposingtransformed the curriculum of public education, the universe of
thingsand ideas worth knowing, judging, and appreciating.
1
Chapter 10
LEARNING AND LIVING
It is esteemed a figure of rhetoric to say that a man is educated by histrade
or calling, but a more solid or agreeable fact we cannot find.
RALPH WALDO EMERSON
Throughout the first century of its existence, the United States re-mained a
nation of farmers, although the percentage of Americans ac-tually engaged

in farming and the character of farm life and workchanged dramatically.
During the 1780's and 1790's, the vast majorityof Americans lived on
family farms that were relatively self-sufficient,in that each family
produced essentially what it needed to live—food,clothing, furniture, soap,
candles, and even farm implements. True,there were cash crops of grain in
the Connecticut Valley and the Mid-dle Atlantic states, and of tobacco in
the South, but even in those re-gions the relatively self-sufficient farm
predominated. True, too, therewere significant numbers of people engaged
in fishing, milling, tanning,lumbering, iron making, and shipbuilding, but
even some of those car-ried on their labors in connection with some kind of
farm. By the1860's and 1870's, the percentage of the labor force engaged in
agricul-tural pursuits had declined to just over a half, as growing numbers
ofAmericans had moved into manufacturing and construction, trade
andtransportation, mining, education, and other services. Moreover, farming itself had been transformed, and, although the rhetoric of the selfsufficient family farm as the bedrock of American freedom persisted,the
reality of the mechanized farm producing a cash crop for the mar-ket was
more and more the rule. In effect, the Centennial Exhibition of1876 taught
Americans about themselves as much as it taught foreign-ers about
America. The reapers and threshers and steam engines and
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knitting machines announced a transformation that was well under wayand
that had already profoundly altered American life and education.
II
During the early years of the Republic, most of what a boy or a girlneeded
to know to share in the maintenance of a farm continued to belearned via
the informal processes of apprenticeship within the family.The essential
pedagogy was the oldest in the world—a combination ofexemplification,
demonstration, explanation, oversight, criticism, andsuggestion on the part
of the more experienced, and of imitation, obser-vation, trial, assistance,
practice, inquiry, and listening on the part ofthe neophyte. Boys helped their
fathers (or older brothers) and girlshelped their mothers (or older sisters), in
order both to contribute to thefamily's subsistence and to learn the
knowledge and skills they wouldneed to sustain themselves as adults.

Gender-related job distinctions dif-fered from one ethnic group to another
and from region to region,though men tended to do the plowing and women
the cooking. The di-vision of labor was neither sacred nor inflexible,
however, and when allhands were needed to complete a planting or a
harvesting in the face ofoncoming rain, every able-bodied individual
planted or harvested. Onoccasion, boys or girls might also serve their
apprenticeships in thehouseholds of more distant kin or of non-kin, possibly
for some mini-mal wage; but they did so without formal legal arrangement,
the im-ported English institution of apprenticeship to husbandry having
falleninto disuse during the provincial era, when chronic shortages of
labormade such arrangements unenforceable.
The knowledge and skills transmitted under this system of
informalapprenticeship were considerable. A competent farmer needed to
knowabout the management of crops, the care of livestock, the control
ofpests, the storage of grain, the butchering of animals, the repair of agricultural implements, and the maintenance of houses and barns. A competent farm woman needed to know about the care and cultivation of
avegetable garden, the management of a chicken coop and beehives,
thepreparation and preservation of foods, and the manufacture of clothand
clothing. Given the extent of crossover in vocational roles and tasks,each
had to know much about the work of the other; and together theyshared the
rearing of children, the care of the sick, and the burial of thedead. To be
sure, there were books that codified and systematized muchof this
knowledge—one thinks immediately of the two-volume anonymous work, American Husbandry, that appeared in London in 1775—and
there were usually neighbors with whom to compare ideas. But theextent to
which the processes of informal education for competent lifeon a farm went
on within the household was prodigious.
For all the information and skill that were transmitted from onegeneration
to the next, American farming was far from efficient duringthe latter years
of the eighteenth century, a fact commonly noted bythoughtful observers.
The economist Tench Coxe, in a commentarypublished in 1794, remarked
the inattention to proper fertilization; theindiflference to the quality of seed
grain; the poor condition of barns,stables, and fences; the neglect of

orchards; and the general exhaustionof farmlands in the Middle Atlantic
states. A decade later John Taylorof Caroline wrote poignantly of whole
Virginia counties that had onceproduced vast quantities of tobacco but that
had become so impover-ished in the process as to yield nothing of value,
not even the wheatthat had been substituted for tobacco. And President
Timothy Dwightof Yale, ever partisan to New England, noted with sadness
the generalinferiority of the region's farms: "The principal defects in our
husband-ry, so far as I am able to judge, are a deficiency in the quantity of
la-bor, necessary to prepare the ground for seed, insufficient manuring,the
want of a good rotation of crops, and slovenliness in cleaning theground.
The soil is not sufficiently pulverized, nor sufficiently ma-nured. We are
generally ignorant of what crops will best succeed eachother, and our fields
are covered with a rank growth of weeds."^
It was this sense of scientific and technological backwardness—or atleast
thoughtlessness—that led to the organization of the first socalledgentlemen's agricultural societies that sought to publicize British
scien-tific techniques among American farmers and secure their
adoption.The gentlemen spoke enthusiastically and scientifically, but
largely toone another, with the result that little was accomplished by way of
re-form. The problem of American agriculture remained one in which
aninformal apprenticeship system worked rather efficiently to transmit
aninefficient agricultural technology from one generation to the next.What
changed matters markedly during the early years of the nine-teenth century
and created the need for a different kind of education
1. Tench Coxc, A View of the United States of America (Philadelphia:
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was the fundamental shift in the farmer's economic situation. The development of overseas markets in Europe and of domestic markets inthe
burgeoning cities of the East began to hasten the movement

fromsubsistence to commercial agriculture and with it the motivation
formore efficient farming. American farmers suddenly wanted
knowledgethat had been available for a half-century. What became
necessary wasa supplementary educational system that would substitute
new princi-ples and new technologies for some of those being conveyed by
tradi-tional informal apprenticeship.
Elkanah Watson's Berkshire societies, with their emphasis on theannual fair
as a combination of education and entertainment, were oneelement in the
new system. Watson boasted that his societies were moredemocratic than
the gentlemen's societies and that his broadened spon-sorship, coupled with
the more effective pedagogy of the fair, providedthe basis of their success.
But there were two additional elements intheir success, both of them
economic in character. First, membership inthe societies increased and
broadened because small subsistence farm-ers, given the prospect of good
returns for cash crops, had new incentiveto participate: they had incentive
to support the education of the fairand to pay heed to that education when it
was proffered. Second, stategovernments supported the program once it
became apparent that largenumbers of farmers might be interested and
large-scale economic re-turns to agriculture might be in the offing for
modest investments ineducation. Elkanah Watson's pedagogy was quite as
novel and effectiveas he claimed it to be, but one aspect of its effectiveness
was the rise ofincentive for his clients.
If Elkanah Watson's societies provided one element of the new edu-cational
system, the agricultural press provided another. Watson him-self was
actually quite skeptical concerning printed materials as instru-ments for the
education of the farmer, contending that they were intheir very nature elitist
and hence ineffectual. He thought the immedi-acy of a fair was what the
farmer really wanted and needed. Others,however, were more sanguine
about print, believing that materials ad-dressed directly to the farmer and
his problems could serve as impor-tant teachers. One such individual was
the Reverend David Wiley, aPresbyterian minister who served as principal
of the Columbian Acade-my at Georgetown, D.C. An alumnus of the
College of New Jersey,who enjoyed supplementing his teaching with
activities as postmaster,surveyer, miller, merchant, and scientist, Wiley was
secretary of theColumbian Agricultural Society for the Promotion of Rural

and Do-mestic Economy; and it was in connection with his efforts on behalf
of
the Society that he founded the Agricultural Museum in the summer
of1810. The semimonthly periodical was scientifically sound and up todate,
but somewhat formal and technical in character. It never enjoyeda wide
circulation among farmers or anyone else, and, so far as can bedetermined,
it ceased to appear in 1812; but it did herald a genre thatwould significantly
increase farmers' access to specialized yet practicalknowledge.
The first continuing scientific periodical addressed to the farmerthat
actually reached larger numbers of farmers was the AmericanFarmer,
founded by John Stuart Skinner as an eight-page weekly in1819 at a
subscription rate of four dollars per year. A Marylander, ex-pert in the law,
who served as postmaster of Baltimore from 1816 to1837, Skmner became
aware of the exhausted condition of the state'ssoil and established his
journal for the express purpose of developing ascientifically based
agriculture. "The great aim, and the chief pride, ofthe 'American Farmer,'"
he announced, "will be, to collect informationfrom every source, on every
branch of husbandry, thus to enable thereader to study the various systems
which experience has proved to bethe best, under given circumstances; and
in short, to put him in posses-sion of that knowledge and skill in the
exercise of his means, withoutwhich the best farm and the most ample
materials, will remain but asS3 much dead capital in the hands of the
proprietor." For eleven years,until he sold the magazine for twenty thousand
dollars in 1830, Skin-ner published first-class material on field crop
cultivation, horticulture,the uses of fertilizer, soil chemistry, and agricultural
machinery. Hecarried writings by Thomas Jefferson, James Madison, John
Taylor,Timothy Pickering, and John C. Calhoun. He conducted a
vigorouscorrespondence that made his editorial office a clearinghouse for
thelatest theories and practices, and he shared the results with his readersin
a lively question and answer column. He reported new inventionsand laborsaving devices and kept his readers up to date on ruralsports, internal
improvements, and domestic economy. And he encour-aged informative
advertising, printed occasional jokes and poems, andstarted a "Ladies
Department" in an attempt to attract whole familesof readers. Such efforts
clearly proved fruitful, as evidenced by the factthat the journal had fifteen

hundred subscriptions by its third year anddoubtless many times that
number by its eleventh, given the substantialsum that Skinner received for
it.^
Skinner's was the first of scores of similar periodicals. Solomon
2. American Farmer, I (1819), 6.
Southwick founded the Plough Boy in Albany, New York, two monthsafter
the first issue of the American Farmer was published; ThomasGreen
Fessenden founded the New England Farmer in Boston in 1822;and
Edmund Ruffin founded the Farmer s Register in Shelibanks, Vir-ginia, in
1833. By the time of the Civil War, at least four hundred hadbeen
established, of which some fifty to sixty were still active, with acombined
circulation in the neighborhood of a quarter million. As withall
contemporary periodicals, they tended to reflect the interests
andpersonalities of their editors. They were openly didactic, advising
theirreaders on everything from how to rear children to how to vote on impending legislation. And they were unabashedly personal: the
AmericanFarmer described Skinner's travels through the country; the New
En-gland Farmer manifested Fessenden's abiding interest in horticulture(in
fact, the Massachusetts Horticultural Society originated from a dis-cussion
in his office); the Cultivator conveyed Jesse Buel's unshakablefaith in
agricultural schools; and the American Agriculturist revealedthe Allen
brothers' abiding distaste for "rank humbugs." Yet these veryqualities
contributed to their popularity. They reached hundreds ofthousands of farm
families on a regular basis; and, though they doubt-less purveyed a good
deal of misinformation and folk nonsense, theycontributed significantly to
the diff'usion of new knowledge and newtechniques among American
farmers. As Ruffin observed in a widelyquoted lecture in 1851,
"Notwithstanding all the existing obstacles anddifficulties, American
agriculture has made greater progress in the lastthirty years, than in all
previous time. This greater progress is mainlydue to the diffusion of
agricultural papers. In the actual absence of allother means, these
publications, almost alone, have rendered good ser-vice in making known
discoveries in the science, and spreading knowl-edge of improvements in
the art of agriculture." Ruffin, of course, wasnot a disinterested

commentator, having himself edited a distinguishedagricultural journal for
years, and his observation partook of the samepartiality as Watson's
concerning agricultural societies; but he had in-deed captured an essential
truth about the role of the press in popular-izing the new scientific
agriculture. Moreover, beyond the informationthey conveyed, the farm
journals persistently advised their readers toseek additional means of
continuing their education, recommendingbooks, pamphlets, and almanacs;
urging the formation of reading clubsand experimenting societies; and
encouraging attendance at lectures, ly-ceums, and fairs.^
3. American Agriculturist, IV (1845), 335; and Cultivator, new «cr., VIII
(1851), 91-92.
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The third element in the new educational system consisted of for-mal
instruction in agriculture given in schools, academies, institutes,and
colleges. This form of instruction reached those few with more sys-tematic
and reliable knowledge and was likely to lead to additional ex-periment and
inquiry, to the adaptation of tested knowledge to specificsituations, and to
the development of new knowledge. The GardinerLyceum, established in
Maine in 1821, offered instruction in a varietyof subjects "to practical men
however employed" (especially farmersand mechanics), the goal being to
make them "skillful in their occupa-tions." The Rensselaer Institute,
founded in New York in 1824, offeredinstruction in chemistry, botany, and
zoology and sponsored teachingdemonstrations of agricultural techniques
and the use of fertilizer in thecultivation of vegetables. And Michigan
Agricultural College wasfounded in 1855 via legislation directing that the
chief purpose and de-sign of the institution be to improve and teach the
science and practiceof agriculture. Meanwhile, agricultural professorships,
agriculturalprograms, and agricultural courses appeared in countless
academies,colleges, and universities, on a more or less permanent basis;
and,though it would be a half-century before the substance of the study
ofagriculture would be systematized and codified, the combination of formal courses with work on a demonstration farm was clearly in evidenceby
the 1850's. When the Morrill Act was passed in 1862, makingavailable the
wherewithal for a college of agriculture in every state, itmerely nationalized

the trend toward some combination of formalschoolwork directed to the
advancement of a scientifically based agricul-ture that had been developing
over forty years. Later, under the aegisof the Morrill institutions, the fair,
the press, and the college would bejoined to form an organized system of
education with the express pur-pose of continually improving American
agriculture. But that linkingwould itself require as much imagination and
ingenuity as the initialcreation of the several discrete elements.'*
A final point bears comment. The new agricultural education af-fected
farming most profoundly in the North and the West, and inthose parts of the
pre-Civil War South where family farms and free la-bor prevailed. It was
less influential in the region dominated by thelarge slave plantation.
However interested the owners may have been ina more scientific and
rational agriculture, any aspirations they mighthave harbored in that
direction ultimately had to contend with the stub-born realities of the slave
system. Early in the century John Taylor of
4. Amencan Journal of Education, II (1827), 216.
Caroline described slavery as "a misfortune to agriculture incapable
ofremoval, and only writhin the reach of palliation"; and, hov^ever muchthe
slaveowners tried to ignore or transcend the misfortune, they
w^eregenerally aware of it. It tied the region to a one-crop system of commercial staples that would provide maximum returns to cultivation bylarge
numbers of unskilled human beings. The one-crop system in turnprevented
a desirable rotation of crops, necessitating reclamation of theland by costly
fertilizers, for which funds were never available, owingto the cost of
feeding the unskilled laborers. And the unskilled laborersproved unadept in
any case at applying fertilizer or using machines orintroducing any of the
dozens of other fundamental reforms from im-proved tillage to more
effective drainage that were at the heart of thenew agriculture.^
But adeptness in the last analysis was not really the issue. Theplantation
owners were committed to the slave system; and, while theywere willing to
sell a few slaves from time to time to obtain the capitalto buy much-needed
fertilizer, their commitment to maintaining thesystem sharply limited their
options. They were unwilling on the onehand to dispose of their slaves and
unwilling on the other hand to per-mit them sufficient education to make

them economically efficient inthe face of northern and western competition.
And the slaves, in turn,were scarcely inspired to learn. Neither the owners
nor the slaves hadthe economic incentive that fueled the new agricultural
education in theNorth and West. The owners were more committed to a way
of lifethan to rational agricultural production, and so indeed were the
slaves,who, in maintaining their own pace and resisting eflforts toward
ratio-nalization, merely demonstrated their own commitment to values
andconcepts of dignity that were not in the control of the masters. In
thisrealm as in others, the slaves were proffered one curriculum butlearned
another, which they themselves valued, constructed, and taught.
Ill
The agricultural economy of the 1780's and 1790's included a housc-holdhandicraft-mill complex that accounted for most of the manufac-turing of
the early Republic. Within this complex, household manufac-ture was far
and away the leading source of production: the farmfamily made an
astonishing portion of the goods it needed, from soap tocandles to clothing
to furniture to hoes and rakes and scythes. It was
5. Taylor, Arator, p. 57.
production for use rather than sale, it drew upon raw materials pro-duced on
the farm, and it rested for its perpetuation from one genera-tion to the next
on the same system of informal apprenticeship that per-tained in the more
general realm of agricultural production.
Alongside household manufacture was the production of craftsmenand
mills. In smaller and newer communities, blacksmiths^, cobblers,coopers,
and tailors would join a farm household from time to time, inthe fashion of
traditional journeymen, and practice their arts with ma-terials produced by
the family. In larger and older communities, suchartisans would set up shop,
either in concert with a farm they them-selves managed, or independently.
The burden of their effort went into"bespoke" work, specially ordered by
individual customers, although intheir free time they might also
manufacture products for future sale. Inaddition, there was the production
associated with gristmills, sawmills,papermills, breweries, tanneries,
brickyards, and ironworks, usuallyrun by merchant or artisan entrepreneurs,

occasionally, once again, assupplements to farms or shops. Such
establishments were ordinarilysmall in size and local in operation. They
tended to draw upon neigh-borhood sources for their raw materials and to
serve neighborhoodmarkets with their finished products. There were
exceptions, to besure: the distilleries of New England and the tar kilns of
the Carolinasserved national and even international markets, but they were
verymuch departures from the rule.
The arts and mysteries practiced in these shops, mills, and "manu-factories"
were perpetuated through a more formal system of appren-ticeship that had
developed during the colonial era. It involved a formalcontract between a
youngster (most often a boy, occasionally a girl), amaster craftsman or
tradesman, and the youngster's parent(s) or guard-ian. The most important
elements in the contract were the youngster'spromise to serve the master in
all lawful commands and capacities overa stipulated period of time and the
master's promise in turn to teachthe youngster the arts and mysteries
associated with a particular craftor trade. Other elements that were often
embodied in the contract in-cluded some sort of payment in cash or kind
during the period of theapprenticeship or at the time of its conclusion and
sundry agreementson the part of the master to provide food, clothing,
schooling, or otherappurtenances to the youngster during the course of the
apprenticeship.Whereas such contracts had been registered with the town or
countyauthorities during the early part of the eighteenth century, that
formal-ity had tended to disappear by the time of the Revolution.
The sustained embargos of the early nineteenth century, followed as
they were by the War of 1812, put a premium on household manufac-ture. It
rose dramatically for a time, peaking around 1815. Thereafter,it fell off
fairly rapidly in the Northeast, with the decUne becomingmore general
during the 1840's and 1850's (it survived longest on thefrontier, where the
absence of transportation threw settlers onto theirown resources of skill and
material, and on large southern slave planta-tions, where owners tried to
exploit their oversupply of labor as fully aspossible). Simultaneously, there
was an enlargement of shop produc-tion, an extension for a time of
domestic or putting-out arrangements,and the beginning of the factory
system. All these developments hadprodigious consequences for

apprenticeship, and more generally for theways in which Americans
prepared themselves and were prepared toenter upon the work that would
gain them their livelihood.
Insofar as shops expanded in size but persisted in character, ap-prenticeship
remained the most common form of craft training. Theprintshop provides a
useful example. Milton W. Hamilton's study ofthe country printer in New
York State between 1785 and 1830 revealsthat the traditional chapel, or
local unit of the ancient printers' guild,continued vigorously in its teaching
of the customs and rules of the craftas well as in the support it lent to
established modes of vocational en-trance and instruction. Boys aspiring to
become printers generally en-tered upon their apprenticeship at the age of
fourteen or fifteen (thoughthe age varied from seven to eighteen at the
extremes) via a formal con-tract signed by the boy, the master printer, and
the parent or guardian.During the nineteenth century, it became customary
to provide a mod-est compensation to the boy—twenty-five to forty dollars
seems to havebeen the rule by the 1840's. The traditional term of
apprenticeship wasseven years, but most contracts specified five or six and
many boysserved fewer; the same shortage of labor and prevalence of
opportunitythat made long apprenticeships difficult to enforce in the
provincial erapersisted into the national era. The ordinary duties of an
apprenticeranged from the household chores that the printer's natural
childrenmight perform to the running of errands and the delivery of
newspa-pers, the preparation of sheepskins for the inking of the press (a
dirtyjob that was doubtless the source of the appellation ''printer's
devil"),and the actual business of typesetting and presswork. Some
mastersshared a fund of practical wisdom during the course of the
apprentice-ship, others assumed hard work was itself the best teacher. Some
sentthe apprentice to school, others relied on apprentices' libraries or
gavethe matter no thought. It was a taxing, frequently grinding, regimen,
but those who completed it had a skill for which there was a substan-tial
market throughout the nineteenth century, and those who could puttogether
the few hundred dollars required for the purchase of a pressand some type
had ready access to a single entrepreneurship.^

Most country printshops were run by owner-masters and a smallnumber of
journeymen or apprentices or both. The development oflarge urban
newspapers and book publishers, however, and the combin-ing of steam
power with improved mechanical presses during the1840's and 1850's,
fundamentally changed the character of the printingindustry in the East. The
owner-printer like Horace Greeley, who hadserved the same apprenticeship
as the journeymen printers who workedfor him, gave way to the full-time
editor and the merchant publisher,neither of whom had ever been a printer.
The skilled pressman, whocould run off several hundred sheets per hour on
a traditional Ramagepress, found himself feeding paper into a Hoe
"lightning press" in the1840's, thereby helping to run off eight thousand
sheets per hour but atthe same time displacing a large number of his brother
printers. Andprinters in general were forced to compete for wages with
reporters,editors, and advertising salesmen. In response to this situation,
printersorganized some of the earliest craft unions in the country, on the
locallevel as early as 1794 and on the national level with the
establishmentof the National Typographical Union in 1852. Beyond their
obviousconcern with bread-and-butter issues, these organizations gave
particu-lar attention to the enforcement of a genuinely educative
apprenticeshipand to resisting the employment of half-trained journeymen;
and, whilethey were less than wholly successful, they did manage to retain
a pat-tern of minimal training that made of apprenticeship more than
simplya job classification calling for no skills and low pay. Even so,
Greeleyremarked as early as 1845 that the "golden age" of printing was
pass-ing away, and urged those who were still young to go West, "where independence and plenty may be found."''
The printers were able to retain their sense of craft, however muchthey were
diminished in status, in the new publishing industry thatcame into being in
the 1840's and 1850's, and they were also able to re-tain a measure of
control over the character of apprenticeship. The de-velopment of the shoe
industry during the same period led to a very dif-ferent situation for the
shoemakers, or cordwainers, as they were called
6. Milton W. Hamilton, The Country Printer: New York, 1785-1830 (New
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during the later eighteenth century. Most shoes in the colonial periodwere
the products of household manufacture: they were made of leatherproduced
and tanned on the farm or in a community tanning pit, eitherby the farmer
himself or by an itinerant cobbler (possibly a neighboringfarmer) who came
for a time and worked the homemade raw materialsinto boots or brogans.
But from the earliest times there were also crafts-men who specialized in
shoemaking and who took orders for "bespoke"work. Located principally in
the larger market towns like Philadelphia,New York, and Boston, they
bought their leather from neighboringfarmers or from merchants or sea
captains who imported it, and theymade the entire shoe, using a kit of tools
that had not changed appre-ciably since the medieval period. In the process,
they hired journeymenand took on apprentices, using contracts for the latter
that embodied theusual quid pro quo of instruction in the art and mystery of
the trade inreturn for faithful and loyal service over a stipulated period of
time.
Given its failure to develop as either a port (because of the inade-quacy of
its harbor) or as a farming center (because of the poor qualityof its soil), the
town of Lynn, Massachusetts, had become something ofa center for shoe
production during the 1750's and 1760's, supplyingnot only its own needs
but the needs of neighboring communities aswell. When the Revolution cut
off the traditional supply of importedEnglish shoes, Lynn's local industry
boomed; sales not only increased innearby markets but along the entire
eastern seaboard. When the cessa-tion of hostilities permitted the return of
English imports, Lynn's shoe-makers continued to compete for those
domestic markets. In the process,a transformation was wrought in the shoe
industry that radicallychanged the nature of apprenticeship.
The transformation proceeded through three phases. In the initialphase,
beginning around 1790, merchants from Boston and Salem, not-ing the
existence of an expanding market for Lynn's shoes, undertookfirst to supply
the leather and other materials that the shoemakerswould need to
manufacture the shoes and then to sell the final productsafter they had been
manufactured. The immediate consequence was notso much to change the
conditions of manufacture as to separate theshoemaker from his customers;

but the longer-range consequence wasthat the system proved immensely
lucrative, with the result that pres-sure for increased production mounted
and maximum efficiency tendedto replace maximum quality as a goal to be
achieved.
This led to the second phase of the transformation, beginningaround 1810,
in which a significant division of labor occurred. The
master (assisted by his journeymen) no longer made shoes in their en-tirety
but devoted a larger and larger share of his own time to cuttingleather into
usable parts in what was called a "central shop," leaving itto women
working at home to "bind" (stitch) the pieces that formed theupper part of
the shoe, and to journeymen working in what was calleda "ten-footer" (a
building used exclusively as a shop) actually to"make" the shoe, that is, to
fit the upper part that had been stitched bythe women to the last and to
attach it to the inner and outer soles. Thewomen brought into the
manufacturing process at this stage were ini-tially the wives and daughters
of the journeymen, but as time passedand as production goals increased
they simply became any women v/ill-ing to apply their knowledge of
stitchery to the process of binding.There were still apprentices who worked
with the journeymen, butthey no longer saw or participated in the entire
process of shoemaking.Interestingly, the Philadelphia shoemakers railed
against these develop-ments, complaining that untrained labor in
Massachusetts was produc-ing inferior shoes at cut-rate prices. However
that may have been, thefact was that the customs of the craft were no longer
as vigorously pur-sued in Lynn as they were in Philadelphia, in part at least
becausePhiladelphia shoemakers continued to manufacture custom-made
prod-ucts for particular customers and to maintain the traditions of apprenticeship, while Lynn shoemakers were manufacturing standard prod-ucts for
anonymous customers and were therefore not able toperpetuate the arts and
dignity of their craft.
In the third phase of the transformation, which began around 1855,steam
power and various sorts of labor-saving machinery were added tothe
productive process, climaxing with the introduction of the Blake-McKay
machine for stitching bottoms during the later 1860's. There-after, it became
more economical to gather workers together in a singlefactory than to

supply them with pieces for finishing in several differentestablishments.
Thereafter, too, both the binding and the making pro-cesses could be
accomplished via machines operated by individuals whohad not gone
through an extensive period of training but who hadlearned one element in
the productive process well, usually throughsome sort of understudy
arrangement that combined the necessaryminimum by way of explanation,
imitation, correction, and practice.For all intents and purposes,
apprenticeship died out as a lengthytraining process in craftsmanship and
became instead a category of be-ginning employment signifying no skills
and low pay. A national asso-ciation called the Knights of St. Crispin was
organized in 1867, one of
the avowed purposes of which was to keep "green hands" out of theshoe
industry, and there were vigorous lodges in Lynn that mountedsubstantial
campaigns to prevent the importation of unskilled Chineselabor from
California into the shoe factories of Lynn. But, whatevertheir success in
resisting the Chinese, they failed in their effort to resistunskilled labor; and
as early as 1872 the International Grand Scribe ofthe organization advised a
meeting of the Boston Lodge that the Cri-spins would do better to fight
against the wage reductions that weresurely in the offing than to try to
regain control over the entry of newrecruits to the trade. The depression of
1873 bore out his predictionand did much to hasten the early demise of the
organization.®
The printers, then, managed to maintain the tradition of formal apprenticeship as systematic training for a trade; the shoemakers, on theother
hand, at least in Lynn, did not. A third pattern is best exempli-fied, perhaps,
by the cotton industry of New England, where the infor-mal apprenticeship
that prepared boys and girls for household produc-tion was transferred to
the factory, though at a far less complex level ofskill. The familiar story
begins with the establishment of SamuelSlater's mill at Pawtucket, Rhode
Island, in 1790, in association withthe merchants William Almy and Smith
Brown, for the spinning ofcotton yarn. Like all other elements in the
making of cloth, the spin-ning of cotton yarn had traditionally been carried
on in households bywomen and girls using manually operated spinning
wheels (indeed, theterm "spinster" derived from that function). The yarn
was thenbleached and woven in the household, and subsequently made

intoclothing and other wares for household use. What was new about
theSlater mill was that it brought together under one roof the spinningjenny
invented by the Englishman James Hargreaves in 1764 and thewater frame
invented by the Englishman Richard Arkwright in 1769and joined them to
the power of a local waterfall. Slater had memo-rized the designs of the
jenny and the frame as an apprentice in a Der-byshire cotton mill during the
1780's and had then, in violation of En-glish law, immigrated to the United
States with the express purpose ofreproducing them. What was also new
about the Slater mill was that,in an eflfort to keep expenses to a minimum,
the machines were operat-ed by local children hired for wages.
The decision to use children was not extraordinary. It was commonfor
youngsters of eight, nine, and ten to carry heavy burdens in farm
8. Blanche Evans Hazard, The Organization of the Boot and Shoe Industry
m MassachusettsBefore 1875 (Cambridge, Mass.: Harvard University
Press, 1921), pp. 153-155.
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households of the 1790's, and it was not uncommon for youngsters ofthose
ages to be apprenticed to other households or to shops. Moreover,the tasks
to be performed in the mill were even less complicated thanthe task of
spinning with a spinning wheel. The cotton was spread onthe carding
machines, which combed their fibers until they lay parallel.Another
machine took the carded cotton and formed it into rovings,loose soft rolls of
parallel fibers. And the spinning machine then twistedthe fibers into yarn.
The machines were so simple to operate that theonly adult expertise
required was by way of supervision and the occa-sional repair of the
machines.
Slater himself taught and oversaw the youngsters during the earlymonths,
showing each one his or her tasks, drawing up rules to be fol-lowed, and
generally keeping order. When the firm built a larger millin 1793, however,
his management problems multiplied: there werelarger numbers of children
to supervise and more frequent encounterswith parents over wages, hours,
and attendance, problems aggravatedby the inefficiency of Almy and
Brown. As a consequence, when Slaterin 1800 formed a new partnership

and built an even larger mill on theother side of the river (retaining his
managerial role at the mill built in1793), he began to recruit whole families
rather than individual chil-dren. The new arrangement relieved Slater and
his partners of the re-sponsibilities of oversight in the factories: the parents
themselves super-vised the children at work and in the process not only
maintained socialdiscipline but provided substantial legitimatization for the
employmentof young children.
Slater continued to use the new arrangement in his own mill, hisrecords
indicating that in 1816 his labor force comprised one familywith eight
members working, one family with seven, two families withfive, four
families with four, and five families with three, along witheight single men
and four single women. Moreover, the so-called familysystem became fairly
common in the smaller cotton mills of Rhode Is-land, Connecticut, and
southern Massachusetts. With the organizationof the Boston Manufacturing
Company of Waltham in 1813, however,an important alternative to the
family system emerged, namely, the re-cruitment of a large labor force of
young women between the ages ofapproximately eighteen and twenty-two
who would live in well-super-vised boardinghouses maintained by the
company. The young womenwere recruited from the New England
countryside by paid agents ofthe firm, who held out the prospect of
interesting work in a differentenvironment for a few years under quasifamilial conditions, during
which money could be earned for a dowry or for other personal or fa-milial
purposes. Since the Boston Manufacturing Company includedpower looms
in its factories along with the yarn-making machinery, thework was slightly
more complicated than the work in the Slater mill,but only slightly, and by
all reports the young women learned the tasksthat were assigned to them
fairly rapidly via the same understudymethods as the workers in the Lynn
shoe factory.
Now, the term "apprentice" was used from time to time to refer toboth the
children in the Slater mills and the young women in the Bos-ton
Manufacturing Company mills; but, from the earliest instances ofthe 1790's,
the term was devoid of any connotation of formal systematicinstruction. It
merely referred to a beginning worker who would tendthe machines. At no

point was it assumed or implied that the employerswould teach the
apprentices the arts and mysteries of a craft, thoughadmittedly the
boardinghouse scheme involved the employer in quasi-familial nurture and
surveillance (the family system obviously relievedthe employer of this
responsibility with respect to the children). In es-sence, then, apprenticeship
in the cotton industry from the beginningsignified a status in the labor force
rather than an arrangement involv-ing systematic training or instruction.
It must not be assumed that the transformation of manufacturingfollowed
any standard or linear pattern of development during thenineteenth century,
or even that the character of apprenticeship withinthe same craft or trade
changed in the same ways in all regions of thecountry. As has been
indicated, formal apprenticeships in the printingcraft proved much more
durable in country towns than in large cities.Similarly, long after readymade New England shoes had become wide-ly and cheaply available in the
South, shoemaking remained a house-hold industry on many slave
plantations, and shoemakers (free blacksas well as whites) who had learned
their craft via apprenticeship con-tinued to ply their trade in most southern
cities. On the other hand,there were water-powered factories in Georgia
where unfree blacks andfree whites worked side by side as spinners and
weavers, tending ma-chines in patterns of activity that were
indistinguishable from those inNew England.
Yet there was one educational problem that proved ubiquitouswherever
factories did appear, and that was the problem of nurturingand maintaining
industrial discipline. The rhythms of the household-handicraft-mill complex
of the late eighteenth century were essentially
based on agricultural time. People followed a work calendar
largelygoverned by the seasons, though modified for holidays, and by a
workday based on some compromise between external demand and
personalpreference. It was common for households to manufacture clothing
andagricultural implements during the winter and for journeymen to ab-sent
themselves from their shops on occasional Saturdays and Mondaysand even
longer periods around the usual election day festivities. Fac-tories, with
their dependence of machines on people and of each ele-ment in the
productive process on all the others, could not be made towork efficiently

on such a schedule. They required a shift from agricul-tural time to the
much more precise categories of industrial time, withits sharply delineated
and periodized work day. Moreover, along withthis shift in timing and
rhythm, the factory demanded concomitantshifts in habits of attention and
behavior, under which workers couldno longer act according to whim or
preference but were required in-stead to adjust to the needs of the
productive process and the otherworkers involved in it.
The values and attitudes associated with industrial discipline werethose of
Poor Richard—inner discipline, hard work, punctuality, fru-gality, sobriety,
orderliness, and prudence—and they had been taughtto the American
people via almanacs and other genres of popular liter-ature since the middle
of the eighteenth century. With the developmentof the factory in the
nineteenth century, however, they were taughtwith renewed vigor and
growing intensity, not merely by a burgeoningpopular literature, but also by
churches, schools, and voluntary organi-zations, as well as by the factories
themselves. The evangelical move-ment of the 1820's, 1830's, and 1840's
was persistent in its delivery ofmessages concerning the virtue of personal
self-discipline, while theschools taught, not only through textbook
preachments, but alsothrough the very character of their organization—the
grouping, perio-dizing, and objective impersonality were not unlike those of
the factory.In similar manner, a spate of voluntary associations came into
beingdedicated to the advancement of temperance, the elimination of
idleness,and the enforcement of a self-denying morality. And the factories
pub-lished long and detailed lists of rules, rewarding observance (and
theresultant productivity) with premiums and punishing infractions
withfines and dismissal. Beyond that, they vigorously proclaimed the
moralinfluence of manufacturing itself, in keeping people from idleness,
increating prosperity, and in advancing the national interest.
The values of industrial discipline were taught with heightened in-tensity,
then, by a growing number of institutions, but they were notunfailingly
learned; for, if the factory owners saw themselves in com-mon cause with
their employees in the acceptance and advancement ofthese values, the
employees did not uniformly share the values. Somedid, to be sure: there is
evidence of workers in the shoe factories ofLynn and in the boardinghouses
of the Boston Manufacturing Com-pany of Waltham who took pleasure in

their work and harbored nosense of grievance against their employers or
alienation from them. Butothers resented both the industrial discipline itself
and the assertions ofcommon cause that they saw as rationalizations for
vicious exploitation;and they sought through their unions and their
benevolent societies al-ternative patterns of living and working, as well as
alternative educa-tional arrangements that might help bring them into being.
Granted this, it would be anachronistic to see any sharply definedand fully
developed class conflict during the period before the 1870's.Particularly in
the newly industrialized towns and cities, there was agrowing separation of
experience between those who owned and oper-ated the new factories and
those who worked in them, a separation thatwas frequently compounded by
ethnic, religious, and racial factors; andthat separation did provide the basis
for an increasingly articulate classconsciousness during the 1850's and
1860's, a consciousness that wasboth heightened and taught by the
emerging labor movement. Never-theless, for every Nathan Appleton, an
exemplar of socially responsibleelitism and a founder of the Boston
Manufacturing Company, whoseapprenticeship had been as a clerk to his
brother and whose only expe-rience with cotton weaving before he invested
five-thousand dollars inFrancis Lowell's Waltham power mill had been as
an interested ob-server, there was also a Horace Greeley, who ran a large
urban news-paper establishment but who had himself come up through a
standardprinter's apprenticeship. And, more representative than either,
perhaps,were the shoe manufacturers at Lynn on the eve of the Civil War.
Amajority had had experience as shoemakers, and some had been thesons
of shoemakers. They had been drawn from the upper reaches ofthe trade, to
be sure, and they had had unusually good access to capitaland to
management expertise. But they had shared a measure of expe-rience in
common with their workers; and, although as they reflectedupon that
experience they saw it differently, the fact of the sharing re-mained an
important element of continuity in their lives.
IV
The formal apprenticeship system of the 1780's and 1790's trained notonly
craftsmen and tradesmen in the arts and mysteries of their voca-tions but
physicians, lawyers, and ministers as well. The traditionalEnglish modes of

preparing such professionals in the universities, Innsof Court, and hospitals
had not taken root in the colonies, and therehad been a gradual devolution
of professional training from the moretheoretical and systematic instruction
associated with institutions ofhigher learning to the more practical and
informal education associatedwith apprenticeship. By the time of
Independence the range of compe-tence in the various professions had
become enormous, from physiciansfamiliar with the latest European science
to empirics who knew onlyherbal medicine, from attorneys steeped in the
common law to pleaderswho knew only the arts of persuasion, from
Congregational ministersthoroughly grounded in the literature of theology
to Methodist preach-ers who knew only the word itself. A few
professorships of medicine,law, and divinity had been established at the
College of Philadelphia,King's College, the College of William and Mary,
and Harvard, andthere were vigorous proponents in every state of higher
standards ofeducation and certification; but the tension between high
standards andeasy accessibility was already ubiquitous and would mark the
debatesover professional training until well after the Civil War.
In medicine, the character of apprenticeship training had becomefairly
standard by the early years of the nineteenth century. The aspir-ing
physician, usually a youngster around eighteen years of age (thoughsome
apprentices were as young as fifteen and some as old as twenty-five) who
had completed several years of schooling (some of whichmight even have
been classical) would apprentice himself to a practic-ing physician (called a
"preceptor"), with the usual promised exchangeof services and obligations,
the preceptor agreed to furnish instructionin the science and art of medicine
and also to provide whatever booksand equipment might be needed during
the course of training; the ap-prentice agreed to serve the preceptor in all
reasonable requests andalso to pay a fee that was ordinarily set at onehundred dollars a year.The apprenticeship commonly ran three years in
length and was divid-ed into two phases. During the first phase, the
apprentice would "readmedicine," systematically perusing textbooks in the
fields of chemistry.
botany, anatomy, physiology, materia medica, pharmacy, and
clinicalmedicine. Dissections on animal and human cadavers were often
under-taken during this first phase, and the apprentice also performed

simpleduties around the physician's office and household. During the
secondphase, the apprentice would accompany the physician on his calls,
as-sisting him in the usual tasks of bloodletting, blistering, mixing and administering drugs, dressing wounds, delivering babies, and
performingsurgery. At the conclusion of the stipulated term, the preceptor
wouldaward the apprentice a certificate testifying to his excellent training,
hisloyal service, and his patent qualification to practice medicine.
The assets of this system of training were considerable. The ap-prentice
studied under a preceptor who was actively practicing the artsand sciences
he was purporting to teach; and, after the apprentice hadimmersed himself
for a time in textbook knowledge, he was offered thechance to learn by
doing, proceeding as an understudy from the simpleto the complex tasks
involved in the occupation. Yet, that said, theshortcomings of the system
were legion. Quite apart from the abilityand previous preparation of the
apprentice, the quality of the entire en-terprise depended upon the
knowledge and concern of the preceptor. Ifhe was well versed in medical
knowledge and techniques and careddeeply about teaching them, the
apprenticeship could be invaluable; ifhe was a hack carrying on a routine
practice and cared only about thefees and assistance associated with
apprenticeship, it could proveworthless. Moreover, even when the preceptor
was competent and car-ing, he suflfered all the limitations of a single
individual with a given setof textbooks carrying on a particular practice in
one community, oftenin isolation from other physicians and if not in
isolation almost alwaysin competition with them.
It was the recognition of these limitations by both the preceptorsand the
apprentices that led to the most significant developments inmedical
education during the nineteenth century. One of these was themovement
toward licensing. As physicians formed local and state medi-cal societies
during the late eighteenth and early nineteenth centuriesand sought to
control entry into practice via licensing, they quicklycame to appreciate the
advantage that would flow from having a testi-mony to competence by a
single preceptor-physician converted into a li-cense to practice granted by
the state on recommendation by a medicalsociety; and for a time physicians
pressed for that arrangement, thoughthey did not always have their way in
the several state legislatures.

More importantly, physicians began to acknowledge the advantage
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of organizing medical schools to undertake some of the more
systematicinstruction of the apprenticeship, with the result that the first
threequarters of the nineteenth century witnessed a dramatic proliferation
ofsuch institutions under the aegis and proprietorship of the
practitionersthemselves. They came into being in various ways. In
communitieswhere a college was already in existence, the physicians would
seek anopportunity to add medical courses to the curriculum or even to
developa full-scale medical program or medical school. In communities
wherethere wasn't a college, the physicians would seek a charter
authorizingthem to create a medical school de novo, or, having created one
withoutlegislative authority, they would seek an affiliation with some extant
in-stitution nearby. In 1783 there were two medical schools in the
UnitedStates, and by 1876 there were seventy-eight that were formally
report-ed by the Bureau of Education and doubtless others operating on an
in-formal basis. They varied tremendously in size and character, but theydid
share certain features in common. As a rule, the course of instruc-tion
consisted of two four-month terms that were seen as complemen-tary to two
years and two summers of apprenticeship with a preceptor.The curriculum
covered three basic fields, not dissimilar to the fieldscomprised by the
"reading" phase of the traditional apprenticeship: thebasic sciences
(chemistry, anatomy, physiology, and possibly botany,physics, and
zoology), the theory and diagnosis of disease, and the treat-ment of disease,
including materia medica, surgery, and midwifery. Thelecture method was
the dominant pedagogical form, with some clinicaldissection, usually
carried out in a remote corner of the building, andsome demonstration of
medical or surgical techniques, usually underconditions where observation
was difficult or even impossible. Uponcompletion of a three-year course,
consisting of two terms of schoolingand twenty-eight months of
apprenticeship, the student was awardedthe M.D. degree. The financial,
professional, and personal connectionsbetween physicians as practitioners,
preceptors, and professors werenumerous and close, with the result that

medical schools were both con-venient and profitable to those fortunate
enough to control them. Giventhat convenience and profitability, and given
the rise of medical sectar-ianism during the 1830's and 1840's (the growth
of radically differingtheories of treatment), the schools competed
vigorously for students, andone outcome was that standards of entrance and
requirements of gradu-ation steadily deteriorated during the decades before
the Civil War.^
9. U.S., Bureau of Education, Report of the Commissioner oj Education for
the Year 1876,pp. 752-755.
No school conveys the flavor of this era in American medical educa-tion
more authentically than the medical college at Castleton, Vermont,a
proprietary institution founded in 1818 by three local physicians as
aconvenience for their apprentices and a source of additional income
forthemselves. Though the founders had been trained via
apprenticeship,they were able to recruit to the faculty graduates of the
medical schoolsof Harvard, Dartmouth, Bowdoin, the University of
Pennsylvania, andeven the Royal College of Physicians of Edinburgh,
Scotland. The col-lege had six regular professors teaching the usual fields
of botany,chemistry, anatomy, physiology, clinical practice, materia medica,
the-ory and practice of medicine, and medical jurisprudence; and it had
inaddition a varying cohort of visiting professors, most of whom
werepracticing physicians who taught part time at Castleton, bringing
withthem their own apprentices. During the forty-three years of its existence, Castleton affiliated with Middlebury College for a time (1820-1837),
suspended operation for a time (1838-1840), and frequently re-organized;
but it managed to teach some 2,700 students and to graduate1,422, a larger
number than any other contemporary New Englandmedical school. Like
most schools of the era, it maintained no admis-sion requirements and
off'ered little by way of clinical instruction; butthe academic fare it did
provide was clearly superior to what most as-piring physicians could gain
from a single preceptor, and that superior-ity, however marginal, was the
key to Castleton's success.
As the number of medical schools increased, the supply of physi-cians
burgeoned, and a clamor arose within the profession for height-ened

admission and graduation requirements. While many of the argu-ments
advanced were predictable—self-serving professors arguing foropen
admissions versus self-serving practitioners arguing for restric-tion—there
was at least one rather remarkable exchange between Mar-tyn Paine of the
New York University Medical School and NathanSmith Davis of the
Broome County (New York) Medical Society, whowould later play a key
role in the organization of the American Medi-cal Association. In two
widely circulated addresses during the mid-1840's, Paine maintained that
sharply increased standards of medicaleducation would "turn from our
medical schools most of their aspi-rants," particularly those from the poor
and middling classes, ruin anynumber of flourishing medical schools, and
in the end dramatically re-duce the general standard of medical care by
loosing increased quackeryupon the world. Let the best schools train an
elite, Paine argued, butlet there be other schools to provide sound medical
education to poorer
I
Students at moderate cost. So far as Davis was concerned, the issue
wassolely one of standards. The only true questions, he wrote, "are, whether our system contains important defects; and if so, whether they admitof
being remedied." The issue was never joined solely in educationalterms,
since the question of restriction was ever lurking in the back-ground.
Nevertheless, the issue was one that bedeviled every form ofprofessional
education throughout the nineteenth century.*°
Paine and Davis may have argued over how much and what kind ofmedical
schooling ought to be available to aspiring physicians, but thevalue of
schooling was not brought into question. By the 1840's themedical
profession had clearly opted for schooling as a desirable com-plement to
apprenticeship, and indeed the number of young physicianswho annually
won the right to practice via the M.D. degree far exceed-ed the number who
won it via licensure by a medical society. Develop-ments in the field of law
went in much the same direction but far lessrapidly. Legal education was
also carried on via apprenticeship, andlaw schools also came into being in
significant numbers during the ear-ly years of the nineteenth century; but

they did not multiply at thesame pace as medical schools, and they did not
train the same propor-tion of new recruits to the profession.
The character of apprenticeship to the law was far less structuredand
standardized during the early years of the nineteenth century thanthe
character of apprenticeship to medicine. The aspiring lawyer en-tered a law
office for a clerkship that was usually ill defined and casu-ally conducted.
He "read" law, as the medical student "read" medicine,commonly out of
Coke upon Littleton (1628), the first volume of SirEdward Coke's fourvolume commentaries on the common law; Black-stone's Commentaries
(1765-1769), the popular four-volume expositionof the common law
delivered by Sir William Blackstone in 1758 as thefirst Vinerian Professor
of Law at Oxford; and contemporary statutebooks. He also copied legal
documents by hand, served process, andgenerally assisted his preceptor.
Since he had to be admitted to the barby a court, usually some court of local
jurisdiction, it was frequently thelength of time served rather than the
character of the substance con-veyed that was certified by the preceptor.
When, as part of the moregeneral movement to open up access to positions
of political influence,requirements for admission to the bar were reduced or
abolished during
10. Martyn Paine, "Medical Education in the United States," Boston
Medical and SurgicalJournal, XXIX (1843), 302; and Nathan Smith Davis,
"Medical Reform," New York Journal ojMedicine, IX (1847), 402.
the 1840's and 1850's, even that limited form of certification frequentlywent
by the board.
As in medicine, some preceptors were well grounded in the sub-stance of
the law and assiduous about their teaching responsibilities.Thus, Lemuel
Shaw of Boston, who was in the habit of taking largenumbers of
apprentices into his office during the 1820's, drew up thefollowing rules to
govern their conduct:
1. Students, on their entrance who have previously been at a law school,
orin any other office as students, will be expected to state particularly
whatbooks they have read, the progress they have made in each branch of
the law.

2. Students are requested to report to me each Monday in the forenoon
thecourse of their reading the preceding week, and receive such advice and
direc-tion as to the pursuits of the current week as the case may require. In
case ofthe absence or engagement of either party on Monday forenoon,
such confer-ence to be had as soon thereafter as circumstances will permit.
3. At any and all other times students are invited to call me and enter
intofree conversation upon subjects connected with their studies, and
especially inreference to those changes and alterations of the general law
which may havebeen effected by the Statutes of the Commonwealth and by
local usage, and inrespect to which therefore little can be found in books.
4. As one of the main objects of the attendance of students in the office ofan
attorney and counsellor is practice, they will be employed in
conveyancing,pleading, copying, and other writing as the business of the
office may require.
5. As order, diligence, and industry are essential to success in so laboriousa
profession, students will accordingly be expected to attend in the office, unless some other arrangement is made in particular cases, during those
hourswhich are usually appropriated to business, and to apply themselves to
the ap-propriate studies and business in the office.
6. If a student proposes to take a journey or to be absent for any considerable time he will be expected to give notice of the fact and the probable
lengthof his absence, and if he is confined by sickness or other necessary
cause hewill be expected to give notice of the fact.
Other preceptors were less detailed and careful about their oversight,and the
haphazard enforcement of requirements for admission to thebar in many
localities simply confirmed in many instances a haphazardprocess of
apprenticeship."
The earliest teaching of the law at the colleges came into being with
11. The rules are reproduced in Frederic Hathaway Chase, Lemuel Shaw,
Chief Justice ofthe Supreme Court of Massachusetts, 1830-1860 (Boston:
Houghton Mifflin Company, 1918), pp.120-121.
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the appointment of George Wythe as professor of law and police at
theCollege of William and Mary in 1779, of James Wilson as professor
oflaw at the University of Pennsylvania in 1789, and of James Kent
asprofessor of law at Columbia College in 1794. As in medicine, how-ever,
the most significant early law schools developed under the aegisand
proprietorship of individual practitioners or groups of practitionersseeking a
more economical and systematic way of teaching their ap-prentices. Some
of these institutions affiliated with extant colleges oruniversities; others
thrived under private auspices, sometimes with aformal charter, more
frequently without one. In fact, the most influen-tial of all the early schools,
the one established at Litchfield, Connecti-cut, by Tapping Reeve, neither
had a charter nor was affiliated with acollege or university.
Reeve, the son of a Presbyterian minister, had attended the Collegeof New
Jersey and served as a grammar school master and a college tu-tor before
deciding to study law under Jesse Root of Hartford, Con-necticut. Upon
being admitted to the bar in 1772, Reeve settled inLitchfield, the fourth
largest town in Connecticut, some twenty-fivemiles west of Hartford, and
began to practice law. Like many contem-porary practitioners, he decided
two years later to supplement his in-come by accepting apprentices, and he
did so well at it that in 1784,when his wife's health demanded that the
teaching activities be re-moved from the household, he was able to erect a
small edifice in hisback yard to be devoted wholly to the instruction. When
Reeve was ap-pointed to the Superior Court in 1798, he solicited the help of
a formerstudent, James Gould, and the two men ran the school together
until1820. Thereafter Gould conducted it with two assistants until
1833,when the development of competing law schools at Yale, Harvard,
andColumbia and the general relaxation of requirements for admission tothe
bar occasioned the demise of the institution.
From the beginning, the Litchfield Law School was an outstandingsuccess,
largely as a result of Reeve's systematic and comprehensive lec-tures. In all,
he delivered 139 of them, covering domestic relations, ex-ecutors and
administrators, contracts, equity, torts, pleading, evidence,mercantile law,
and real property. Later, when Gould joined him, debtcollection, procedure,

and criminal law were added. The lectures werenot published, but students
who left with a complete set of notes andsources had in their possession an
incomparable reservoir of legal lore,principle, and wisdom, all directly
relevant to practice. In addition, they
had had the opportunity to join in moot courts, debating societies, infor-mal
review sessions, and regular examinations. During a single year'sresidence,
a student could obtain as thorough and comprehensive a re-view^ of the
common lav^ as a system of connected rational principles ascould be
acquired anyvs^here in the United States.
During the fifty-nine years of its existence, the Litchfield LawSchool
produced an extraordinary number of law^yers w^ho v^ent on
todistinguished careers of public service—two vice-presidents of the United States, three Supreme Court justices, six cabinet officers, forty judgesof
higher state courts, and well over a hundred governors, senators,
andcongressmen. But its more significant function was to serve during
itstime as a paradigmatic alternative to the more customary and less systematic "reading" of law in a lawyer's office. There were various contemporary enterprises more or less like Litchfield, including several established by its graduates; and, during the 1830's and 1840's,universitybased law schools developed even more systematic and com-prehensive
curricula, taught by professors who published their com-mentaries as
textbooks for serious study, including self-study. By 1876there were fortytwo such institutions, supplemented by an indetermi-nate number of private
proprietary ventures. But the point to bear inmind is that they proffered
curricular models of uncertain influence,since a majority of those aspiring
to the law still proceeded solely viaapprenticeship, and admission to the bar
remained a less than formida-ble hurdle. Whereas the debate over medical
education during the mid-dle years of the nineteenth century was addressed
to the kind and ex-tent of schooling that would be most appropriate for
Americanphysicians, the debate over legal education still focused on the
value ofschooling in the first place.^^
In the field of theological education, the range of variation in char-acter and
quality was even greater than in medical and legal education,owing partly
to regional factors and differences in supply and demandbut even more

significantly to profound ideological differences amongthe sects and
denominations coupled with the fact that each sect li-censed and ordained
its own clergymen. In addition, there was a muchgreater degree of overlap
between the substance of liberal education astaught in schools and colleges
and the particular professional trainingseen as appropriate to a minister than
was the case in medicine and
12. Report of the Commissioner of Education . . . 1876, pp. 750-751.
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law. The result was that by the 1830's and 1840's some ministers
hadundergone a longer and more rigorous academic preparation for
theirwork than any American-trained physician or lawyer, while others
hadundergone as little training as the worst-trained physician or lawyerand
perhaps even less.
Ministerial education among the Congregationalists, the Episcopa-lians, and
the Presbyterians at the time of Independence consisted oftraining in the
liberal arts at one or another of several dozen academiesand colleges
followed by special training in the field of divinity. Sincethere were no
theological seminaries as such before the establishment ofthe New
Brunswick Theological Seminary in 1784, postgraduate train-ing was
obtained either by remaining at the academy or college for fur-ther
systematic study or via an apprenticeship with a practicing minis-ter.
Perhaps even more than in medicine or law, the apprenticeshipinvolved
systematic reading and study in several fairly well definedfields, including
Bible study (coupled with the Biblical languages, espe-cially Greek and
Hebrew), Judeo-Christian history, systematic theol-ogy, and a smattering of
homiletics and liturgies; though, like appren-ticeships in medicine and law,
theological training also includedassisting the preceptor in his round of
pastoral duties. Joseph Bellamyof Bethlehem, Connecticut, began taking
students in 1742 and contin-ued the practice until his death in 1790; indeed,
it may well have beenhis work that gave Tapping Reeve the initial idea for
the effort that be-came the Litchfield Law School. Bellamy's methods were
described insome detail by one of his more prominent students:

It was his custom to furnish his pupils with a set of questions covering
thewhole field of theology, and then to give them a list of books,
corresponding tothe several subjects which they were to investigate; and in
the progress of theirinquiries he was accustomed almost daily to examine
them, to meet whateverdifficulties they might have found, and to put
himself in the attitude of an ob-jector, with a view at once to extend their
knowledge and increase their intel-lectual acumen. When they had gone
through the prescribed course of reading,he required them to write
dissertations on the several subjects which had occu-pied their attention;
and, afterwards, sermons on the points of doctrine whichhe deemed most
important, and finally sermons on such experimental andpractical topics as
they might choose to select. He was particularly earnest ininculcating the
importance of a high tone of spiritual feeling as an element ofministerial
character and success.
Once a young man had studied with Bellamy for a year or two, he
could present himself for examination before an appropriate
ministerialbody, doubtless aided by testimonials from Bellamy, and seek
ordina-tion and a license to preach. Once ordained, he could himself seek
stu-dents; there was nothing to prevent him from doing so beyond the stubborn realities of the market.^^
By contrast, ministerial education among the Methodists and Bap-tists at
the time of Independence was neither as sustained nor as sys-tematic. In
those denominations, the important qualification was thatthe aspiring
minister be truly moved by the love of God to preach. Ifone gave persuasive
evidence of that call to the bishop (among theMethodists) or the
congregation (among the Baptists), formal learningin matters other than
Scripture, doctrine, and prayer were not only un-necessary but possibly
even distracting in that they might well leadpreachers away from the
experience of ordinary people. When this doc-trinal proclivity was
compounded by the pressing need for clergymenoccasioned by the rapid
increase in communicants, it led to a very dif-ferent conception of
ministerial training from that of the Congregation-alists, Episcopalians, and
Presbyterians. From time to time, a Method-ist bishop would appoint a
junior preacher to ride a circuit with a moreexperienced colleague, but in

days of rapid expansion even that form ofunderstudy gave way to the
pedagogy of plunging in and learning bydoing.
One can point to the founding of seminaries for the training ofclergymen by
virtually all the denominations and sects during the firsthalf-century of
national life—by the Dutch Reformed in 1784, the Ro-man Catholics in
1791, the Moravians in 1807, the Congregationalistsin 1808, the
Presbyterians in 1812, the Lutherans in 1815, the Episco-palians in 1819,
the Baptists in 1820, the German Reformed in 1825,and the Methodists in
1839. In addition, most denominations and sectsjoined in the sponsorship of
colleges, many of which sent a significantproportion of their graduates into
ministerial careers. But the salientfact of ministerial education during the
pre-Civil War era was not thefounding of these seminaries; since, if one
recognizes that the Method-ists and Baptists by 1850 had more than twice
as many churches be-tween them as all the other denominations and sects
combined, one re-alizes that the majority of ministers were trained by some
sort of self-study. The central fact is rather the persistence and indeed the
13. William B. Sprague, Annals of the American Pulpit (9 vols.; New York:
Robert Carter &Brothers, 1866-1869), I, 405-406.
widening of the gap between what different groups defined as appro-priate
preparation for a clergyman.^*
At one end of the spectrum, for example, there was the AndoverTheological
Seminary, established in 1808 by conservative elements inthe
Congregational Church, after the Mollis Professorship of Divinityat
Harvard had been lost to a Unitarian, the Reverend Henry Ware.The
seminary required a baccalaureate degree from a liberal arts col-lege or
equivalent preparation for admission (candidates were personal-ly
examined in Latin, Greek, and Hebrew by the faculty), and it askedall
entrants to contract to remain for the entire three-year course. Dur-ing the
1830's and 1840's, the curriculum, taught by a distinguishedfaculty, covered
the fields of sacred literature (Moses Stuart and Ed-ward Robinson), sacred
rhetoric (Thomas H. Skinner), ecclesiasticalhistory (Ralph Emerson),
theology (Leonard Woods), homiletics (Eb-enezer Porter), and pastoral
duties (Ralph Emerson). Most of the stu-dents came from Amherst,
Williams, Middlebury, and Dartmouth—Harvard and Yale, after all, had

their own divinity courses—and mostwent out to Congregational pulpits in
the New England region or tomissions in the West or even abroad.
The contrast between the training offered at Andover and that de-manded of
contemporary Methodist preachers could not have beenmore stark. Once
candidates had satisfied their bishops or presiding el-ders with respect to
their piety, diligence, and depth of commitment,they were asked to embark
upon a course of reading and study pre-scribed by the bishops and overseen
by the presiding elders. During theearly years of the century, it was
assumed that the work would takeabout two years; later, it was extended to
four. The list of readingspublished in the Discipline of 1852 included the
Bible, the Discipline,and such works as Wesley's sermons and Watson's life
of Wesley. Tak-en in its totality, the list was slender in size and limited in
scope, andthere is every indication that it was enforced by examinations
that wereless than stringent. Doubtless, there were well-schooled
Methodistpreachers who completed the work at such institutions as
RandolphMacon in Virginia, Wesleyan in Connecticut, or McKendree in
Illinoisand then went on to lifetimes of fruitful self-study; and, doubtless,
therewere intellectual drones who completed the work at Amherst and
atAndover. But the character of American theological education through14. The dates given for the founding of theological seminaries vary
significantly within theliterature, owing to differences in the meaning
assigned to the words "founding" and "seminary."
out much of the nineteenth century remained extremely variegated,with
marked differences in the educational arrangements maintainedand
enforced by the several denominations and sects.^"^
Beyond the three traditional learned professions, several other occu-pations
moved toward professionalization with varying degress of ra-pidity and
success during the nineteenth century. With the building ofcanals and
railroads and the development of manufacturing industries,civil and
mechanical engineering came into their own; and, though ap-prenticeship
continued to be the leading form of engineering educationbefore the Civil
War, institutions such as the military academy at WestPoint, Rensselaer
Institute, and the various university-based schools ofapplied science began
to provide alternative academic routes to engi-neering careers, and

movement in that direction was accelerated by thecolleges of mechanic arts
founded under the Morrill Act grants after1862. Also, with the
popularization of schooling, there was considerablepressure for the
professionalization of teaching, and indeed severalstate-sponsored normal
schools came into being during the 1830's and1840's and men like J. Orville
Taylor and Henry Barnard set out todefine the intellectual substance of a
science of pedagogy. Nevertheless,the overwhelming majority of teachers
continued to prepare for theirwork (if they purposefully prepared for it at
all) in the schools them-selves, and what they learned about the so-called art
and science ofteaching came via informal (and usually unknowing)
apprenticeship tothe teachers under whom they themselves had studied,
supplementedfrom time to time by a textbook or two or even attendance at a
teachers'institute (following the example of agriculture, the school
reformers ofthe 1830's and 1840's saw a combination of normal schools,
teacher as-sociations, and teachers' institutes as a new education that would
up-date what had been learned under the informal apprenticeship of
earlyschooling). Similar efforts toward professionalization via advanced
aca-demic training went forward in dentistry, pharmacy, business, and veterinary medicine, though with only modest results before the CivilWar;
apprenticeship remained the principal route to all those occupa-tions.
However much these various occupations differed in the combina-tions of
academic and apprentice training that were required for entryinto practice,
they shared a number of educational problems during the
15. The Doctrines and Discipline of the Methodist Episcopal Church (New
York: Carlton &Phillips, 1852), pp. 227-232.
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first part of the nineteenth century. For one thing, they all experiencedthe
conflict between ''shop culture" and ''school culture" in the devel-opment of
their educational arrangements, that is, continuing argumentbetween those
who extolled the advantages of systematic on-the-jobtraining in genuine
work situations under the tutelage of experiencedpractitioners and those
who proclaimed the superior efficiency, effec-tiveness, and modernity of

schooling. Since most practitioners in all theprofessions had been trained
via "shop culture" during the early dec-ades of the century, the exceptions
being college professors and clergy-men of certain denominations, the
proponents of schooling faced a con-sistent war against custom and habit.
The conflicts were sharp and noteasily reconciled, and they continued
within professional schools evenafter such schools had been established.^^
Not surprisingly, proponents of schooling usually encountered theinitial
opposition of professional societies, given the domination of thesesocieties
by apprentice-trained practitioners. These organizations firstcame into being
on the local and state levels as voluntary associations oflike-minded
individuals. They invariably professed educational pur-poses and indeed
were often important mediating agencies for the intro-duction of new
knowledge and skills into the work of practitioners.Equally important,
however, they carried on regulatory functions, in-volving themselves
centrally in the determination of standards, licen-sure, the formulation of
educational programs, and, more generally, thearticulation of professional
interests (often stated in the rhetoric of pub-lic interest). In connection with
these activities, they also nurtured aform of professional consciousness, a
culture of professionalism orientedto knowledge, technical skill, efficient
organization, peer evaluation,and public service, that both incorporated and
reinforced certain centralmiddle-class values.
It should also be recalled that neither the substance nor the level
ofprofessional education was sharply distinguishable from much that
wasincluded in the contemporary collegiate curriculum. Medical
schoolchemistry was not very different from college chemistry, and
engineer-ing mathematics was not very diff'erent from college mathematics.
Con-sequently, college attendance frequently served to reduce the amount
oftime required for professional preparation and certification, not onlyfor
the ministry, but also for medicine, law, and the other professions.
16. Monte A. Calvert, The Mechanical Engineer in America, 1830-1910:
Professional Cul-tures in Conflict (Baltimore: The Johns Hopkins
University Press, 1967).
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Finally, the various professions were fairly uniform in their dis-crimination
against women and blacks. For all intents and purposes,there were no
female or black physicians or lawyers before the CivilWar, Elizabeth
Blackwell and numerous black folk healers to the con-trary
notwithstanding; and there were relatively few female or blackpreachers,
primarily the handful of women serving Quaker meetingsand of blacks
serving Methodist and Baptist organizations. Teachingwas the only one of
the professionalizing occupations genuinely open towomen at this time—it
shifted from a largely male to a largely femaleoccupation during the second
third of the nineteenth century—butteaching continued to be male
dominated. In general, women andblacks were excluded from
apprenticeships and professional schools, notby explicit rules and
regulation, but by the pervasive assumption thatprofessional roles were
white male roles. As opportunites for schoolingincreasingly opened up to
women and blacks, access to the professionsbroadened, but that was largely
a post-Civil War phenomenon, andwhen it did happen it happened slowly
and sporadically.
Part IV
^A^ AMERICAN EDUCATION
As a nation, wc arc educated more by contact with each other, by busi-ness,
by newspapers, magazines, and circulating libraries, by publicmeetings and
conventions, by lyceums, by speeches in Congress, in thestate legislatures,
and at political gatherings, and in various other ways,than by direct
instructions imparted in the school room. And if somuch general
intelligence, as now unquestionably characterizes us as apeople, is the result
of the present state of things, what might we notanticipate if to all these
influences were superadded the advantages of awell organized and
comprehensive system of primary education?
ENOCH COBB WINES

INTRODUCTION
The Revolutionary generation was direct and explicit about the need tocreate a new
American education, cleansed of the corruption of Europe-an monarchial forms and
rooted in the purified immediacies of Ameri-can life, literature, and culture. And, to that
end, they spun endlessplans for complicated systems of schools, universities, and
institutes thatwould ensure to the young Republic an informed and sober citizenrywho
would follow a wise and virtuous leadership. None of the planssucceeded—not
Jefferson's or Rush's or Webster's, or even SamuelKnox's or Samuel Harrison Smith's,
both of which shared honors inthe American Philosophical Society's contest of 1795.
But the ideas theyembodied remained in circulation, to test and be tested by the institutions Americans brought into being as they wrestled with the age-oldproblems of how to
educate themselves and their children.
A half-century later, the outlines of a distinctive American educa-tional system could be
dimly perceived, one that resembled parts of allthe earlier plans but followed none in its
entirety. It was a system muchcommented upon by the growing number of European
visitors whocrossed the Atlantic to observe and assess the "great experiment" inselfgovernment. Thus, the English author Thomas Hamilton praisedthe ready availability of
public schooling, the multiplicity of colleges,and the prevalence of voluntary churches,
while lamenting what hedeemed to be the crass utilitarianism of American intellectual
life andthe bitter disputatiousness of American religious affairs. By contrast,the German
diplomat Francis Grund, seeking to rebut Hamilton'ssomewhat jaundiced view, pointed
to the salutary effects of churchesand benevolent societies, schools and colleges, and
newspapers and li-braries on the American democratic character. And a few years
laterthe Scottish journalist Alexander Mackay and the Polish revolutionary
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Adam G. de Gurowski presented warmly favorable accounts of Ameri-can education in
works that applauded the efforts of Americans to ex-tend liberty and equality at the same
time as they called Americanssharply to task for countenancing slavery.^
There were Americans, too, who were able to see their emergingsystem in the large. The
New Jersey schoolmaster Enoch Cobb Wines,for example, in an extraordinary tract
called Hints on a System of Pop-ular Education, observed in 1838: "As a nation, we are
educated moreby contact with each other, by business, by newspapers, magazines,
andcirculating libraries, by public meetings and conventions, by lyceums,by speeches in
Congress, in the state legislatures, and at political gath-erings, and in various other ways,
than by direct instructions impartedin the school room." If so much "general
intelligence" had already beenachieved through those means. Wines continued, what
might not be an-ticipated from the addition of a well-organized and comprehensive system of primary schooling? Unlike Wines, however, most Americans fo-cused their

attention on the local and the immediate. They were awareof the general structures that
were becoming ever more prevalent dur-ing the antebellum period; but such national
phenomena as the unitedevangelical front, or the movement for public schooling, or the
demandfor an expanded college curriculum, or the explosion of penny journal-ism were
more likely to appear locally as the itinerations of a harriedpreacher riding on muleback
from congregation to congregation, or thestruggles of a newly appointed schoolteacher
to keep from being thrownout of her classroom by the larger youngsters, or the trials of
an overex-tended college president attempting to keep his institution financiallyafloat, or
the efforts of an enterprising printer to develop a sufficientnumber of profitable sidelines
to permit him to publish a newspaper ata loss. The matter-of-factness of such ventures
rendered them no lessvaluable to the clients they served—indeed, the matter-of-factness
wasitself an aspect of the popularization of American education; but it didtend to focus
the attention of Americans on the concrete (if not the pu-rified) immediacies of
education rather than on the larger system ofwhich they were part.^
1. Thomas Hamilton, Men and Manners in America (1833; reprint cd.; 2 vols.; New
York:Augustus M. Kelley, Publishers, 1968); Francis J. Grund, The Americans in Their
Moral, Social,and Political Relations (1837; reprint ed.; New York. Johnson Reprint
Corporation, 1968), Alex-ander Mackay, The Western World; or, Travels in the United
Stales in 1846-47 (1849, reprinted.; 3 vols.; New York: Negro Universities Press, 1968);
and Adam G. de Gurowski, America andEurope (New York: D. Appleton and Company,
1857).
2. E. C. Wines, Hints on a System of Popular Education (Philadelphia: Hogan and
Tliomp-son, 1838), p. 158.
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Chapter 11
INSTITUTIONS
"Come in, Johnny," says the father,"I won't."
"I tell you, come in directly, sir,—do you hear?""I won't," replies the urchin, taking to
his heels."A sturdy republican, sir," says his father to me, smiling at theboy's resolute
disobedience.
FREDERICK MARRYAT
The household remained the fundamental institution of social organiza-tion in early
national America and, for the vast majority of Americans,the central agency of
deliberate cultural transmission. In newly settledfrontier regions, it frequently educated
much as it had during the earlystages of development in the middle and southern

colonies, taking untoitself functions ordinarily performed by church and school. In the
olderregions, however, it found itself increasingly sharing its educative func-tions with
church, school, and other community agencies.
The average size of the American household declined significantlybetween 1790 and
1870, from 5.79 individuals to 5.09 individuals, re-flecting on the one hand a falling
birth rate and on the other hand thetendency of fewer households to include two or more
nuclear familiesor single nuclear families living with additional kin or boarders. Yetthere
were important variations from region to region and as betweenurban and rural areas,
with both fertility rates and household sizes be-ing smaller in New England than in other
regions and in urban as con-trasted with rural districts within the same region. In
addition, theAmerican population as a whole tended to be younger than contempo-rary
European populations, with 70 percent of Americans at midcen371
tury reported as under the age of thirty, as compared with 63 percentof Englishmen and
52 percent of Frenchmen.^
Certain overall changes characterized the American household dur-ing the early national
era, though, once again, it is always hazardous togeneralize. Most important, perhaps,
was the shift of various kinds ofwork from the household to the shop, the factory, and
the market—ashift that dramatically altered the character of apprenticeship and
theeducative role of parents vis-a-vis those of other adults. The shift oc-curred first in the
cities and factory towns of the East, but it auguredchanges that became increasingly
widespread during the later years ofthe century. Of a different order, perhaps, though
significant in that itserved as a countervailing influence to those set in motion by the
reloca-tion of work, was the development of an ethic of domesticity. Taughtinsistently to
an emerging middle class by every manner of treatise,self-instruction manual, and
women's magazine, the notion of domestic-ity sharpened the boundaries between
household and community, ren-dered them more impenetrable, and designated more
stringently thanbefore who had the right and responsibility to teach (the mother
beyondall others) and who needed to be counteracted (a broadly undefined"them,"
including employers, self-interested corrupters of youth, andstrangers in general).
Finally, there was the effect of what George W.Pierson has called the "M-factor" in
American history—the business ofincessant geographic movement—on the relationship
of household andkin. We know that in the settlement of new regions kinship ties
oftendetermined who actually came, especially in the second and thirdwaves. But we
also know that, as early as 1850, roughly a fifth of thenative population was living in
states other than those in which theyhad been born. To the extent that the American
household was embed-ded in a network of kin, those kin were more likely to be
geographical-ly distant rather than close by. Furthermore, the psychological relation-ship
to those kin was transformed, as the orientation within familiesshifted from the family
into which one was born to the family one cre-ated by marrying, as the cement binding

the family together was in-creasingly defined as love rather than obligation, and as
individualism
1. U.S., Bureau of the Census, Historical Statistics of the United States, Colonial Times
to1970 (2 vols.; Washington, D.C.: Government Printing Office, 1975), I, 41; and J.
Potter, "TheGrowth of Population in America, 1700-1860," in D.V. Glass and DEC.
Evcrslcy, cds, Popula-tion in History: Essays in Historical Demography (Chicago:
Aldine Publishing, 1965), p. 688. Theaverage size of the American household for 1790
is computed for the free white population only;the figvire for 1870 is for the aggregate
population.
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within the family itself profoundly altered the roles of adults with re-spect to their
children and to one another.^
Paralleling the contrapuntal influences acting upon the householditself was the
proliferation of new institutions to assume functions for-merly carried on by the
household, namely, the almshouse, the asylum,the reformatory, and the penitentiary. All
were organized as custodialinstitutions, and all, with the possible exception of the
almshouse, pro-fessed rehabilitative, or educative, aspirations, though the tension between such aspirations and the realities of custodianship was manifestfrom the
beginning. Their development stemmed from the demographicconditions of nineteenthcentury America coupled with a heightenedconcern for finding institutional means for
maintaining social order; andthey ail had precedents of one sort or another in England
and on theContinent. But what was significant about these institutions was the ex-tent to
which they were explicitly seen, on the one hand, as surrogatesfor families—the
metaphors of the household abounded in the literatureof custodial institutions—and, on
the other hand, as complements tofamilies in the building and maintenance of the
virtuous society.
As it had since time immemorial, the household carried on much ofits education through
the processes of imitation and explanation, withadults and older siblings modeling
attitudes and behavior and young-sters purposely or inadvertantly absorbing them. The
entire enterprisewas made more self-conscious by the demands of domesticity, which assigned the family in general and the mother in particular responsibilityfor the early
formation of character. To be sure, domesticity was ac-cepted in diflferent degrees by
different social classes, with well-to-do,genteel families tending to subscribe to its tenets
more fully and moreeasily than poorer families. Yet domesticity was a pervasive notion,
andas it spread beyond the middle class it lent new urgency to the tasks ofhousehold
education.
In some realms at least, families tended to be quite deliberate abouttheir teaching. One
such realm was discipline and the whole complex ofattitudes and behaviors associated

with it, which in their very naturecalled to the fore the parents' most deeply held
convictions concerningthe definition of virtue and the ways in which human nature
might bedealt with in order to achieve it. Obviously, given the multiplicity of
2. George W. Picrson, The Moving American (New York: Alfred A. Knopf, 1973), p. 29
andpassim, J. D. B. De Bow, ed.. Statistical View of the United States,. . . Being a
Compendium ofthe Seventh Census (Washington, D.C.: A. O. P. Nicholson, 1854), p.
61.
traditions and beliefs concerning piety and civility in early nationalAmerica, a
considerable variety of parental pedagogical styles was inevidence, ranging from the
ready infliction of violent punishment, asrecommended by the Reverend John S. C.
Abbott, to the affectionatenurturance of innate goodness, as recommended by A.
Bronson Alcott.The drift in practice was away from harshness and toward leniency,
astestified to by any number of foreign travelers who noted the compara-tive indulgence
of American parents and the resultant impudence oftheir children. Thus, the English
author Frederick Marryat recountedthe following exchange in his Diary in America
(1839):
"Johnny, my dear, come here," says his mama.
"I won't," cries Johnny.
"You must, my love, you are all wet, and you'll catch cold."
"I won't," replies Johnny.
"Come, my sweet, and I've something for you."
"I won't."
"Oh! Mr. , do, pray make Johnny come in."
"Come in, Johnny," says the father."I won't."
"I tell you, come in directly, sir,—do you hear?""I won't," replies the urchin, taking to
his heels.
"A sturdy republican, sir," says his father to me, smiling at the boy's reso-lute
disobedience.
Of course, Marryat's description cannot be taken at face value andshould not be read as a
capsule generalization; but it does represent anot-atypical English perception of
American childrearing. Howeverthat may be, in most families the process of disciplining
the young wasdoubtless more complex and often inconsistent, with alternations be-

tween an affectionate indulgence and periodical efforts to break downwhat was seen as
stubborn juvenile willfulness.^
Another realm in which families undertook systematic instructionwas in the transmission
of information and skills. Families of MissouriSynod Lutherans taught their children
German; families of SephardicJews taught their children Hebrew. Fathers taught their
sons to shoot,hunt, and trap; mothers taught their daughters to garden, cook, and
3. Jacob S. C. Abbott, The Mother at Home: or, the Principles of Maternal Duty
FamiliarlyIllustrated, revised and corrected by Daniel Walton (London: John Mason,
1834), chaps, ii andiii; and Frederick Marryat, A Diary m America (3 vols.; London:
Longman, Orme, Brown, Greenand Longmans, 1839), III, 284-285. See also Francis
Wayland's suggestions regarding child disci-pline in The Elements of Moral Science
(rev. ed.; Boston: Gould, Kendall, and Lincoln, 1841), pp.314-325.
sew. Parents taught their children to till the soil, look after animals,manufacture candles,
and repair clothing. Siblings taught their brothersand sisters to play games and manage
the social intricacies of churchand school. Reading tended to be taught somewhat later
than in colo-nial times and more often than not in school, though it was
commonlyencountered for the first time at home, since it was generally carried onaloud
and in groups rather than silently and alone as in later times. Asfor apprenticeship, it
persisted into the nineteenth century (though lessformally than in colonial times),
particularly in the arts, crafts, andtrades; and, although the rise of shops and factories
removed much ofsuch training from the household, to the extent that artisanship and retailing remained household occupations, apprenticeship remained ahousehold
phenomenon.
Finally, there was the realm of values, traditionally of preeminentconcern to the family.
Here, teaching went forward in a variety offorms, from the quite systematic participation
in family worship thatwas common in Methodist and Baptist households, to the subtle
butequally systematic instruction in gender roles that went on in all house-holds as boys
and girls were taught what was deemed appropriate andinappropriate, to the special
consciousness of class that was nurtured aswell-to-do youngsters were taught the
obligations of gentility and im-f)overished youngsters were made aware of their
vulnerability to exploi-tation. Here, too, more than in other realms, families joined
together toreinforce their teaching, via church groups, benevolent societies, andfraternal
organizations.
However much one may generalize about household education inearly national America,
there was a certain inescapable particularityabout the phenomenon as it proceeded within
different religious, ethnic,and racial groups that imparted a characteristically variegated
qualityto American education in the large. The Mormons, for example, cre-ated their
special version of the polygamous family, in intimate rela-tionship with their special
version of a Hebraic-Christian church, thatin its very nature occasioned variant balances

of paternal and maternalteaching responsibilities as well as unusually complex patterns
of sib-ling relationships. On a much smaller scale, but illustrative of the op-portunity for
variation in the open spaces of the American continent,the socialists of the Nashoba
community and the perfectionists of theOneida community created their special versions
of the communal fam-ily, again in intimate relationship with other religiously or
ideologicallyrationalized communal institutions.
Beyond all else, however, diversity w^as occasioned by continuingimmigration. The
substantial German influx of the 1830's and 1840'sand particularly the 1850's brought a
cohesive family structure markedby stability of settlement, parental and grandparental
collaboration inthe process of childrearing, arranged marriages, and an extensive network of active and enduring kin relationships. The great Irish migra-tion of the 1840's
and 1850's was more complex, involving a movementnot only from Ireland to America
but also from country to town. More-over, whereas earlier Irish immigrants, like the
Germans, had tended tomigrate in family groups, those who came after the Great Famine
ofthe later 1840's tended to come in familial stages, with fathers or oldermale children
arriving first as a kind of advance guard and remainingfamily members arriving later. An
impoverished rural peasantry drivenfrom the land by economic disaster, the Irish flocked
to the easterncities, where they established their particular variant of the stem
familyclosely tied to a special ethnic version of the Roman Catholic
church.Patriarchalism was regnant: women, once married, rarely worked out-side the
home; and children, seen as economic assets, were expected toobtain jobs at an early
age. Yet the stem family in Ireland had beenrooted in an essential relationship with the
land that was wholly lack-ing in America, with the result that Irish households suffered
an un-usual degree of strain during their early years in the new environment.Finally, the
great Chinese migration of the 1860's and 1870's broughtthe Chinese extended family to
the cities and mining towns of the FarWest, with its network of kin extending five
thousand miles across thePacific and sustained by various versions of Confucianism. But
it wasessentially a promontory of that extended family, composed overwhelm-ingly of
male sojourners who had every intention of returning to Chinaonce they had been able to
save a sufficient sum of money—usually sev-eral hundred dollars—to enable them to
live out their lives in comfortat home.
One can maintain, then, that the household taught, but there was aworld of difference
between the education of middle-class German chil-dren nurtured by the modified
extended families of Milwaukee, of low-er-class Irish children sent to work at the
earliest possible age in themills of Fall River, and of lower-class Chinese men panning
for gold inthe hills of California but instructed via letter by elders in the vicinityof
Canton. And, beyond these primordial differences, there was the re-lentless process of
Americanization and the tension created by the ines-capable fact of a discordant
education. The household, almost always inassociation with an ethnic church and a
related configuration of bencvi
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olent and fraternal organizations, taught one language and culture; theeducative
institutions of the host society taught another. Yet here, too,there were differences from
group to group. The Irish, less impeded bylanguage differences, were often segregated
and indeed segregatedthemselves as Roman Catholics; the Germans, more impeded by
lan-guage differences, were less often reviled and segregated on the basis ofreligion and
class. In both instances, mothers who had worked as do-mestics before marriage and, in
the German case, who continued towork as domestics after marriage, were frequently
able to teach thecharacteristic American dress, mannerisms, and attitudes they
hadlearned in the homes of their employers. The Chinese, by contrast, ac-tively
segregated themselves. As sojourners, condemned by the dominantsociety and having no
interest in joining it, they concentrated on surviv-ing while earning the nest egg that
would enable them to return totheir homeland. Only later, when the thought of remaining
occurred tosome, did they change from sojourners to immigrants, to face all theproblems
of a discordant education in a particularly virulent form.
Finally, there were the households that were subject to the dynam-ics of racial
segregation. As has already been indicated, blacks, bothslave and free, lived
overwhelmingly in nuclear households embeddedin networks of kin. On smaller
southern farms where one or two blackfamilies shared the work with a single white
family, black families edu-cated their young much as white families did, and indeed
black andwhite children mixed easily in quasi-sibling relationships during theirearly
years. Black parents systematically transmitted information, skills,and values, and
probably disciplined their children in a fashion similarto neighboring whites, though the
added dimension of the limits set byracial segregation was ever present in the definition
of appropriate atti-tudes, behaviors, and relationships. On larger southern plantations,
thequarter community was founded on a complex of nuclear households,though fictive
parents and grandparents often served as surrogates forblood-related parents and
grandparents. Mothers carried substantial re-sponsibilities for teaching children the
essentials of food preparation,household manufacture, religious belief, and the modes
and means ofrelating to whites, including contending with white abuse. Fatherstaught
the skills of hunting, fishing, and food preservation, and particu-lar arts and crafts where
they were capable. They also carried responsi-bility for transmitting stories incorporating
the threads of family historyand the more general lore of the quarter community,
including themesof black dignity and ultimate freedom—tasks, incidentally, that
theyfrequently shared with community elders, including natural and fictive
grandparents. In the northern cities, black households behaved muchlike lower-class
white households, once again with the added dimensionof racial segregation in the
definition of attitudes, behaviors, and rela-tionships. In all of this, black households
worked in association withnetworks of segregated black social and benevolent
organizations, andespecially black churches. And in all of this, too, blacks encountered
theharshest form of a discordant education, with sharp disjunctions be-tween household

teaching concerning black dignity and the teaching ofthe dominant white society
concerning black inferiority.
Among the various Indian tribes and peoples, there was an extraor-dinary variety of
marital and familial forms, though the differing struc-tures and institutions shared a
number of elements in common. For onething, marriages tended to be arranged by
adults, according to the cus-toms of the tribe. Some tribes practiced polygamy; others,
like the Iro-quois, practiced monogamy. But all embedded the family unit,
howeverdefined, within an extensive and well-defined network of kin.
Equallyimportantly, every tribe followed long-established customs concerningwho
precisely was responsible for teaching what to whom. Corporalpunishment was rare, and
mild and ritually circumscribed when prac-ticed, with the result that praise and ridicule
were widely used as primepedagogical instruments. Fathers and mothers were assigned
well-de-fined teaching roles, but religious societies claiming supernatural sanc-tion also
carried on much essential instruction, especially in the realmof values. Finally, there
were formal rites de passage that provided ad-ditional instruction at the same time as
they marked the transition pointfrom childhood to adulthood. Among the Indians, too,
there was theconstant impingement of a discordant education, as the dominant
whitesociety vacillated among the policies of incorporation, protective segre-gation, and
extinction—an impingement, as carried out by earnestschoolteachers, missionaries,
Indian agents, and military units, that wasprobably more aggressively pursued than with
any other subgroup ofthe society.
II
The educative influence of the church continued powerfully during theearly national era,
even more so than during the eighteenth century.The actual number of churches rose
steadily from 1783 to 1876, as didthe number of different sects and denominations
represented. More im-portant, perhaps, the increase in the number of churches was larger
379
proportionately than the increase in population, with the ratio decliningfor a time, from
one church to roughly 1,000 individuals in 1780 to onechurch to 1,100 individuals in
1800, and then rising from one church to609 individuals in 1850 to one church to 532
individuals in 1870."*
TABLE VI*Churches in the United States
1850
Denominations

1860

1870

Churches Churches Churches

All Denominations

38,061

54,009

72,459

Baptist (regular)

9,376

11,221

14,474

Baptist (other)

187

929

1,355

Christian

875

2,068

3.578

Congregational

1,725

2,234

2,887

Episcopal (Protestant)

1,459

2,145

2,835

Evangelical Association

39

Friends

726

726

692

Jewish

36

77

189

Lutheran

1,231

2,128

3,032

Methodist

13,302

19,883

25,278

Miscellaneous

122

2

27

Moravian (Unitas Fratrum)

344

49

72

Mormon

16

24

189

New Jerusalem (Swedenborgian)

21

58

90

815

Presbyterian (regular)

4,826

5,061

6,262

Presbyterian (other)

32

1,345

1,562

335

440

471

man Reformed)

341

676

1,256

Roman Catholic

1,222

2,550

4,127

Second Advent

25

70

225

Shaker

11

12

18

17

95

264

331

Reformed Church in America (late Dutch Reformed)
Reformed Church in the United States (late Ger-

Spiritualist
Unitarian

245

United Brethren in Christ

14

Universalist

530

Unknown (local missions)

22

Unknown (union)

999

1,445
664

719
26

1,366

409

•The data for the table are drawn from Francis A. Walker, ed., A Compendium of the
NinthCensus (Washington, D.C.: Government Printing Office, 1872), pp. 514-515.
4. The figures for 1780 and 1800 arc from Edwin Scott Gaustad, Historical Atlas of
Religionin America (New York: Harper & Row, 1962), pp. 4 and 162 respertively; the
figures for 1850are from A Compendium of the Seventh Census, p. 138; and those for
1870 are from Francis A.Walker, ed., A Compendium of the Ninth Census (Washington,
DC: Government Printing Of-fice, 1872), p. 514.
One fascinating factor in the increase of church influence—a phe-nomenon noted by
many contemporary observers—was that it occurredat precisely the time when state
legislatures and constitutional conven-tions were acting to eliminate traditional
compulsions in the realm ofreligion. By 1783 the number of states without legal
establishments ofreligion had grown to seven; in the remaining six (New
Hampshire,Massachusetts, Connecticut, Maryland, Virginia, and South
Carolina),establishment was usually maintained via arrangements that mandatedor
permitted the collection of taxes for the support of "public teachers"of the Christian
religion. In an increasingly heterogeneous society, how-ever, the determination of which
public teachers of which denomina-tions would enjoy such support raised thorny
questions, and the politi-cal attack on establishment was unrelenting. Those favoring
thearrangement sought to preserve it by constantly broadening the groupsincluded within
its embrace; but, almost in the nature of things, statutescould not be made broad enough
to please everyone, with the result thatthe direction of change was clearly toward
disestablishment. Virginiaenacted Jefferson's Bill for Religious Freedom in 1786. The
federalConstitution was amended in 1791 to include the provision that "Con-gress shall
make no law respecting an establishment of religion, or pro-hibiting the free exercise
thereof. ..." And the remaining states dises-tablished religion via legislation or
constitutional provision over thenext four decades, with Massachusetts being the last to
act in 1833.The net result of all this, however, was not to inhibit religion but rath-er to
stimulate it. As the irrepressible Lyman Beecher noted in his dia-ry concerning
Connecticut's action of 1818, disestablishment was "thebest thing that ever happened to
the State of Connecticut. It cut thechurches loose from dependence on state support. It
threw them whollyon their own resources and on God." And as Alexis de Tocqueville remarked in 1835,
Religion in America takes no direct part in the government of society, but itmust be
regarded as the first of their political institutions; for if it docs notimpart a taste for
freedom, it facilitates the use of it. Indeed, it is in thissame point of view that the
inhabitants of the United States themselves lookupon religious belief. I do not know
whether all Americans have a sincerefaith in their religion—for who can search the
human heart?—but I amcertain that they hold it to be indispensable to the maintenance
of republicaninstitutions. This opinion is not peculiar to a class of citizens or to a party,

but it belongs to the whole nation and to every rank of society.'
Given the context of religious freedom that resulted from disestab-lishment, the
phenomenon of denominationalism, already emergentduring the eighteenth-century
awakenings, came to full fruition. TheAmerican churches became voluntary churches,
each viewing itself andin turn viewed by others as incarnating a particular version of the
gen-eral truth of Christianity. As voluntary churches, they were forced toseek continuing
renewal from within, hence their commitment to reviv-als, and continuing replenishment
from without, hence their commit-ment to missions. And both revivals and missions
depended, in the lastanalysis, on persuasion or, alternatively, on the substance and
pedagogyof evangelical teaching. Given a heterogeneous population on the onehand and
a multiplicity of religious options on the other, the Americansituation came increasingly
to be marked by doctrinal pluralism, orga-nizational aggressiveness, and the constant
pursuit of communicants.Obversely, a spirit of live-and-let-live, with frequent
collaborative ef-forts in matters penultimate, prevailed.
Nowhere in the educational apparatus of the church was the impactof voluntarism more
pronounced than in the realm of preaching. Fromthe beginning, American churches had
tended to be prophetic ratherthan sacramental, with the preaching function at the very
heart of pub-lic worship. The awakenings of the eighteenth century had strength-ened
that tendency, placing a premium on that special kind of vividevangelical preaching that
awesomely portrayed the terrors of hell inthe effort to stimulate the rebirth that would
lead ultimately to salva-tion. There had been bitter controversies, to be sure, over
questions ofstyle and substance, and the result had often been separatism and fragmentation within the church. But there could be no mistaking the ten-dency toward
evangelical preaching, and even the Old Lights, who op-posed it, were not impervious to
its influence.
5. The Massachusetts Constitution of 1780, in The Federal and State Constitutions,
ColonialCharters, and Other Organic Laws, edited by Francis Newton Thorf)e (7 vols.;
Washington, D.C.:Government Printing Office, 1909), III, 1890; The Constitution of the
United States, in HenrySteele Commager, ed., Documents oj American History (9th ed.;
2 vols.; New York: Appleton-Century-Crofts, 1973), I, 146; The Autobiography of
Lyman Beecher, edited by Barbara M. Cross(2 vols.; Cambridge, Mass.: Harvard
University Press, 1961), I, 151; and Alexis de Tocqueville,Democracy in America,
edited by Phillips Bradley (2 vols.; New York: Alfred A. Knopf, 1945), I,305. With
respect to Beecher's comment, it is interesting to note that he had aaively resisted disestablishment before it had been legislated.
During the nineteenth century, particularly after the complex of re-vivals associated with
the so-called second awakening, the variation inpreaching styles became even greater,
ranging from the carefully writ-ten but dryly read sermons of well-schooled Episcopal,
Congregational,and Presbyterian divines to the rousing impromptu messages
deliveredby untutored Methodist or Baptist laymen. But there were certaincharacteristic

features of American preaching in general that were al-ready clearly discernible by the
1830's and 1840's. As the Presbyterianclergyman Robert Baird delineated them in his
descriptive treatise Re-ligion in the United States of America (1844), American
preachingtended to be simple in design, earnest in tone, doctrinal in substance,and direct,
immediate, and practical in its aim and intended effect.Moreover, though Baird's
generalizations were clearly drawn from theProtestant churches, it is important to note
that the sermon also as-sumed a greater importance in the public worship of Jews and
RomanCatholics.*
Interestingly, since he himself had attended Washington and Jeffer-son Colleges and the
Princeton Theological Seminary, Baird was un-stinting in his defense of popular
preaching by unlettered ministers.Their plain style, he noted, "is often far more likely to
benefit theirusual hearers, than would that of a learned doctor of divinity issuingfrom
some great university. Their language, though not refined, is in-telligible to those to
whom it is addressed. Their illustrations may notbe classical, but they will probably be
drawn from the Bible or fromscenes amid which their hearers move, and the events with
which theyare familiar. . . ." Beyond that, and in this respect Baird's argumentwas
especially revealing, the substance of their preaching was essential-ly stabilizing. "To
them the country owes much of its conservativecharacter," he noted, "for no men have
inculcated more effectively thosedoctrines which promote obedience to law, respect for
magistracy, andthe maintenance of civil government. ..." This conservative bent
ofAmerican preaching, not only on the part of unlettered ministers but onthe part of
learned ministers as well, was widely noted. AlthoughAmerican clergymen could be
found on both sides of every major politi-cal conflict in pre-Civil War America and
indeed on both sides of the"irrepressible conflict" itself, the more general patriotism,
traditional-ism, and proclivity for the status quo that characterized most American
6. Robert Baird, Religion in the United States oj America (Glasgow: Blackie and Son,
1844),pp. 434-441.
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clergymen was undeniable. There were radical accompaniments of thattraditionalism,
not least the zealous transnationalism that marked mis-sionary efforts abroad, but its
essential thrust was to affirm the legiti-macy of the standing order. Patriotism and
Protestantism suffused oneanother, as the churches developed a Protestant paideia that
was widelytaught as an American paideia. In fact, the churches did everythingpossible to
render the two indistinguishable and therefore interchange-able. Moreover, many
synagogues and non-Protestant churches driftedin similar directions, though the
ideological contradictions implicit inthe drift were not lost upon them.''
As in colonial times, the churches continued to serve as centers offormal and informal
education. Ministers systematically instructed var-ious age groups in correct doctrine
and appropriate liturgy. They vis-ited the households of their parishioners, comforting

the sick and coun-seling the well (always in the context of the rich complex of
meaningprovided by sound doctrine). Depending on their denominational affili-ations,
they itinerated from time to time to serve as missionaries to theunconverted in
neighborhoods near and far. And they maintained a vi-gorous interest in various quasiofficial capacities in the public affairsof their communities. In different but related
fashion, the families thatconstituted the congregation carried on their own mutual
education,ranging from formal discussions of Scripture and its bearing on every-day life,
to lively debates on political issues dividing the community, toinformal exchanges on
everything from cooking recipes to clothingstyles to appropriate ways of carrying on a
courtship. In newly settledregions of the country, the churches often served as meeting
houses,courts, schools, and post offices, alternating public secular functionswith private
sacred functions in a way that inevitably mixed the twoand thereby, willy-nilly,
broadened the purview of church teaching. Inthe older regions, churches played a more
traditional and clearly de-fined role, though again, given their quasi-public character
even afterdisestablishment, it was a role that frequently intermixed sacred andsecular
functions.
As has already been indicated, one of the most interesting develop-ments of the early
national era was the proliferation of ancillary insti-tutions specially designed to assist the
church in carrying out its educa-tive obligations. Sunday schools, young people's study
groups, men'sand women's organizations, Bible and tract societies, schools, acade7. Ibid., pp. 433 and 434.
mies, and colleges of various sorts, camp meetings, and mission enter-prises—all
provided opportunities for formal study and instruction, incombination with different
degrees of sociability, entertainment, andrecreation. They immeasurably enhanced both
the scope and the inten-sity of church teaching, providing organized contexts v^ithin
whichthose who desired it (and probably some who didn't) could live a goodpart of their
lives under the stimulus and discipline of religious teach-ing. In fact, the differences
between a family partaking of the full rangeof activities of a Congregational church and
its affiliated institutions inan Indiana town during the 1850's and a family in a loosely
organizedUtopian community in the same state at the same time were more onesof
degree than of kind.
As with the household, the church played a crucial mediative func-tion in the
Americanization of immigrants. In many immigrant commu-nities, language, ethnicity,
and religious observance combined to formthe core of a tradition that was aggressively
purveyed by a configura-tion of household, church, school, newspaper, and benevolent
organiza-tion, with the church as intellectual leader and organizational center.Such was
the case with the several Roman Catholic subcommunities ofNew York City, where Irish
Catholics, German Catholics, and ItalianCatholics sought to maintain not only their own
characteristic languageand culture but also their own special versions of Roman Catholic
wor-ship—an effort, incidentally, that frequently foundered on the predomi-nance of

Irish priests in the city. Such was also the case with the Ger-man Lutherans and Roman
Catholics in Milwaukee, though thedynamics were somewhat different, owing to the
proliferation there ofethnic organizations whose membership crossed religious lines.
And,since the differences among these communities suggest the varying rolesof the
church within different immigrant communities and differentconfigurations of education,
they are especially instructive. Where eth-nic churches were vigorous in the
development of parochial schools, aswas the case with New York's Irish Catholic
community and Milwau-kee's German Catholic and German Lutheran communities, the
poten-tial Americanizing influence of the local public schools was lessened.Where
ethnic churches were less vigorous, as was the case with NewYork's German Catholic
community—largely, incidentally, because theGermans were able to obtain bilingual
instruction in the local wardschools—the Americanizing influence of the public schools
was height-ened. Many factors were at play as the churches became involved in
thetensions and dynamics of a discordant education, and none was moreimportant than a
particular church's responsiveness to the phenomenon
of Americanization. More often than not, the nature of a church's re-sponse to the
American scene depended on the social class and ethnicbackground of its communicants
as well as on its internal cohesiveness.But within most denominations conflicts and
splits did emerge: theLutheran churches split over the role of the German language,
theJewish community over the role of the Hebrew language in the liturgy,and the Roman
Catholic church over a wide variety of issues, rangingfrom whether Irish families would
hold their wakes at home or atchurch to whether ethnic background would play a role in
clerical as-signments. Yet, whatever the balance between new and old, in the
endAmericanization was a two-way exchange. As Kathleen Neils Conzenhas argued
about Milwaukee, the city became Germanized as the Ger-mans became Americanized,
with the churches among the organizationsat the heart of that process of mutual
education.®
Within the black community, organized religion was frequently as-sociated with two
very diff"erent pedagogies. In the South, white andblack preachers associated with the
Baptist and Methodist churchesand sponsored by the slaveowners sought to instruct
blacks in the doc-trines of white supremacy, black inferiority, and the legitimacy of slavery at the same time that clandestine black congregations under theleadership of
indigenous religious leaders sought to nurture and inspirethe contrary doctrines of black
equality and ultimate freedom. In theNorth, black churches functioned in a manner
highly similar to whitechurches, though within a community walled off" by a
combination of dejure and de facto segregation. The Reverend Amos G. Beman's
AfricanCongregational Church in New Haven during the 1850's furnishes anexcellent
example. It was a center of religious instruction, devotion, andceremony, but it served
also as a meeting house, a community center,and, not surprisingly, a refuge for fugitive
slaves. It spawned its ownnetwork of benevolent associations, library clubs, adult
forums, andtemperance societies; it housed a Sunday school; and it served as asource of
news and literature on black aflfairs in general and on aboli-tionist activity in particular.

The dynamics of a discordant educationevident there were not different from the ones
evident in the South,with members of the congregation subjected to both the explicit
teach-ings of surrounding white institutions and the implicit teaching of en-forced
segregation. But, under Beman's vigorous leadership, the combi-nation of households
that formed the congregation and the complex of
8. Kathleen Neils Conzen, Immigrant Milwaukee, 1836-1860: Accommodation and
Commu-nity in a Frontier City (Cambridge, Mass.: Harvard University Press, 1976), pp.
225-228.
ancillary educative institutions associated with the church provided anunusually
influential countereducation to that teaching, and doubtlesscontributed much to the
vitality, stability, and pride of New Haven'sblack community.
In the case of the Indians, the question was one of organized Chris-tian churches as
represented by missionaries actually at cultural warwith the religious institutions that
were part and parcel of tribal socialstructures. The missionary and the medicine man
taught their respec-tive curricula, the missionary's representing the promontory of a
largersocial and cultural system he wished the Indian to adopt, the medicineman's
representing a complex of ideas and practices that sustained andgave meaning to the
social and cultural world in which the Indianlived. It was a discordant education with
even less overlap than that ofnew European immigrants, who had at least known
churches in theOld World, though not fundamentally diff"erent from that encounteredby
newly arrived Afro-Americans. That it proved destructive of individ-ual identities and
entire tribal societies should not be surprising, for thechange required by acceptance of
the missionary's teaching was moreprofound and sweeping than any faced by European
immigrants of anyethnic background.
It is difficult to generalize about the ministerial career during theearly national era,
owing to profound differences from denomination todenomination and from region to
region. Among Congregationalistsand Presbyterians, especially in New England, there
was a decidedshift from an older pattern under which a minister would settle in
aparticular community and remain there for the rest of his life, to anewer pattern under
which it was assumed that he would be "called"to a series of congregations during the
course of a lifetime; LymanBeecher's moves from East Hampton, Long Island, to
Litchfield, Con-necticut, to the Hanover Street Church in Boston are illustrative.Among
Methodists and Baptists, by contrast, the tradition of un-schooled preachers "called to
the service of the Lord" led to more infor-mal arrangements between ministers and
congregations, with Method-ist and Baptist preachers often pursuing more than one
occupationsimultaneously. The Methodist clergyman Lorenzo Dow, for example,peddled
"Dow's Family Medicine" while preaching in Connecticutduring the 1820's and the
Baptist clergyman Billington McCarterSanders conducted Mercer Institute (which later
became Mercer Col-lege) while preaching in Georgia during the 1830's. Beecher,

inciden-tally, went to the Hanover Street Church at an annual salary of twothousand
dollars; Methodist preachers during the 1820's tended to earn
between one hundred and three hundred dollars a year, depending onthe size of their
households, while many a Baptist preacher during thatdecade ministered to his
congregation gratis.
Assuming, then, that diversity was the rule, two careers can be use-ful in illustrating the
range and extent of educational activity in whichevangelical clergymen tended to
become involved during the course ofan active life in the service of the Lord. Asa Turner
was born andreared in Massachusetts, attended Yale, and won ordination in 1830.While
at Yale he joined an "association" of seven theology students,known as the "Yale Band,"
who pledged to collaborate in launching aninstitution of learning in Illinois, some "to
engage as instructors in theseminary," others "to occupy—as preachers—important
stations in thesurrounding country." Turner proceeded to establish a church in Quin-cy,
Illinois, in 1830 and became a founding trustee of Illinois College;and for the next eight
years he was indefatigable in educational causes,taking the lead in establishing a school
in Quincy, soliciting funds forthe college, organizing camp meetings in the westernmost
part of thestate, and assisting in the formation of new congregations. In 1838 heremoved
to Denmark, Iowa, where he established another church (thefirst Congregational church
west of the Mississippi), obtained a charterfor a new institution called Denmark
Academy, assisted an "IowaBand" that had earlier gathered at the Andover Theological
Seminaryin the founding of Iowa College (which later merged with Grinnell),and
campaigned for a public school system.^
John Mason Peck pursued a similar career under Baptist auspices.Born and reared in
Connecticut, Peck attended the common schoolsthere, farmed for a number of years, and
then felt the call to preach inthe Baptist church. He became interested in mission work
and wentWest in 1817, working in St. Louis for a time and then relocating in1822 to
Rock Spring, Illinois, which he made the headquarters for un-ending itinerations over
the next forty years through Illinois, Indiana,and Missouri. In the course of his labors, he
founded countless Biblesocieties, tract societies, and Sunday schools, established Rock
SpringSeminary (later Shurtleff College) to train teachers and ministers, edit-ed a variety
of religious periodicals, and served as agent for the West-ern Baptist Publication Society,
all while preaching to innumerablewhite and black congregations, partaking of revivals,
counseling newpreachers, and meeting with associations of clergymen and laymen.
Ineffect, Turner and Peck lived the crusade to civilize the West that
9. Thcron Baldwin et ai, Certificate of Association, February 21, 1829 (Illinois College
mss.,Illinois College Library, Jacksonville).
Beecher preached, and in so doing they incarnated the educationalthrust of
nondenominational evangehcal Protestantism during the pre-Civil War period.

Ill
SchooHng came into its own during the early national era, as part of amore general
phenomenon throughout western Europe and NorthAmerica in which the United States
was an acknowledged leader. Theincrease in the number of schools and the extent of
schooling that hadalready been apparent during the latter years of the eighteenth
centurypersisted into the nineteenth, to the point where schooling had becomewidely
available in the older, more settled regions by the 1820's and1830's. But the diversity of
schooling also persisted, so that what wasavailable came in many modes, from the
semiformal classes that met infarmhouse kitchens and frontier churches, to the charity
schools of NewYork and Philadelphia, to the town-sponsored ventures of New En-gland,
to the various church-supported systems maintained by theQuakers, the Presbyterians,
and the Episcopalians, to the quasi-publicacademies that sprang up in every region of the
country. The supportof these institutions was as varied as their form, ranging from fees
paiddirectly to the teacher, to subscriptions contributed by parents andfriends, to tithes
collected from parishioners and congregations, to inter-est yielded by public and private
endowment funds, to taxes levied onreal property, to every conceivable combination of
these devices. Thepublic school movement of the 1840's and 1850's built on this foundation, extending schooling to those regions where it had been sparse, reg-ularizing
schooling in those regions where it had been intermittent, sys-tematizing schooling in
those regions where it had become prevalent,and generally shifting the support of
schooling to the relatively certainfoundation of tax funds.
The three basic types of colonial school also persisted into the earlynational era. The
English school stressed reading, spelling, writing, andarithmetic, with the common
addition of geography and history. It wasalmost always a single unit in a single building
during the eighteenthcentury, frequently enrolling youngsters from two or three to
fourteenyears of age, and it remained a single unit during much of the nine-teenth, at
least in the rural districts and smaller townships that madeup most of the United States.
In the more populous regions, however,the English school evolved organizationally into
a variety of differenti-ated units variously named and catering to differing age groups. A
primary school might accept students at the age of five or six and holdthem for some two or
three years, sending them on to some sort of En-glish grammar school or intermediate
school, the particular names andforms evolving through improvisation, depending on the
character ofthe student population, the availability of buildings, and the particularnotions
of schooling abroad in the locality at any given time. The Latingrammar school
continued to flourish, but principally in the cities andlarger towns of the East. It accepted
boys at the age of nine or ten, as-suming that they could read and write English and had
some knowl-edge of English grammar, and then led them through a four- or five-year
curriculum that focused on Latin and Greek, with varyingadditional studies in history,
geography, and mathematics (usually ge-ometry, algebra, and trigonometry). Finally, the
academy, whichreached the height of its development during the nineteenth

century,became a characteristically American catchall school that enrolled suchstudents
as it could attract and taught them such subjects of the Englishor Latin-grammar
curriculum as seemed appropriate. It was frequentlya boarding school, but it almost
always accepted day students as well.
Three new types of institution also emerged during the nineteenthcentury. The first was
the infant school, which was borrowed fromGreat Britain, where it seems to have
originated as part of RobertOwen's experiment at New Lanark. Growing up initially in
the east-ern cities, it was designed for children between the ages of two and sev-en and
was obviously created to place the very young in a quasi-domes-tic environment under
the supervision of a quasi-maternal femaleteacher (an environment quite different from
the common roughhouseatmosphere of the district school, which tended in the early
decades ofthe century to be under tough male control). The innovation flourishedfor a
time and then died out, as the age deemed appropriate for schoolentry increased to five
or six and as female teachers began to move intothe primary schools. Later, in the
1850's, the infant school was revivedas the kindergarten, developed by the disciples' of
the German pedago-gical theorist Friedrich Froebel.
A second emergent type of institution was the high school, whichoriginated in Boston as
an alternative to the Latin grammar school forthose who wished to continue with the
work of the English curriculum,although it quickly developed into a public institution
offering the op-tion of an English or a classical curriculum as it was copied in
smallercommunities. For all intents and purposes, the high school reproducedunder
public auspices the upper reaches of the academy, making avail-able to day students at
modest cost or gratis what had formerly been
available to boarding students at more substantial cost. Where a localhigh school
developed as a continuation of the primary or grammar orintermediate school, it
constituted an additional rung on v^hat wras in-creasingly perceived as an American
educational ladder, or unitaryschool system, in contradistinction to the dual school
systems of En-gland, France, and Prussia, where the institutions that prepared thevast
majority of young people for life were structurally separated fromthose that prepared a
small minority of young people for further educa-tion in the university.
A final residual category might be labeled, in Henry Barnard'sphrase, "supplementary
schools," or schools that supplied "deficien-cies" in the education of individuals whose
school attendance had been"prematurely abridged, or from any cause interfered with."
Suchschools grew up during the early national era under private, quasi-pub-lic, and
public auspices for special groups of students having specialeducational needs that the
community thought would best be met inseparate educational institutions, including
handicapped youngsters,particularly the blind, the deaf, and the feeble-minded;
youngstersjudged incorrigible or delinquent; and black and Indian youngstersdeemed
unacceptable in regular classrooms. In a number of instances,the right of communities to
conduct such institutions was challenged le-gally, as, for example, in Ex Parte Crouse

(1838), where the father of aPhiladelphia youngster named Mary Ann Crouse sought
unsuccessfullyon Sixth Amendment grounds to overturn her commitment to theHouse of
Refuge there (the court held that natural parents, when une-qual to the task of education
or unworthy of it, might be superseded by"the parens patriae, or common guardian of the
community") or inRoberts v. City of Boston (1849), where the father of a Boston youngster named Sarah Roberts sought, again unsuccessfully, on the basis ofthe guarantees in
the Massachusetts constitution to enroll her in awhite primary school nearer her home
than the black primary school towhich she had been assigned (the court held that the
City of Bostonhad the right to maintain "separate but equal" facilities for blacks).But
throughout the period the right to conduct such schools was gener-ally assumed by state
legislatures and upheld by the courts.***
Textbooks became more numerous during the early national era,extending the variety of
options available within any given classroom;and, whUe there can be no ready
assumption that what was in the text10. Journal of the Rhode Island Institute of Instruction, I (1845-46), 60; Ex Parte Crouse,
4Wharton (Pa.), 9 (1838); and Roberts v. City of Boston, 59 Mass. 198, 200 (1849).
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books was necessarily taught, much less learned, textbooks were seenby parents,
teachers, and students alike as providing whatever structureand order or, in
contemporary terms, "system" there would be in thevarious subjects of the curriculum.
In the teaching of reading, the horn-books and primers of colonial days gave way to a
profusion of spellersand readers that vied for the attention of schoolteachers, school
boardmembers, and parents. Among the spellers, Noah Webster's and Ly-man Cobb's
were the leaders during the early decades of the nineteenthcentury, among the readers,
Noah Webster's, Caleb Bingham's, Lind-ley Murray's, and then, after the 1840's, the
series of graded texts puttogether by William Holmes and Alexander Hamilton
McGuffey.Spellers concentrated on lists of words arranged in order of
length,complexity, and difficulty, but initially tended to include some readingmatter and
occasionally some elementary arithmetic as well. Readersbrought together stories, verse,
expositions, historical accounts, essays,speeches, and excerpts from belles-lettres, also
arranged in order oflength, complexity, and difficulty, and usually supplemented these
withlists of words to be mastered. And a number of texts, especially primersfor
beginners, sought to combine exercises in both spelling and reading.By and large, the
spellers and readers continued to lead the studentfrom the alphabet through a
syllabarium to lists of syllabified wordsand selections of reading matter that incorporated
them. The earliestexception was the textbook of Samuel Worcester (1828), who
attemptedto substitute the whole-word method of teaching reading (originated bythe
German educator Friedrich Gedike and the French educator JeanJoseph Jacotot) for the
alphabet-syllable method. Later exceptions, de-veloped after the Civil War, attempted to

substitute a phonic method,whereby words were taught through their phonetic elements
ratherthan their alphabetic sounds and syllables."
11. Noah Webster, A Grammatical Institute, of the English Language, Comprising, an
Easy,Concise, and Systematic Method of Education, Designed for the Use of English
Schools in America;Part I (Hartford: Hudson & Goodwin, [1793]); Lyman Cobb, Cobb's
New Primary SpellingBook, in Four Parts (New York: Collins & Brother, 1847); Noah
Webster, A Grammatical Insti-tuU, of the English Language, Part III (Hartford: Barlow
& Babcock, 1785); Caleb Bingham,The American Preceptor, Being a New Selection of
Lessons for Reading and Speaking (2d ed.;Boston: I. Thomas and E. T. Andrews, 1795);
Lindley Murray, The English Reader (New York:Isaac Collins, 1799); [William Holmes
McGuflfey], Eclectic First Reader (Cincinnati: Trumanand Smith, 1836), The Eclectic
Second Reader (Cincinnati: Truman and Smith, 1836), EclecticThird Reader (Cincinnati:
Truman and Smith, 1837), and Eclectic Fourth Reader (Cincinnati:Truman and Smith,
1837); [Alexander Hamilton McGuffey], McGuffey's Rhetorical Guide orFifth Reader
(Cincinnati: W. B. Smith, 1844), and McGuffey's New Sixth Eclectic Reader (Cincinnati: W. B. Smith and Company, 1857); and Samuel Worcester, A Primer of the
English Lan-guage (Boston: Hillard, Gray, Little, and Wilkins, 1828).
Among the more interesting features of the readers was the shiftafter 1783 in the
character of the material included, from an over-whelming emphasis on religious prose
and poetry to a more diverse fareof stories about animals, birds, and children, frequently
with a messageto be conveyed or a moral to be drawn. Increasingly, too, orations
fromRevolutionary days, biographies of Revolutionary heroes, and other pa-triotic
material found its way into the readers; and, particularly in theMcGuffey series, there
were substantial selections from such Englishauthors as Shakespeare, Milton, Addison,
Scott, and Dickens, and suchAmerican authors as Longfellow, Hawthorne, and Bryant.
Over theyears, readers also began to be much more richly illustrated with pic-tures of
youngsters doing chores and at play. Finally, and the point isespecially relevant to a
society that emphasized persuasive oratory in itspolitics, many readers included material
on pronunciation and elocu-tion.
Writing continued to be taught through the imitation of models ofItalian cursive script. A
major pedagogical innovation came, however,with the publication in 1791 of John
Jenkins's The Art of Writing.Jenkins analyzed the various letters of cursive script into
their compo-nent elements, discovering that a half-dozen interchangeable strokescould
constitute virtually all the letters of the alphabet. Jenkins's text-book taught, seriatim, the
strokes, then the letters, then entire words,and then whole sentences, maintaining, on the
one hand, that any stu-dent could learn the Jenkins system without the assistance of a
tutorand, on the other hand, that once the system had been mastered anystudent could
teach it without an apprenticeship. Jenkins's method waswidely imitated, notably by
Henry Dean in The Analytic Guide to theArt of Penmanship (1804), which went through
several editions andquickly overshadowed Jenkins's own textbooks; but the method in
oneversion or another dominated American penmanship instruction untilthe 1860's and

1870's, when the rapid diffusion of steel pens made theornate slanted script of Piatt
Rogers Spencer a more appropriate modelfor students to imitate.^^
English grammar entered the primary school curriculum during theearly national era as a
subject ancillary to reading and writing, withwriting seen not merely as penmanship but
as the beginning of compo-sition. As embodied in the leading textbooks of the time,
including the
\2. John Jenkins, The Art of Writing, Reduced to a Plain and Easy System (Boston:
IThomas and E. T. Andrews, 1791); and Henry Dean, The Analytic Guide to the Art of
Penman-ship (Salem, Mass.: Joshua Gushing, 1804).
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English import by Lindley Murray (who had himself been born andeducated in America)
and later the books by Noah Webster, GooldBrown, and Peter Bullions, English
grammar included orthography,etymology, syntax, and prosody. It was taught principally
by thememorization of definitions, rules, and models, and, though it doubtlessdid lead to
the writing of compositions in some instances, the gap be-tween the memorization and
the composing was prodigious.*^
Arithmetic became far more significant in the primary school cur-riculum after 1783,
though with that increased significance came fun-damental shifts in its content and
character. As embodied in the text-books of Nicholas Pike, Warren Colburn, and
especially Joseph Ray, itincluded fewer topics like foreign exchange and compound
denomina-tionate numbers (3 yards, 2 feet, 5 inches) and emphasized insteadmental
manipulations of whole numbers and common fractions. Pike'stextbook was a veritable
mathematical reference book that took the stu-dent from simple arithmetic through
logarithms, geometry, trigonom-etry, and algebra, using the traditional method of rules
followed bymodel problems. Colburn's textbook was the first to use the
inductivemethod, with the rule being drawn from numerous examples ratherthan stated
as explicit precept. Typically the first exercise was, "Howmany thumbs have you on
your right hand? How many on your left?How many on both together?" Ray's textbooks
also employed the in-ductive method but went beyond Colburn to form a graded series,
muchlike the McGuflfey series, with which they were contemporary.*^
Geography and history were relatively new areas within the pri-mary school curriculum.
They had appeared sporadically (and at moreadvanced levels) during the last decades of
the eighteenth and first dec-ades of the nineteenth centuries but became more common
as the nine-teenth century progressed. As embodied in Jedidiah Morse's Geogra-phy
Made Easy (1784), the geography of the United States waspresented state by state, with
attention to political subdivisions, climate,topography, people, institutions, and products.
Samuel G. Goodrich'sgeographies, which began to appear in the 1830's, tended to be
more

13. Lindley Murray, English Grammar (York, England: Wilson, Spence, and
Mawman,1795); Noah Webster, A Grammatical Institute, of the English Language, Part
II; Goold Brown,,Institutes of English Grammar (New York: published by the author,
1823); and Peter Bullions,Analytic and Practical Grammar of the English Language
(New York: Pratt, Woodford & Co., 1849).
14. Nicholas Pike, A New and Complete System of Arithmetic (Newburyport, Mass.:
JohnMycall, 1788); Warren Colburn, First Lessons in Arithmetic on the Plan of
Pestalozzi (2d ed.;Boston: Cummings and Milliard, 1821); and Joseph Ray, Ray's
Eclectic Arithmetic on the Induc-tive and Analytic Methods of Instruction (Cincinnati:
Truman & Smith, 1837). The quote is fromColburn, First Lessons in Arithmetic, p. 1.
readable and more attractively illustrated, and, like the McGuffey read-ers and the Ray
arithmetics, more effectively graded in difficulty. Thefirst United States history
textbooks for the low^er schools were com-piled by a Philadelphia printer named John
M'Culloch during the1780's and 1790's, and, though they were cut-and-paste products
takenfrom other sources, they did present an ordered account of Americanhistory from
"aboriginal" times to the Revolution. Later, Samuel G.Goodrich, again during the 1830's,
entered the field with an attractivelyillustrated series of graded texts that quickly
captured a considerableshare of the market. Like the readers, geography and history
textbooksengaged in a considerable amount of moralizing at the same time thatthey
purveyed information, teaching quite directly the superiority ofAmericans and American
institutions, the inferiority of colored peoples,the truth of the Protestant Christian
religion, and, in the case of thevast majority of books, which were produced in the
Northeast, the evilsof slavery.^^
Latin and Greek grammar and literature continued to be taught atmore advanced levels
and in fairly traditional style, though teachers ofclassical languages during the early
national era could increasingly as-sume, as their colonial predecessors could not, that
their students hadsystematically studied English spelling, reading, and grammar.
Theshift made a considerable difference; for, when students first encoun-tered grammar,
they were not merely older but also somewhat more fa-miliar with the systematic study
of language and somewhat more habi-tuated to the pedagogy by which languages were
taught.
A host of other subjects appeared m school curricula: sewing andFrench for girls,
bookkeeping and science for boys, and elocution,physiology, drawing, and music for
both sexes. But spelling, reading,writing, grammar, arithmetic, geography, and history
were the staplesthat by the 1840's and 1850's had become readily available in most set||tied regions. One additional subject that was universally mandated, ei-ther explicitly or
implicitly, was the teaching of virtue or good behav-ior. The Massachusetts school law
of 1789 phrased the requirement inrepresentative language when it enjoined all teachers
to exert "theirbest endeavors, to impress on the minds of children and youth commit-ted
to their care and instruction, the principles of piety, justice and asacred regard to truth,

love to their country, humanity and universalbenevolence, sobriety, industry and
frugality, chastity, moderation and
15. Jcdidiah Morse, Geography Made Easy (New Haven: Meigs, Bowen & Dana,
1784);and Samuel G. Goodrich, A Geographical View of the United States (New York:
W.W. Reed, 1829).
temperance, and those other virtues which are the ornament of humansociety, and the
basis upon which the repubHcan Constitution is struc-tured." The injunction was taken
to mean the systematic teaching ofnondenominational Christianity, conveyed by prayers
of the sort thatIsaac Watts had composed for children in the eighteenth century andthat
the American Sunday-School Union included in its publicationsduring the nineteenth, by
readings from the Bible (in the King JamesVersion), by stories in which virtue was
rewarded (or served as its ownreward) and vice punished, and by systematic
enforcement of a sterncode of behavior that was deemed exemplary of Christian living.
Giventhe evangelical effort to identify nondenominational Protestantism withrighteous
republicanism, the teaching of virtue went hand in hand withthe teachmg of patriotism,
with the result that God, country, and tem-perance were often inseparably intertwined in
the preachments ofteachers and textbooks. There were variant versions of this substance
inRoman Catholic schools, Jewish schools, and more assertively denomi-national
Protestant schools, a substance occasionally compounded byparticular strains of
ethnicity; but the schools were more alike than dif-ferent in the extent to which they
explicitly taught some value systemthat combined piety, patriotism, and good
behavior.^^
The one-room district school that placed a single teacher in dailycontact with between
forty and sixty boys and girls of varying ages overa two- or three-month period during
the winter or during the summerremained the rule in most parts of the United States.
Through an in-formal method of grouping different children for different subjects
atdifferent levels, the teacher attempted to keep the youngsters at work onvarious tasks.
Sometimes the entire student group would go through asing-song drill together, spelling
a group of words, reciting a multipli-cation table, or listing the capitals of the states;
sometimes groups ofthree or four students would recite together; and sometimes
individualstudents would take turns going through a question-and-answer drillwith the
teacher. In the interstices of the process, there was doubtless agood deal of room for
sibling- and peer-mediated instruction. But itwas on the whole a relatively inefficient
process, especially, as was usu-ally the case, in the hands of an inexperienced teacher.
Moreover, theassociated disciplinary problems were often quite serious. The traditionof
"turning out the teacher," immortalized in quaint works of nine-teenth-century fiction,
had a basis in reality, and it was often the job of
16. Massachusetts, Laws of the Commonwealth of Massachusetts (1789), chap. xix.

the new teacher to test his or her strength against that of the "big boys"before the class
could get down to a term of serious work.
One response to pedagogical inefficiency and the problems associat-ed with it, as well as
to the steady rise of school populations and schoolcosts, was the monitorial system. As
developed by English educatorscontending with similar problems, notably a London
teacher named Jo-seph Lancaster, the system was based on two sets of pedagogical innovations, first, a carefully sequenced arrangement of the subject matterto be taught and an
elaborate system of directives for teaching it, and,second, the use of older children as
monitors to teach the younger chil-dren. As the system was actually practiced in the
United States—at itspeak during the early 1820's there were more than 150
Lancasterianschools in the country—it yielded initial economies in the resourcesneeded
to deal with large numbers of primary school children; but thequasi-military organization
implicit in the system proved odious to bothparents and school board members, and the
system was gradually aban-doned during the 1830's. By that time, however, the
organization ofgraded classes based on some combination of age and academic achievement was providing an alternative means of coping with pedagogicalinefficiency,
particularly in urban areas where the Lancasterian systemhad been most widely applied.
The grouping of children thereby madepossible permitted a concentration of effort and
an economy of time,while also solving the problems inherent in the continued mixing of
oldand young children. As grading developed in particular localities, ityielded varying
school units with varying combinations of grades; yet,by the time of the Civil War, one
could already discern alongside themore traditional district school system, with its
preponderance of one-room schoolhouses, an urban system in which a youngster could
pro-ceed from a primary school though some kind of intermediate or gram-mar school to
a high school or academy. Moreover, following theexample of the academies, which
included both courses preparing forcollege entrance and courses preparing for "life,"
most public schoolsoffered advanced study in the staple subjects supplemented by a
choiceof college-preparatory or vocational training—bookkeeping, or survey-ing, or
mercantile mathematics—and it was this that lent a special uni-tary character to the
American school system that was significantly dif-Hlferent from its Western European
counterparts and widely perceived asa peculiarly American innovation.'^
17. The number of Lancasterian schools is from an estimate given in the Fourteenth
Reportof the British and Foreign School Society (1819), p. 61.
Given the centrality of the textbook and the copybook in the workof the school, the
pedagogy of the teachers inevitably involved someconsistent stance toward the material.
As Barbara Finkelstein haspointed out, some teachers placed the burden of learning
almost entire-ly on the students, serving as intellectual overseers of the process ofstudy.
Others were essentially taskmasters, moving groups of studentsin concert through the
material. And still others, in smaller numbers,attempted to embellish, elaborate, or even
explain the material in thetextbooks, serving in effect as interpreters. Whatever
pedagogical stancethe teacher maintained, however, there was the ever-present problem

ofdiscipline. The methods of this realm ranged from sheer physical coer-cion enforced
by corporal punishment, to more subtle forms of chastise-ment and hum.iliation, to the
systematic use of competition, rivalry, andsymbolic and material incentives, to the more
kindly and nurturantmethods that marked a few avant-garde Pestalozzian schools.^*
Two additional points bear comment. First, there was varying op-portunity for schooling
among different social groups, and varying utili-zation as well. Schooling was far less
available to blacks and Indiansthan to whites—recall that it was actually illegal in many
of the south-ern states to teach slaves to read and write. Schooling was both lessavailable
and less utilized by first-generation immigrants than by sec-ond-generation immigrants
or native-born whites. And, among first-and second-generation immigrants, it was less
used by working-classIrish families in New York and New England than by middleclassGerman families in the Midwest. Finally, schooling was available infar greater
variety and over far larger time spans to males than to fe-males: comparatively few
women went to academies and colleges beforethe Civil War, and the options available to
them in those academiesand colleges were more constrained and constricted. Beyond
that, evenin coeducational situations, there were physical and psychological bar-riers in
everything from classrooms and schoolyards to the subjects ofthe curriculum in which
females were supposed to display interest,ability, and achievement.
Second, with the popularization of schooling, there was a decidedchange in the character
and composition of the teaching profession.There was in the first place a definite
feminization of the teaching
18. Barbara Joan Finkelstein, "Governing the Young, Teacher Behavior in American Primary Schools, 1820-1880. A Documentary History" (doctoral thesis. Teachers College,
ColumbiaUniversity, 1970). Henry Barnard was one commentator who emphasized the
centrality of studentlearning. See Jean and Robert McClintock, eds., Henry Barnard's
School Architecture (NewYork: Teachers College Press, 1970), pp. 25-26.
force, particularly in the primary and intermediate grades, where theenrollment gains
were the greatest. There were many reasons for theshift, some explicitly proffered, some
implicitly recognized. Women, itwas maintained, were far more suited by temperament,
disposition, andpurity of morals to work with younger children and better able to
bringthe best qualities of the "domestic circle" to the enterprise of the school.They were
also willing to work for half the pay of men (sometimeseven a third), and the men who
held supervisory positions in theschools or on school committees found them more
amenable to sugges-tion. Along with feminization, there was a decided move to
profession-alize teaching, to make of it a sacred calling second only to the ministryin its
importance to the society. Particularly among male high schooland academy teachers
and the leaders of newly developing state andcity education departments, raising the
sights of teachers and providingtraining for their efforts became a matter of first concern.
Interestingly,however, the lists of those participating in organizations like the Ameri-can
Institute of Instruction and the Western Literary Institute and Col-lege of Professional

Teachers suggest that the concept of a teachingprofession was largely reserved for the
males who were considered theleaders of popular schooling and for whom professional
training wasdeemed necessary and appropriate. Whether or not it was
intended,professionalization served to create an almost exclusively male elite andthereby
assured continuing male control of an increasingly female occu-pation.
Given the range of institutions called schools, the variation in thelength and character of
teaching careers was enormous: Asa Turner,having attended the district schools of
Templeton, Massachusetts, as aboy, taught a few winter sessions in the same schools
before deciding tobecome a minister; Moses Waddel, having attended HampdenSydneyCollege, spent over a quarter-century in teaching, first as head of anacademy at
Willington, South Carolina, between 1804 and 1819, andthen as president of the
University of Georgia between 1819 and 1829.Yet the decisive fact of the era was the
movement of women into teach-ing in unprecedented numbers. The careers of two such
women exem-plify what was often the transitory character of such careers.
Zilpah Polly Grant was born in Norfolk, Connecticut, in 1794 andbegan teaching in
nearby schools at the age of fifteen in order to helpsupport her family (her father had
died when she was two). In 1820,after her mother had remarried, she became both a
student and a teach-er at the Reverend Joseph Emerson's female seminary at By field,
Mas-sachusetts; she moved on from there to teach at a school at Winsted,
Connecticut; then, in 1823, she returned to Emerson's seminary, whichhad moved to
Saugus, Massachusetts; in the following year, she tookover the newly founded Adams
Female Academy at Londonderry, NewHampshire; and in 1828, after a quarrel with the
trustees over reli-gious and curricular matters, she went on to Ipswich,
Massachusetts,where she conducted the Ipswich Female Seminary in collaborationwith
Mary Lyon, a friend from Emerson's school, who later foundedMount Holyoke
Seminary. Grant left Ipswich in 1839, in poor health,and never returned to teaching,
marrying William Bostwick Bannister,a prominent Dedham, Massachusetts, lawyer, in
1841.
Unlike Grant, Alice Money taught for only a few years, though, aswith Grant, those
years were marked by constant movement from posi-tion to position. A native of
England who had come to the UnitedStates in 1848 at the age of two. Money had moved
to Iowa as a teen-ager with her father and stepmother (her mother had died soon
aftertheir arrival in America). Eager to escape from her role as seamstress,nursemaid,
and general aid to the family, Money decided to prepareherself for teaching at Albion
Academy in Marshalltown. Studyingwhile working to earn her tuition (she took the
place of a hired sheep-herder on the family farm), she managed in a single semester to
qualifyfor a teaching certificate in the common branches, but could not "get aschool."
Following additional work at Albion, she did obtain a positionin Grundy County, some
sixteen miles from her home. She taughttwelve students (five of whom left at harvest
time), she was paid twen-ty-five dollars a month, she boarded with a family in the

neighborhood,and she reported that she liked "the teaching part but not the disci-pline."
During the summer of 1868, she moved to a school nearerhome, where she taught some
forty pupils; and then in the summer of1869 she moved again, to a school at which the
older students hadturned out several previous teachers. Money survived, but at the end
ofthat summer she gave up teaching to marry Dr. Elmer Y. Lawrence, alocal physician,
and did not again work outside her household.
Whereas Zilpah Grant had taught a fairly rigorous curriculum atIpswich, Alice Money
was often a few lessons ahead of her students;but both women taught for a limited period
of time in their lives and ina constant succession of jobs. As one contemporary observed
in a letterto a friend, "Teachers are migratory characters."^^
19. Floy Lawrence Emhoff, "A Pioneer School Teacher in Central Iowa," Iowa Journal
ofHistory and Politics, XXXIII (1935), 381, 385; and Ira Moore to Edward Wellington,
November20, 1851, quoted in Geraldine Jon^ich Clifford, "Home and School in 19th
Century America:Some Personal-History Reports from the United States," History oj
Education Quarterly, XVIII(1978), 19.
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Colleges, universities, and other so-called seminaries of learning werefounded in droves
during the first century of the Republic, and there isreally no v^ay of counting them
accurately, partly because of the loose-ness of definition and partly because they v^tre
not only founded inlarge numbers but they expired in significant numbers, too. There
wereat least 13 collegiate-level institutions with charters empowering themto grant
degrees in 1783, and, if one were to add the academies that of-fered what was clearly
collegiate-level instruction, the number of insti-tutions of higher learning would more
appropriately be set at 20 or 25.By 1831 the American Almanac listed 46 colleges, along
with 22 the-ological seminaries, 16 medical schools, and 7 law schools. By 1850
theCensus could report 119 colleges, along with 44 theological seminaries,36 medical
schools, and 16 law schools. And by 1876 the United StatesBureau of Education could
report 356 colleges and universities, 124theological seminaries, 78 medical schools, and
42 law schools. Many ofthese institutions remained loosely defined for years: the
theologicalschools taught general as well as professional subjects, and the medicaland
dental schools taught popular science.^"
The colleges were especially interesting, having come into being forevery conceivable
purpose, from religious enthusiasm to communityboosterism. The military academy at
West Point was established in1802 to train officers for the armed services, and ended up
trainingmost of the pre-Civil War engineers in the United States who did notcome solely
via the route of apprenticeship. It was not formally a col-lege and granted no degrees;
but it functioned as a college and wasmore influential than most. The Free Academy,
which later became theCollege of the City of New York, was created in 1847 to train
young-sters who could not afford to pay for higher education. Michigan Agri-cultural

College was founded in 1855 to train farmers. Vassar Collegewas founded in 1861 to
train women. And Howard University wasfounded in 1867 to train blacks. Many an
institution that originated ina burst of community aspiration was later saved by
denominational
20. The American Almanac and Repository of Useful Knowledge for the Year 783 J (2d
ed.;Boston: Gray and Bowcn, no date), pp. 166-167, 169; Dc Bow, cd.. Compendium of
the SeventhCensus, p. 145; and U.S., Bureau of Education, Report of the Commissioner
of Education for theYear 1876, pp. 698-707, 738-742, 748-749, 752-754. The report also
noted 25 colleges not in-cluded among the 356 from which no information had been
received (see p. 728).
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support, while others that originated in bursts of religious enthusiasmwere later saved by
community support. Institutions established for Ro-man Catholics attracted Protestants;
institutions established to prepareteachers ended up preparing journalists as well. The
sponsorship, clien-tele, and curriculum of American higher education were diverse,
shift-ing, at best vaguely defined, and, more than anywhere else in theworld, relentlessly
popular. As the Reverend Absalom Peters, one ofthe early leaders of the American
Home Missionary Society, remarkedin 1851 concerning the "advantages" of higher
education:
It was never intelligently proposed to concentrate these advantages in a singleuniversity,
'cum privilegio,' nor to confine them to a few colleges, at great dis-tances from each
other. The wide extent of the country, the prospective in-crease of population, the form
of government, the independence of the states,and above all the Protestant principle of
universal education, have forbiddensuch a design; and the colleges have adapted
themselves to their appropriatespheres, in accordance with this state of things. They have
thus trained thepublic mind to feel, that a college, in each district of convenient extent, is
agreat blessing to the people. It is therefore placed beyond all doubt, that ourcountry, in
the whole extent of it, is to be a land of coUeges.^^
A number of factors combined to make the United States a "land ofcolleges" during the
nineteenth century. For one thing, the early landpolicy of the federal government, as set
forth by the Ordinances of 1785and 1787 and as continued in the enabling laws that
brought new statesinto the Union, set aside the income from certain specified lands for
thesupport not only of schools but also of "seminaries of learning." And,while in some
states the funds were grossly mismanaged and in othersit took years to establish such
seminaries, most had used the funds by1876 to set up some sort of public institutions of
higher learning. Later,in 1862, the funds granted by the federal government under the
MorrillAct, to establish colleges of agriculture and the mechanic arts, providedfurther
stimulus to the founding of new institutions and the expansionof older ones. Another
source of interest and support lay in denomina-tional and interdenominational

organizations. To the extent that theevangelical movement was an organizing movement,
it organized col-leges as well as churches, and for kindred purposes: colleges were widely seen, by particular denominations and by organizations like theAmerican Education
Society and the American Home Missionary Soci21. Absalom Peters, College Religious Institutions: A Discourse,. . . Before the Society
for thePromotion of Collegiate and Theological Education at the West (New York: John
F. Trow, 1851),p. 13.
ety, as centers of religious leadership and sources of public piety, andtherefore as
ancillary to the church in the preservation of a free society.
Yet, even beyond these more formal institutional sources, the col-leges were sponsored
and supported by the communities that patronizedand sustained them. They v^ere
essentially local institutions, nurturedby local leaders, articulately appreciated by local
citizenries, and, likethe churches and schools of the time, seen primarily as community
—and in that sense public—institutions. Much has been made in this re-spect of the
Dartmouth College Case, which came before the UnitedStates Supreme Court in 1819.
The issue arose in 1815 out of a conflictbetween President John Wheelock of Dartmouth
College and his boardof trustees over who would control the affairs of the institution.
Whee-lock had gone to the legislature and asked for an investigation of theboard, and the
trustees, not surprisingly, had responded by dismissingWheelock and electing a
successor named Francis Brown. The conflictquickly became politicized as one of the
issues in the election of 1816,and, when the Democrats won that election, they moved,
under theleadership of Governor William Plumer, to amend Dartmouth's charterto
transform the college into Dartmouth University with an enlargedboard of trustees. The
old trustees did not accept the legislation; thenew trustees met, dismissed Brown, and
reelected Wheelock to thepresidency; and the stage was thereby set for a battle in the
courts, inwhich the old trustees challenged the right of the legislature to amendthe
charter. The New Hampshire Supreme Court, in a unanimousopinion delivered by Chief
Justice William M. Richardson in 1817,sustained the right of the legislature to do so. On
appeal, the UnitedStates Supreme Court, in a five-to-one decision delivered by Chief
Jus-tice John Marshall, ruled that Dartmouth was a private eleemosynarycorporation,
that its charter was a contract under the terms of the Unit-ed States Constitution, and that
the New Hampshire legislation of 1816had infringed that contract and was therefore
unconstitutional. The col-lege was thereby returned to the hands of the old board.
For many who have studied the decision, it represented a clear vic-tory for private over
public interests, and thereby encouraged thefounding of innumerable private colleges in
the succeeding decades.But, as John S. Whitehead has pointed out, one of the first
actions ofthe old board after it had won the case was to petition the legislaturefor
additional public support; and the legislature in turn sought contin-ually during the
1820's to make the college more responsive to publicinterest. The quarrel was not over
whether the college had public re-
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sponsibility in the large sense, it was rather over how that responsibil-ity would be
supported, overseen, and discharged. Moreover, sinceMarshall's decision was not widely
commented upon in its own time, itis unlikely that it had any significant effect one way
or another uponthe image of colleges as community institutions in the public mind.^^
In looking at the curriculum of the colleges, it is important to viewthem in the context of
both preparatory and coordinate institutions.While a unitary system of schooling—
embracing primary school, thenintermediate school, then high school, grammar school,
or academy, andthen college (or theological seminary, medical school, or law school)—
had begun to emerge by the 1850's and 1860's, the precise place of thecollege in that
system and indeed the precise character of the system it-self were neither well defined
nor universally understood. Thus, Bayn-ard Rush Hall, the first professor at the
"seminary" that became Indi-ana University, in describing the confusion at the opening
of classes in1824, inadvertently portrayed the unclarities characteristic of the
largersituation. Boys of varying preparation arrived at the "seminary" tostudy curricula
of varying emphases ("Daddy says he doesn't see nosort a use in the high larn'd things—
and he wants me to lam Inglishonly, and bookkeepin, and surveyin, so as to tend store
and run aline"), and some had to be sent away as either inadequately preparedor desirous
of curricula that were not available. Hall's account was agood-humored caricature, to be
sure; yet most of the newer seminariesof learning faced exactly the same problem, and,
while some youngsterswere sent away, others were accommodated in hastily established
pre-paratory departments or in newly constructed collegiate programs thatdeparted
substantially from traditional offerings. When such new pro-grams did appear, they were
not very different from those developed atspecial-purpose institutions for particular
clienteles. Thus, the militaryacademy at West Point and later the Rensselaer Institute
pioneered inthe development of advanced mathematics, chemistry, physics, and engineering, as well as laboratory instruction in the natural sciences. Later,when these
sciences entered the curriculum of the liberal arts colleges,the substance and methods
developed at West Point and Rensselaer be-came the models. Similarly, painting and
music appeared in the earlyfemale seminaries alongside the more traditional work in
languages,mathematics, history, and the sciences; and, when women were accept22. John S. Whitehead, The Separation oj College and State: Columbia, Dartmouth,
Harvard,and Yale, 1776-1876 (New Haven: Yale University Press, 1973).
ed in growing numbers into the midwestern universities, these subjectsappeared in
similar form. Interestingly, French was taught both atWest Point and at the female
seminaries, but at West Point it was in-tended to afford the cadets access to French
military science while atthe female seminaries it was intended to afford the young
women accessto belles-lettres. Similarly, drawing was taught at both Rensselaer andthe

female seminaries, but again the subject was intended to serve sig-nificantly different
purposes. Later, when French and drawing enteredthe curricula at coeducational
institutions, these differences tended topersist. Finally, it is important to recognize that
throughout the nine-teenth century chemistry was taught in medical schools as well as
col-leges, ethics was taught in theological seminaries as well as colleges,and physics was
taught in engineering schools as well as colleges. Thus,to look only at the colleges for
evidence of instruction in the arts andsciences would be to miss important phases of
American higher educa-tion.^^
Granted the importance of context, the colleges did maintain a fair-ly consistent core of
subjects that were considered to be at the heart of aliberal education. To a great extent,
the Yale Report of 1828 both re-flected and strengthened the academic consensus with
respect to thatcore, and it is therefore interesting to examine the undergraduate curriculum at Yale during the later 1820's as indicative of that consensusif not entirely
representative of colleges at large. Candidates for admis-sion to Yale were expected to
stand examination in Cicero's orations,Virgil's Aeneid, Sallust's histories, and Latin
grammar and prosody; inthe Greek Testament and Greek grammar; and in English
grammar,arithmetic, and geography. The course leading to the Bachelor of Artsdegree
was four years in length and was taught by a faculty consistingof the president, five
professors—one in chemistry, mineralogy, and ge-ology; one in the Hebrew, Greek, and
Latin languages; one in math-ematics, natural philosophy, and astronomy; one in
divinity; and one inrhetoric and oratory—and seven tutors. The freshman class read
Latinout of Livy and Horace and Greek out of Homer, Hesiod, Sophocles,and Euripides,
and also studied arithmetic, algebra, and geometry (outof Euclid). The sophomore class
read Latin out of Horace and Ciceroand Greek out of Xenophon, Plato, and Aristotle;
continued with ge-ometry and went on to trigonometry, logarithms, and navigation
(most-ly out of President Jeremiah Day's textbooks); and also undertook rhe23. Robert Carlton [Baynard Rush Hall), The New Purchase or, Seven and a Hal/ Years
inthe Far West (Princeton, N.J.. Princeton University Press, 1916), p. 324.
toric (out of Alexander Jamieson's text). The junior class studiedCicero, Tacitus, physics
and astronomy (out of William Enfield's text),calculus (out of Samuel Vince's text), logic
(out of Levi Hedge's text),history (out of A. F. Tytler's text), and, as an elective,
Hebrew,French, or Spanish. And the senior class continued in Greek and Latin,also
studied rhetoric (out of Hugh Blair's text), natural theology andmoral philosophy (mostly
out of William Paley's texts), and politicaleconomy (out of Jean Baptiste Say's text), and
received a smattering ofchemistry, mineralogy, geology, and physics.^^
Most courses were taught by recitation. The four cla.sses were di-vided into divisions,
each under the leadership of a tutor, who saw it ashis chief responsibility to examine the
individual students daily in thesubstance of the textbook. The work in science consisted
largely of lec-tures interspersed with laboratory demonstrations. The work in mathematics involved the memorization of rules and the effort to apply therules to individual

problems. In addition there was some writing ofcompositions on the part of the students
studying rhetoric; there weredisputations by juniors and seniors in connection with the
work in logicand moral philosophy; and the president lectured to the senior class
onmatters of morals, ethics, and divinity. Public examinations were con-ducted twice a
year, in May and in September, over a period of roughlya week in duration, and there
were additional examinations for gradu-ating seniors at the end of the four years of
study.
Yale was the largest American college in the latter 1820's and couldboast the most
geographically diverse student body. It may well havebeen the most influential
American college as well. But those factsgranted, it is important to note that during the
half-century followingthe Yale Report of 1828, the curriculum of American colleges
diversi-fied relentlessly. Even in 1828, Harvard had already begun its move-ment toward
departmentalization, the University of Virginia alreadypermitted students to choose
among eight schools, and Union Collegeoffered a parallel scientific course leading, not
to an alternative bache-lor's degree, but to the Bachelor of Arts degree. And there were
othercolleges that were forced by the lack of preparation of their students tofeature in
their undergraduate program, not the work Yale required forgraduation, but rather the
work Yale required for admission. During
24. Catalogue of the Officers and Students m Yale College, 1828-9 (New Haven: C.
Adams,[1828]), pp. lA-l'b. The contemporary Harvard curriculum was strikingly similar
to Yale's. See ACatalogue oj the Officers and Students of the University of Cambridge,
September, 1826 (Cam-bridge, Mass.: University Press-Hillard and Metcalf, 1825), p. 3.
the 1830's, 1840's, and 1850's, the drift of most colleges was towardmore options, more
modern languages in place of classical languages,more scientific studies, more utilitarian
emphases, and more direct ex-perience (as symbolized best, perhaps, by the manuallabor colleges)—adrift that culminated in the policies set in motion by the Morrill Act
of1862. While the precise nature of a college of agriculture or of mechan-ic arts was not
really defined until the 1880's, the legislation of 1862was pivotal in forcing the
definition; and that definition in turn helpedto accelerate the movement toward
utilitarianism in the liberal arts cur-riculum.
What Cotton Mather had referred to in the eighteenth century as"the collegiate way of
life" also persisted during the nineteenth. Thus,the college curriculum included along
with formal courses of study thenumerous activities undertaken by the faculty for the
students—chapelservices, common residential and dining arrangements, and religious
re-vivals—and by the students for one another—literary societies, fraterni-ty activities,
athletics, and, again, religious revivals. Particularly in themore traditional institutions,
where the curriculum remained somewhatmore inflexible, the literary societies became
central vehicles for intel-lectual activities that went beyond the bounds of the required
studies.Indeed, Frederick A. P. Barnard once remarked of his undergraduateyears
between 1824 and 1828, "No part of my training at Yale Collegeseems to me to have

been more beneficial than that which I derivedfrom the practice of speaking and
debating in the literary society towhich I belonged." And Barnard, it should be
remembered, ended upas an academic. On the other side, the recreation provided by a
range ofactivities from religious revivals to athletic activities provided an impor-tant
antidote to the often grinding and increasingly competitive realm offormal academic
instruction. And all of this so-called extracurricularactivity became especially significant
and influential as a result of theAmerican propensity for locating colleges in isolated
rural regions inorder to protect the students from the moral depredations of urbanlife.^^
The colleges of the 1780's and 1790's tended to be conducted by astrong president who
was almost always a clergyman, assisted by one ortwo professorial colleagues who were
also almost always clergymen and
25. Cotton M.dither, Magnolia Christi Americana; or, The Ecclesiastical History of
New-En-gland (1702), edited by Thomas Robbins (2 vols.; Hartford, Conn.: Silus
Andrus and Sons, 1853-1855), II, 10; and Anson Phelps Stokes, Memorials of Eminent
Yale Men (2 vols.; New Haven:Yale University Press, 1914), I, 249.
a somewhat larger number of tutors who were generally recent gradu-ates of the
institution. The president and professors were commonlytrained in the classics and
divinity—the exceptions were the few profes-sors of the natural sciences—and saw
themselves as generalists ratherthan specialists and as pedagogues rather than scholars.
In many of thenewer and smaller colleges of the 1830's, 1840's, and 1850's, the facul-ty
was of similar character. A professor assisted by a few tutors wouldcarry on the
instruction of some forty to fifty students in the entirerange of the curriculum from the
classics to moral philosophy. In olderand larger colleges, however, there was a slow but
significant transfor-mation in the background and training of those appointed to
presiden-cies and professorships. Increasingly, they tended to be laymen, special-ists,
and scholars, and were therefore able to displace the tutors in theregular business of
instruction. Particularly as German universityideals began to have an eflfect during the
1840's and 1850's, the instruc-tional level in a few colleges rose dramatically in terms of
substantiveand pedagogical quality. Well-trained scholars began to depart from amere
slavishness to textbooks and to use the lecture and the laboratoryto impart vitality to
scholarly material. But the movement was slow,uneven, and far from universal. As late
as the 1870's James McCosh,newly appointed as president at Princeton, could shock the
older facultyby proposing that new courses be established alongside the traditionalwork
in classics, mathematics, and philosophy, and that the college ac-quire the library and
laboratory resources necessary to attract first-ratescholars to teach these courses. And
Nicholas Murray Butler could findat Columbia a small old-fashioned college with a
faculty that carried on"dry-as-dust" drill and a library that was open only a few hours a
dayand locked the rest of the time. Yet even Butler, who was fond of con-trasting the
old-time college with the university he had such an impor-tant hand in building, did not
end up wholly condemnatory. The col-lege did its work well, he concluded, and the
young men who attendedit in the 1870's "carried away a discipline, a range of

information andinterest and a love for the college itself that have never since
beenequalled, no matter what or how many improvements in the life andwork of the
college have been effected."^^
There were professors of international repute at the nineteenth-cen-tury colleges and
universities whose lives would exemplify the upper
26. Nicholas Murray Butler, Across the Busy Years: Recollections and Reflections (2
vols.New York: Charles Scribner's Sons, 1939), I, 65, 63.
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reaches of the higher learning in America: George Ticknor, BenjaminPeirce, Jared
Sparks, Louis Agassiz, and Asa Gray at Harvard; Benja-min Silliman and Josiah Willard
Gibbs at Yale; Francis Lieber at Co-lumbia; Henry Wadsworth Longfellow at Bowdoin;
Joseph Henry atPrinceton; Francis Wayland at Brown. But the more typical professorof
the era was less specialized, less scholarly, and less well known out-side his local
community. Elisha Mitchell was one such professor. Bornin Connecticut in 1793, he
attended Yale and then taught for a time,first at Dr. Eigenbrodt's school in Jamaica, Long
Island, then at agirl's school in New London, Connecticut, and then back at Yale. In1817,
he was called to a professorship of mathematics and natural phi-losophy at the
University of North Carolina at a salary of one thousanddollars a year. On receiving the
call, he decided to study at AndoverTheological Seminary for a brief period and
qualified there for a li-cense to preach. He then proceeded to Chapel Hill in January,
1818,and stayed there for the remaining thirty-nine years of his life, teach-ing, in
addition to mathematics and natural philosophy, chemistry, bot-any, zoology, geology,
and mineralogy. He conducted scientific studiesof the natural history and geology of
North Carolina; he contributed toSilliman's American Journal of Science and also wrote
for local agricul-tural publications; and he participated fully in the life of the
university,taking an active role in curriculum development (he actually toured
thenorthern universities and reported on their curricula), arbitrating stu-dent discipline
cases, seeking to expand library holdings and museumcollections, and serving as acting
president at one time and as bursar atanother. For four decades, until his accidental death
during a researchexpedition in 1857, Mitchell incarnated the spirit of the higher learn-ing
in North Carolina.
In a somewhat different way, Julian Momson Sturtevant incarnat-ed the spirit of the
higher learning in Illinois. Sturtevant was born inWarren, Connecticut, in 1805. He
attended school there and in Ohioand then studied at Yale, completing his undergraduate
work in 1826,teaching school for a session in New Canaan, Connecticut, and then returning to Yale for studies in divinity. He associated himself with the"Yale Band" in
1829 and, after his ordination as a Congregationalminister that year, moved to
Jacksonville, Illinois, where he became oneof the founding members of the Illinois
College faculty. From 1830,when the, college opened with nine students, until 1885, a

year beforehe died, Sturtevant served variously as professor of mathematics, natu-ral
philosophy, and astronomy, professor of mental and moral philosophy, and president. He participated vigorously in the religious, politi-cal, and
educational affairs of the new state; he resisted efforts, bothfrom within and without the
college, to exert a narrow sectarian controlover academic programs; and he worked hard
as president to maintainthe college's fiscal solvency. After his death, an alumnus who
had stud-ied with Sturtevant during the 1830's wrote of him: "Dr. Sturtevanttaught his
pupils to think for themselves. Almost every professor tellshis pupils, in words, to do
their own thinking. But very few manifestreal pleasure in freedom of thought on the part
of their pupils when itreveals itself in the earnest questioning of their own expressed
opinions.But it often seemed to me that Dr. Sturtevant enjoyed the respectfulboldness of
a student who dared to controvert his declared views, andgave plausible reasons for his
dissent." It was no small tribute to aclerical professor who had taught controversial
subject matter during anera of intense sectarian conflict."
College attendance numbered in the thousands on the eve of the CivilWar; newspaper
readership numbered in the millions. The characterand quality of the educative
experience involved was, of course, pro-foundly different. College life for the student
enrolled in an institutionaway from home was ordinarily an intense, sustained, and often
totalexperience: the undergraduate lived as one of an isolated company ofyoung men or
women, instructed or supervised by a faculty consistingof one or more professors helped
by a few tutors only slightly olderthan the undergraduates. The isolated community
became a surrogatefamily and a surrogate church, and fulfilled many of the functions
ofboth during a crucial stage of the life-cycle. A newspaper, by contrast,provided its
readers with far less intense and far more ephemeral expe-rience. But it did arrive daily
or weekly, from the same source and inthe same format, and thereby provided a
sustained source of informa-tion, instruction, and entertainment from the same person or
persons.Moreover, given common interpretations of what constituted the newsand the
events to be reported, there was an increasing measure of simi-larity between one
newspaper and another: newspapers tended to sup-port and confirm one another's views
of the world. Most interesting,perhaps, more than a few newspaper editors fancied
themselves latter27. R. W. Patterson, "Dr. Julian M. Sturtevant," Advance, March 18, 1886.
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day surrogates for the church and the school, with the high responsibil-ity of ministering
to and instructing the emerging newspaper public.
As one looks at the substance of the education purveyed by nine-teenth-century
newspapers, it consisted of several elements. The firstwas information about commercial
matters. The newspapers were filledwith paid advertisements for goods and services,

patent medicines andfoods of various kinds, shipping information and transportation
sched-ules. These, alongside commercial intelligence carried as a public ser-vice by the
editor, gave readers, particularly in the cities and largertowns, a sense of the market that
was nowhere else available. Newspa-pers had expanded during the eighteenth century to
give precisely thatsort of information as quickly and as accurately as possible; they
elabo-rated that information during the nineteenth century, as a service bothto their
general readers and to various specialized commercial audi-ences.
A second element in the substance conveyed by the newspapers waspublic information
about public affairs. One of the great shifts in theinstruction newspapers provided during
the nineteenth century wasfrom an emphasis on European political and economic affairs
to an em-phasis on American political and economic affairs, particularly at thenational
level. For a society of localities, this was an exceedingly impor-tant public teaching role,
one that newspapers had begun to play on asignificant scale during the later provincial
era and one that they con-tinued to play on an ever larger scale after Independence. By
reportingpresidential speeches, congressional debates, and Supreme Court deci-sions,
diplomatic and military ventures of every kind, and other politi-cal events occurring in
Washington, the newspapers defined the realmof public affairs; and, even though
particular editors and readers tookdifferent positions on different issues, there was
growing agreement,furthered by the incessant plagiarism of newspapers from one
another,as to what the issues were. Later, when the telegraph and the cable en-abled the
sharing of information to go forward at a more rapid paceand in far more timely fashion,
the newspapers were able to influencethe formation of public opinion even more directly
and thereby to affectthe development of public policy. Put otherwise, the newspapers
edu-cated by creating a realm of discourse within which individuals andgroups debated
various positions.
A third element in the substance conveyed by the newspapers waspublic information
about public personalities. In seeking to attract andcater to ever larger audiences by
publishing sensational news and sentiI
I
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mental stories about other human beings, the newspapers created yetanother realm of
discourse, this one about celebrities of one sort or an-other. One's view on the RobinsonJewett murder trial of 1836 in NewYork; or on the Millerite prophecy concerning the end
of the world onOctober 21, 1844; or on the talents of Jenny Lind, who arrived to P.
T.Barnum's massive fanfare in 1850; or on the Heenan-Morrissey prizefight of 1858 was
important in the informal conversation of church,tavern, or workplace. There was, in

effect, a new reality created by thepress that was different from the diurnal reality of the
world, and to beau courant one needed to have an opinion on that new reality.
Finally, the newspapers printed literature, humor, advice, poetry,and formal instruction in
history, geography, and the sciences; in fact,they printed adult versions of the entire
curriculum of the schools. Andhence it is no wonder that books of advice for young men
who wishedto get ahead in the world urged their readers to subscribe to a responsi-ble
newspaper. Beyond the substance they conveyed that defined publicaffairs and created
new worlds of reality, the newspapers carried for-ward instruction in precisely the same
realm as the schools. And here,too, they served their readers as continuing sources of
teaching and en-tertainment.
In all of this, newspapers were rarely read in isolation or apartfrom particular social
contexts. Their instruction was almost alwaysmediated by and refracted within other
educative institutions. Thus, forexample, most newspapers by the 1830's and the 1840's
were probablyread within the household, with the result that on the one hand theybegan
to include sections first for women and later for children and onthe other hand their
messages were commonly interpreted by discus-sions among family members. What one
thought of Heenan versusMorrissey was in some respects dependent upon what the other
mem-bers of the household thought concerning the respective merits of thetwo prize
fighters. Beyond that, households tended to choose newspa-pers that reflected the ethnic,
religious, and political bias of the adults,with the result that the newspaper selected
tended to confirm the viewof the world held by the household and to interpret public
affairs fromthe perspective of the household. In so doing, it not only conveyed
itssubstance within a particular social construction of reality but alsohelped create a
larger reality within which all other education under-taken by members of the household
went forward. Its influence wassubtle and pervasive but increasingly inescapable as the
press becameF>opularized during the middle decades of the nineteenth century.
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James Gordon Bennett and Horace Greeley may have set the trendsin pre-Civil War
journalism, and indeed their lives signaled a new edi-torial role that was coming into
being in the burgeoning cities of theEast. But it is important to bear in mind that they
were in many re-spects atypical. The ordinary newspaper read by the ordinary American was put together, not by a hard-driving editor aided by a staff ofenterprising
reporters, but rather by an entrepreneurial printer who,with the assistance of an
apprentice or two, prepared the material(writing it on his own or copying it from
elsewhere), set it in type, ranit though the press, and delivered it or put it into the mails.
JosephCharless and William Williams were entrepreneurial printers of thiskind. Charless
was born in Ireland in 1772 and came to the UnitedStates in 1795. He probably learned
the printing trade in Ireland, sincethe first evidences of him in the United States place
him in Lewistown,Pennsylvania, and in Philadelphia, where he was already active in
theaffairs of printing. Charless went to Lexington, Kentucky, in 1803 andthere, in

collaboration with Francis Peniston, launched the Indepen-dent Gazette. Four years later,
he moved to Louisville, where helaunched the Louisville Gazette. And the following
year he moved to StLouis, wnere he launched the Missouri Gazette, with the imposing
pro-spectus: "It is self evident that in every country where the rays of thepress is [sic] not
clouded by despotic power, that the people have ar-rived to the highest grade of
civilization, there science holds her headerect, and bids her sons to call into action those
talents which lie in agood soil inviting cultivation. The inviolation of the press is coexistentwith the liberties of the people, they live or die together, it is the vestalfire upon
the preservation of which, the fate of nations depends; andthe most pure hands
officiating for the whole community, should be in-cessantly employed in keeping it
alive." Charless changed the name ofthe paper several times over the next several years,
but he continued topublish it until he retired in 1820, with brief interruptions during
theWar of 1812 when the printshop ran out of paper or ink. Moreover,during the time he
published the Gazette, he also printed and soldbooks, maintained a part interest in an
apothecary, and ran a board-inghouse. Interestingly, in 1822 Edward Charless, who had
served as ajourneyman printer in his father's shop, assumed publication of theMissouri
Gazette, changing its name to the Missouri Republican andissuing it until 1837.^*
28. David Kascr, Joseph Charless: Printer in the Western Country (Philadelphia:
Universityof Pennsylvania Press, 1963), p. 61.
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William Williams's career was in many ways similar. He was born
in Framingham, Massachusetts, in 1787 and moved with his family to
Utica, New York, in 1790. He served an apprenticeship to printing
there between 1800 and 1807 and then entered into a partnership with
i his former master, Asahel Seward, that lasted seventeen years, after
i which he struck out on his own. During the period between 1814 and
[ 1834, Williams published no less than seven newspapers—the Utica
I Club, the Utica Patrol, the Utica Patriot and Patrol, the Utica Sentinel,
! the Utica Christian Repository, the Utica Elucidator, and the Utica
j American Citizen. In addition, he printed and published a steady flow
\ of religious materials and schoolbooks, ran a thriving bookstore; served

! as an elder of the First Presbyterian Church, a director of the local li1 brary, and a village trustee; and taught Bible classes and a Sunday
' school. Despite his entrepreneurial vigor, however, he suffered financial
instability, and a sheriffs sale in 1834 began a long decline that led
eventually to the closing of his business in 1840. For all his ingenuity
i and versatility, Williams had been unable to make the publishing of
newspapers financially feasible.
Chapter 12
CONFIGURATIONS
The great experiment of Lowell is an experiment of another kind: it isan experiment
whether we can preserve here a pure and virtuous pop-ulation. . .. There have been laid
for us here the foundations of a greatsuccess—a method of business well devised, and
carefully adjusted partto part, a system of public instruction planned on a broad and
generousscale, churches, Sunday schools, libraries, charities, numberless institu-tions to
enlighten, guide, and bless this growing city.
HENRY A. MILES
The family, the church, the school, the college, and the newspaper re-mained primary
educative institutions during the first century of na-tional life. The way in which they
patterned themselves into configura-tions of education, however, changed in a number of
ways. First, thebasic configuration increasingly involved at least three significant components: institutions of organized work external to the household, prin-cipally the mill
and the factory but also the mine, the shop, the office,the retail establishment, and the
government bureau; custodial institu-tions like the house of refuge, the orphan asylum,
the penitentiary; andinstitutions for the diffusion of special kinds of knowledge, such as
li-braries, lyceums, fairs, and museums. Second, there was a shift in therelative power of
the several elements of the educational configuration,partly because there were now
more educational institutions and partlybecause the society shifted the foci of its
economic and spiritual invest-ments in education. Thus, the educative influence of the
school and thenewspaper probably grew in relation to that of the household and
thechurch, and the educative influence of the external place of work in-creasingly
mediated the influence of all other education during theyears of active adult employment
—it simply loomed larger as a selective
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shaper of aspiration, taste, and outlook, though obviously it shaped ininteraction with
household and church. That said, a third generaliza-tion should immediately be added,
namely, that there was the continu-ously revitalized influence of the evangelical church
working in concertwith households, Sunday schools, common schools, colleges, Bible
andtract societies, missionary organizations, and authorized publishinghouses. As has
been indicated, the relationships among these agencieswere political, pedagogical, and
personal: they were controlled, sup-ported, and managed by the same kinds and classes
of people; they usedmethods and materials that reflected a common subscription to evangelical values and a pervasive evangelical exhortative style; and theyembraced the same
sorts of people, teachers as well as learners. Finally,a familiar caveat must be added: the
slave plantation, the Indian reser-vation, and voluntary and involuntary ghettos created
by Utopian striv-ing and systematic segregation all persisted, as alternative
educationalconfigurations more or less isolated from the mainstream.
Like generalizations regarding the colonial era, however, general-izations regarding the
nineteenth century apply variously in diff^erentcommunities. By way of example,
therefore, Lowell, Massachusetts;Sumter District, South Carolina; Macoupin County,
Illinois; and NewYork City may be useful to consider. The reasons for the choices
areobvious. Lowell off'ers insight into the impact of the factory, though theso-called
Waltham system of cotton manufacture that prevailed thererepresented only one among
several patterns of early industrial devel-opment. Sumter District provides instances of
large plantations withsubstantial black quarter communities comprising a hundred or
moreslaves, though such plantations were the exception rather than the rule,not only in
Sumter but throughout the pre-Civil War South. MacoupinCounty reveals the dynamics
of community building on the frontier,though a county in the Texas cattle country or on
the Minnesota ironrange would obviously present diff"erent pictures. And New York
Cityreveals the dynamics of urbanization and metropolitanization, though,once again,
the city was also unique in its role as the principal port ofentry for thousands of
immigrants and as the cultural and economiccapital of the nation at large.
II
Lowell originated as part of the town of Chelmsford, situated at theconfluence of the
Merrimack and Concord rivers in northeastern MasAN AMERICAN EDUCATION
sachusetts, some twenty-five miles from Boston. In 1820 it had a popu-lation of seven
hundred; w^hen it w^as incorporated as a town in 1826,the population had grown to
twenty-five hundred; by the time it wasincorporated as a city in 1836, it had grown to
eighteen thousand; andby 1846 it stood at thirty thousand. There had been earlier
manufac-turing of cloth, bootstraps, glass, and gunpowder, but the great dividein the
early history of the community came in 1823, when the Walthamsystem of cotton
manufacture was established in Lowell. The Walthamsystem involved three central

elements: first, corporate ownership; sec-ond, the combining of yarn and cloth
production under a single roof;and, third, the recruitment as workers of young,
unmarried womenfrom the surrounding rural region, who lived in companyownedboardinghouses under quasi-familial supervision by company overseers.The
system was first established in Lowell by the Merrimack Manu-facturing Company, an
offshoot of the Boston Manufacturing Companyof Waltham. Subsequently, the Hamilton
Corporation (incorporated in1825), the Appleton and Lowell Corporations (1828), and
the Suffolk,Tremont, and Lawrence Corporations (1831) constructed plants incorporating similar arrangements, so that by 1836, the city could boast aninvestment of over
S6 million in textile factories that employed over sixthousand operatives.
Obviously, Lowell was first and foremost a factory town, a "city ofspindles," and the
mills and their varied activities played an importantrole in the lives of the people who
lived there; but Lowell was also inmany respects a characteristic New England
community. It was, in thefirst place, a community of households, overwhelmingly white
(therewere never more than a few score blacks), Protestant, native-born, andof English
origin, though inclusive from the beginning of growing num-bers of foreign-born
immigrants, initially Irish and Scots (the Irishwere brought in to build the canals that
crisscrossed through the com-munity and to lay the foundations of the mills, while the
Scots workedas weavers in the carpet factories), and later, after the Civil War,French
Canadians. These households reared their children and gov-erned their lives according to
the characteristic patterns of their ethni-city and religion, the native-born tending to
relate to the Congregation-al churches, the Irish affiliating with the Roman Catholic
church andits associated complex of religious and benevolent organizations, theScots
taking the lead in founding a Presbyterian church, and theFrench' not only affiliating
with the Roman Catholic church but also
forging a variety of new organizations to assist them in maintainingtheir distinctive
language and culture.^
Lowell was also a community of churches, which patently reflectedthe variegated
character of the population. There were Congregationalchurches from the time of
original settlement, which proliferated withthe increase in communicants via birth and
immigration. Otherchurches developed out of informal gatherings that then laid the
basesfor more formal institutional life: the Episcopal church grew out of aseries of
religious meetings organized by the Merrimack Company forits employees and their
children; the first Baptist church grew out ofprayer sessions held at the home of the
postmaster; the first Methodistchurch grew out of classes and sermons conducted at the
"Old RedSchool-House"; and the first Roman Catholic church grew out of ac-tivities
organized around the monthly visits of a priest who traveled thetwenty-five miles from
Salem to hold services for communicants inLowell. By 1845 the city could boast twentythree separate churcheshoused in nineteen buildings, with two more in construction,
represent-ing Congregationalist, Baptist, Universalist, Methodist, Christian, Ro-man
Catholic, Episcopalian, and Unitarian affiliations. All these insti-tutions carried on the

usual range of educational activities, both ontheir own and through affiliated societies;
and, beyond those, the Prot-estant churches organized the Lowell Sabbath School Union
in 1836,which became the vehicle for the formal instruction of between fourand five
thousand students annually during the next few decades.^
Lowell was also a community committed to schooling. At the timeof its incorporation in
1826, Lowell already comprised five school dis-tricts, and at the first town meeting after
incorporation a general super-intending school committee was established to oversee
school affairs. By1840 the city had built what must have been one of the most
completesystems of public schooling of any community of its size in the nation.The
Lowell School Committee that year reported 21 primary schools(including one in the
almshouse), 6 grammar schools, and one highschool, with an overall daily attendance of
1,932 out of a total of 4,015children between the ages of four and sixteen. By 1850,
there were 46primary schools, 9 grammar schools, and one high school, with an over-all
daily attendance of 4,283 out of a total of 5,432 children between
1. The phrase "city of spindles" is from the Voice of Industry, November 7, 1845.
2. Henry A. Miles, Lowell, As It Was, and As It Is (Lowell, Mass.: Power and
Bagley,1845), p. 97.
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the ages of four and sixteen. Among these were a number of publiclysupported parochial
schools established for the youngsters of the Irishcommunity under a local political
arrangement widely referred to as"the Lowell plan"; and, although these so-called Irish
schools wereconsistently more crowded than their Yankee counterparts, the presenceof
significant numbers in the Irish grammar schools bespoke the will-ingness of Irish
parents to use the schools to extend their children's so-cial and economic opportunities
(on the other hand, only a small num-ber of Irish youngsters went on to the high school).
Beyond the publicschools, there were several academies located conveniently nearby, including the Central Village Academy at Dracut and the WestfordAcademy at Westford,
where those who sought a more selective com-pany in which to pursue secondary
education could obtain it; and ofcourse there was Harvard College located approximately
twenty milesto the southeast.^
Lowell also boasted a number of newspapers of varying character.The Lowell Journal
was the oldest, having begun as the ChelmsfordCourier in 1824. Issued as a weekly, it
concerned itself with politics, ht-erature, and local intelligence, conducted a column
called "communica-tions," and devoted as much space to announcements of marriages
anddeaths as it did to editorials and political commentary. It became morepolitically
focused during the late 1820's, sharply criticizing Jackson forhis devotion to the "spoils
system"; but the same editorial column thatleveled an attack on the president could
describe the American Temper-ance Society and note the presence of a certain

"mechanical genius" inBoston. In 1835, the Lowell Courier was established as a
triweekly inconection with the Journal. In addition, for varying periods of a fewmonths
to a few years, Lowell was also the source of political papers(the Lowell Advertiser,
Democrat; the Massachusetts Era, Free Soil;the Lowell Daily Citizen, Republican), labor
papers (the Lowell Offer-ing, the Voice of Industry), religious papers (the Star of
Bethlehem,Universalist; the Christian Era, Baptist), temperance papers (the Ma-gara),
antislavery papers (the Middlesex Standard, edited by the poetJohn Greenleaf Whittier),
and a foreign language paper (L'Echo duCanada). Also, given the fact that Boston was
only twenty-five milesaway and connected by rail as well as by an inexpensive postal
system,Lowell was able to draw upon an even wider spectrum of newspaper
3. Annual Report of the School Committee of the City of l^well (1840), p. 2; and
lii^enty-Fifth Annual Report of the School Committee of the City of Lowell (1850), pp.
4-8.
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substance and opinion than was produced within it own confines.*
Finally, Lowell was a community suffused with the New Englandethos of selfimprovement, and indeed it is this ethos that explainsmuch of the educative experience
of the first generation of mill opera-tives. For example, it illuminates the decisions of
young farm women toleave their own households in distant communities in order to
come toLowell to work in the factories. Whatever else the factories promised,they
promised better wages than the two other occupations open toyoung unmarried women
during the years before the teaching force wasfeminized, namely, domestic work and
piece sewing. Many youngwomen came with the explicit goal of earning sufficient funds
to sal-vage a family farm or accumulate a dowry or trousseau; others came toearn
enough to send some poor but aspiring brother through an acade-my or college. Still
others came for less specific or idealistic reasons.The high literacy rate of young
Massachusetts females, combined withrapid improvement in the means of
communication between Boston andthe New England interior, led many to dread the
prospect of life onisolated farmsteads and to dream instead of varying employments,
easyaccess to printed materials, continuing association with young people ofsimilar age,
the ready availability of urban recreation, and perhapseven the possibility of marriage to
a wealthy and cultured businessman.Whatever the motives in individual instances, the
existence of Lowelldid hold out the option of a new life-style, one rendered the more appealing by the knowledge, which separated the native-born from laterimmigrant
workers, that there was always home to return to and mar-riage to anticipate.
Once the young women entered the mills, several kinds of educationproceeded
simultaneously. First, there was the education they under-went in work skills and
routines, which was overseen by the ownersand the managers. The process was one of
informal apprenticeship, inwhich the newcomer worked initially as a spare hand in

collaborationwith a more experienced partner, gradually "learning by doing,"
laterspelling either the partner or some absentee for a brief period of time,and eventually
taking on a regular job. As one operative described it, "Iwent into the mill, and was put
to learn with a very patient girl. . . .They set me setting shuttles, and tying weaver's
knots, and such things,and now I have improved so that I can take care of one loom. I
couldtake care of two if only I had eyes in the back part of my head." Once
4. Lowell Journal, March 3, 1830, and January 5, 1831.
an operative moved into a regular job, there v^as still a good deal ofworking in pairs,
which provided continuing opportunity not only formutual assistance but also for mutual
training in the skills associatedwith the work.^
Second, there was the education of the dormitories, overseen, to besure, by the owners
and their employed housekeepers but simultaneous-ly teaching group norms and
standards enforced by peer pressures re-volving around acceptance and shunning. The
romantic literature onLowell celebrated the uplifting thrust of these pressures in
enforcinghigh standards of moral conduct; but, as Thomas Dublin has pointedout, it was
these same pressures that helped weld the young womeninto a cohesive group of strikers
during the labor unrest of 1834 and1836 and into an articulate group of petitioners
during the campaignfor a ten-hour day in the 1840's. In addition, the young women engaged in frequent informal discussions on such contemporary issues asantislavery,
phrenology, hydropathy, and, with growing militancy, therights of labor; they read
voraciously, a habit fed by their willingness toshare books and to sustain subscription
libraries; and they indulged inthe delightful practice of pasting interesting newspaper and
magazinearticles on factory walls for perusal or of hiding them under chairs
forconsultation between work assignments (before the speedups and tech-nological
advances of the 1840's, there were frequent interruptions ofthe work routine).^
For many of the young women involved in such activities, the yearsin Lowell proved to
be, and indeed were perceived to be, profoundlyeducational. One derives a clear sense of
that perception from suchwell-known works as Lucy Larcom's An Idyl [sic] of Work and
Harri-et Robinson's Loom and Spindle. Interestingly, the same theme was ex-plicitly
articulated in the reminiscences of one of the young men whoworked in the mills during
the 1830's, the Reverend Varnum Lincoln.Lincoln, the eldest in a family of seven
children, had been forced toleave Lowell High School and enter the mills after his father
had died.As he himself related it:
Now, although a cotton mill cannot be called, technically, a school, yet thisnew position
was to me, in an important sense, a theatre of mental develop-ment. It brought me in
contact with new minds and new ideas. At that timeLowell had reason to be proud of its
operatives. . . . Some of them had been
5. Lowell Offering, IV (1844), 170.

6. Thomas Dublin, Women at Work: The Transformation of Work and Community in
Ijow-ell, Massachusetts, 1826-1860 (New York: Columbia University Press, 1979).
schoolteachers, and there were others who came to earn money in order to pre-pare
themselves for that profession. All had brought with them from theirhomes by the
hillside and valley their church-going habits, love of reading, andgenerally a strong
desire for larger intellectual culture. They read and talkedon the important questions of
the day. And many of the questions then agitat-ed were profoundly exciting and radical.
There seemed to be a general awak-ening in the public mind to new thoughts and
measures in the political andmoral world. Abolitionism, Transcendentalism, Fourierism,
Temperance, Gra-hamism, and other kindred topics relating to human welfare, filled the
air andentered the workshops and mills of Lowell. And many were the sharp debatesand
comparison of notes that were held over the loom and spinning frame onthose themes.
This was to me a new kind of education, but it opened to me alarger world, stimulated
thought, encouraged reading, and proved in the endintellectually profitable.
Shortly after entering the cotton mill, Lincoln "graduated" from themills to the large
machine shop of the Lowell Locks and Canals Com-pany, where Irish workers had
predominated from the beginning. Nev-ertheless, his informal education continued
apace. Once again, as hehimself related it:
Fortunately, this change also proved a school favorable to the acquisition ofknowledge
and mental development. It brought me into the society of a class ofintelligent young
men, who, while they toiled over the engine or the lathe, hadhigh aims and employed
their leisure hours in securing that which wouldmake their lives more useful to
themselves and their fellow-beings. As one ofthe means of self-improvement that these
young men had established was a de-bating society, that met weekly in a Lowell room
on the right as you enter theMechanics Building. This society was for many years one of
the institutions ofLowell. It was largely attended. And its exercises consisting of
discussions,mock trials, readings, and declamations, proved a most valuable school to
thosewho availed themselves of its privileges.''
Lincoln's account points to a third element in the education of theyoung millhands,
namely, the education that went forward throughagencies outside the factory. Many of
the operatives remained in closetouch with their familial households; in fact,
relationships of kith andkin were often central in determining patterns of recruitment to
and de-parture from the mills. Beyond that, the operatives had access to a vari-ety of
educative institutions in Lowell itself, some of which were spe-cifically intended to
bring the factory hands into regular contact with
7. Vamum Lincoln, "My Schools and Teachers in Lowell Sixty Years Ago," in Contributions of the Old Residents' Historical Association, Lowell, Mass., V (1894), 135-136,
138.

Other townsfolk. Churches were obviously such centers. Even more im-portant were
Sunday schools, which millworkers attended regularly andin which, interestingly, they
often taught. Free evening schools foradults, which emerged during the 1840's under the
auspices of thecity's remarkable minister-at-large, Horatio Wood, also brought togeth-er
operatives and other townsfolk of varying social strata, as did a vari-ety of private
evening schools that taught subjects like geography, pen-manship, and foreign
languages.
In addition to the Young Men's Debating Society described by Lin-coln, Lowell boasted
other educative agencies specifically geared to fac-tory operatives, male as well as
female. The City School Library,opened in 1844, contained over eight-thousand volumes
by 1853, andoperated as a remarkably ambitious government-sponsored
subscriptionlibrary, oflfering lending privileges at fifty cents a year. A lyceum
alsofunctioned regularly from the mid-1840's on, featuring such speakers asHorace
Greeley, Orestes Brownson, Theodore Parker, and BenjaminSilliman, along with
numerous residents of Lowell.
Finally, the factory operatives read newspapers, not only their own,initially the Lowell
Offering and later the Voice of Industry, but also lo-cal papers like the Lowell Journal
and the Lowell Courier and Bostonpapers like the Evening Transcript. In this
connection, it is interestingto note that the Offering originated in the "improvement
circles" organ-ized by two Universalist ministers for the operatives during the
1830's.One of the two, the Reverend Abel C. Thomas, had encouraged theyoung women
to write original pieces for their mutual edification, andby 1840 he had become
sufficiently impressed with the quality of thematerial to gather the best of it into a
pamphlet. The pamphlet wassuccessful in attracting public attention, and it was this that
promptedHarriet Curtis and Harriet Farley to initiate serial publication a yearlater. One
can exaggerate the significance of the Offering: the fact isthat few of the operatives
wrote for it. But the manner of its foundingvia a denomination that was not only isolated
from but actuallyfrowned upon by Lowell's manufacturers reveals the extent to
whichself-motivated workers, in a diverse urban setting, could move beyondthe bounds
of paternalistic control.
Now, there were tensions in all this that are important to recognize.The explicitly
articulated and strictly enforced rules and routines of themills and their attached
boardinghouses contributed much to the cre-ation of a disciplined work force for
Lowell's factories. The ownerswho imposed the rules and routines justified them in the
rhetoric of"moral protection" for the young workers during their period of rcsi!
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dcnce in Lowell, and indeed the owners saw themselves as standing inloco parentis; yet
the effect of the rules and regulations was to substi-tute the more stringent demands of
industrial time for the looserrhythms of agricultural time that the young workers had
learned aschildren in their rural households. That said, however, it should also benoted
that the mills and dormitories were never "total institutions," inthe sense in which Erving
Goffman has used that phrase. They housedcommunities that developed their own norms
and values, quite beyondthose imposed by the owners, and those communities served as
mediat-ing agencies for the operatives' external education during the period oftheir
membership in the work force. For those who chose to participatein the cultural
activities proffered by Lowell, despite the demands of aseventy-hour work week, the
sojourn in Lowell could be as liberatingin some respects as it was constraining in
others.®
Both Lowell and the mills changed appreciably during the later1840's and the 1850's.
The city's population continued to grow, reach-ing 33,382 in 1850, 36,827 in 1860, and
40,928 in 1870, and it contin-ued to diversify: by 1870 some 35 percent of the residents
were foreign-born, most of them (over three-quarters) Irish and most of them poor.Not
surprisingly, St. Patrick's and St. Peter's churches expanded theiractivities, though they
were always crowded and chronically constrainedby insufficient funds (additional
churches were not organized until the1880's). The various pastors of St. Patrick's and St.
Peter's played a vi-gorous role in the affairs of organizations like the Lowell
BenevolentSociety, the Catholic Temperance Society, the St. Patrick's Charity So-ciety,
and the Sodality of the Immaculate Conception, as well as in in-terdenominational
groups like the Lowell Fuel Society, which carriedon a considerable program of
charitable work among the poor. Andthey took a special interest in the schooling of Irish
children. For atime, it appeared as if "the Lowell Plan," under which Irish
childrenattended publicly supported parochial schools that were part of thepublic school
system, would continue to suffice; but during the early1850's that system came under
attack from two sources: the schoolboard expressed concern over the rapid expansion of
the school popula-tion and the Irish clergy expressed concern over what they perceived
tobe sharpening Protestant prejudice.^
In 1852 the Reverend John O'Brien, the pastor of St. Patrick's,
8. Miles, Loiuell, p. 131; and Erving Goffman, Asylums: Essays on the Social Situation
ofMental Patients and Other Inmates (Garden City, N.Y.: Anchor Books, 1961).
9. U.S., Bureau of the Census, The Statistics of the Population of the United States,. . .
Com-piled from the Original Returns of the Ninth Census (1870), pp. 166, 390.
persuaded the Sisters of Notre Dame to establish an academy and freeschool for girls in
Lowell, and the launching of that enterprise markedthe beginning of a shift to churchsponsored parochial schooling on thepart of the Irish community. Most of the Irish
children who went toschool during the 1850's and 1860's, however, continued to attend

pub-lic institutions. The school authorities on their side manifested growinganxiety
about discipline and truancy; and, when the Massachusetts leg-islature in 1850
authorized cities and towns "to make all needful provi-sions and arrangements
concerning habitual truants and children notattending school, without any regular and
lawful occupation, betweenthe ages of six and fifteen," the Lowell board moved
promptly to havethe City Council pass a law imposing a twenty-dollar fine and
possibleimprisonment on any child between the ages of six and fifteen who wasneither
in school nor at work, to establish a local reform school (Lowellwas the only city in the
state other than Boston to do so), and to employa full-time truant officer. Like most
reformatories, the Lowell facilitywas intended to exercise symbolic deterrence at the
same time as it at-tempted to rehabilitate recalcitrant youth, and in the end it housed
onlya small number of youngsters—fewer than two dozen a year. But thetruant oflPicer
was as vigorous as he was symbolic, arresting severalhundred boys and girls a year, most
of them Irish. Taken together, theestablishment of the new facility and the employment
of the new offi-cial represented a significant development in the history of the
Lowellschool system, for it marked a considerable enlargement of activity de-signed to
take account of growing public concern over the baneful ef-fects of "idleness," "vice,"
and "internal commotions."*"
As for the mills, the 1840's and 1850's witnessed profound changesin the character of
their educational activities. For one thing, a growingnumber of Irish immigrants entered
the work force: at one of Lowell'slargest mills, for example, the proportion of foreignborn operatives(most of whom were Irish) rose from 8 percent in 1845 to 60 percent
in1860. The new millhands were less likely to have had several years ofschooling and
therefore less likely to be literate, though they were by nomeans generally illiterate, the
literacy rate in contemporary Irelandrunning somewhere between 50 and 70 percent.
They were also lesslikely to be motivated by the traditional New England drive
towardself-improvement and more likely to be the victims of ethnic and reli10. Massachusetts, Acts and Resolves Passed by the General Court of Massachusetts
(1850),pp. 468-469; Twenty-Second Annual Report of the School Committee of the City
oj Ijowell (1847),p. 33; and Twentieth Annual Report of the School Committee oJ the
City oJ Lowell (1846), p. 18.
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gious prejudice, with the resuh that they were less likely to avail them-selves of the
general run of Lowell's libraries, lyceums, and cultural fa-cilities. Rather, the Irish
tended to restrict themselves to a more limitedround of activities associated with their
households, their churches, andtheir ethnic community, with its taverns, its complex of
benevolent as-sociations, and its periodical publications like the Boston A/o/, and inso
doing to develop both a distinctive Irish-American working-class cul-ture and a
distinctive Irish-American configuration of education. Fur-ther, a growing proportion of
males entered the work force, who weremore likely to have family responsibilities and to

use their spare timefor political and social activities and, not least, activities on behalf of
thenascent trade union movement. In addition, the Irish in general wereless likely to
leave the mills after four or five years, having at their dis-posal fewer alternatives than
their native-born predecessors of the1830's. Finally, the Irish chose more to reside with
their kin or asboarders in private establishments. Worker families, most or all ofwhom
labored in the mills, lived increasingly in their own householdsin working-class
neighborhoods rather than in company-owned dormi-tories, a pattern more closely
resembling that of other manufacturingcommunities in Massachusetts and elsewhere.
The effect of this, ofcourse, was to reduce the immediate educative influence of the
factoryin favor of that of the neighborhood, though at the same time it elimi-nated the
cultural opportunities the boardinghouses had provided—such as they had been.^^
Ill
Sumter District, South Carolina, presents a quite different set of educa-tional
configurations. The district, situated in the fertile plains of theupp)er pine belt some forty
miles east of the city of Columbia, was cre-ated by the state legislature on January 1,
1800. The principal dynam-ic of its economic life during the first half of the nineteenth
century wasthe boom in cotton cultivation following the invention of the cotton ginand
the subsequent development of cotton as a staple money crop. Butthere were other
industries as well. A "gentlemen of great mechanicalknowledge" built a water-powered
cotton factory near the town ofStateburg in 1790 at about the same time as Samuel Slater
built his
11. Dublin, Women at Work, p. 147; Oliver MacDonagh, "The Irish Famine Emigration
tothe United States," Perspectives m American History, X (1976), 380; and Carlo M.
CipoUa, Lit-eracy in the Development of the West (Baltimore: Penguin Books, 1969), p.
114.
factory in Pawtucket and following essentially the same principles; and,although the
Stateburg venture failed financially, there were similarenterprises in Sumter during the
early nineteenth century. In addition,there were grain mills of various sorts, nail-making
and agriculturalimplement shops, and retail establishments to service the large numberof
travelers who passed through Sumter on the way to Alabama, Mis-sissippi, and
Louisiana. Yet the district remained essentially agricultur-al during much of the
nineteenth century, with cotton as the principalproduct.^^
Since Sumter's geographic boundaries changed over time, it is diffi-cult to obtain
demographic statistics that are comparable. The best esti-mates place the population at
13,103 in 1800, 28,277 in 1830, 23,859in 1860 (the decline owing to the creation of
Clarendon County in1855, part of which was taken from Sumter District), and 25,268
in1870. The black population increased both absolutely and proportional-ly during this
period, from 6,864, or 52 percent, in 1800 to 17,002, or71 percent, in 1860, with the
overwhelming majority of the blacks be-ing of unfree status. As was true throughout the

South, most whitefamilies in Sumter did not own slaves, and most of those white
familiesthat did own slaves owned ten or fewer. Only 2 percent of the
Sumterslaveholders in 1850 actually owned a hundred or more slaves, buttheir
plantations accounted for a significant fraction of the total slavepopulation of the district,
perhaps as high as 25 percent.^^
Prior to the Revolution, there were three churches in Sumter: St.Mark's Church
(Anglican), Black River Church (Presbyterian), andHigh Hills Church (Baptist).
Between the Revolution and the CivilWar, additional churches were established in
several ways. Some, likethe Bethel Baptist Church of Claremont, split off from already
func-tioning institutions, in that instance the High Hills Baptist Church.Some developed
in the wake of Methodist circuit riders, such as FrancisAsbury, who first visited the
region in 1785, and James Jenkins, whobegan riding what was called the Santee Circuit
in 1795. And a fewgrew up in connection with some specific ethnic group, for
example,the Roman Catholic church in Sumterville, organized to serve thetown's Irish
population. A map of the district drawn in the early 1820'sindicates at least twenty-six
separate church buildings, but the numberof congregations was probably higher, since
there were almost surely
12. American Museum, VIII (1790), Appendix IV, 11.
13. Statistics of Population,... Ninth Census, pp. 60-61. The data on slaveholding
arcdrawn from the manuscript returns of the 1850 census.
congregations without permanent quarters. A half-century later, theCensus of 1870
reported some forty congregations, including nineteenMethodist, nine Baptist, eight
Presbyterian, three Episcopalian, andone Roman Catholic. By that time, too, there were
numerous auxiliaryagencies, such as the Sumter Bible Society, the YMCA, and a variety
oflibraries and Sunday schools that had developed in connection with theseveral
churches. Also, Sumter District as early as 1802 began to serveas the scene of an annual
Methodist camp meeting usually held in thevicinity of Sumterville or nearby Lynchburg,
often lasting some five orsix days, and always catering to an interdenominational
clientele. Fam-ilies would come from miles around, and, indeed, as the affair became
awell-established aspect of Sumter's religious life, particular familieswould occupy the
same tents or cottages year after year, with the resultthat the camp meeting served the
purposes not only of religious revivalbut also of information exchange, business
transaction, and social inter-course.^^
The first schools in Sumter emerged in connection with thechurches. Even before the
Revolution, the ministers of the Black RiverChurch and St. Mark's Church conducted
regular classes, and there isevidence of "old-field schools" that convened in abandoned
log cabins.From an early date there were also academies, such as the
ClaremontAcademy in Stateburg, which opened in 1786, closed in 1788, and
thenreopened in 1819. Like Claremont, most of the academies enjoyed briefor

intermittent lives, and it is virtually impossible to determine howmany of them actually
existed at any given time. Some of the academieswere teacher-owned, some were
organized by parents, and some wereincorporated by societies of one sort or another.
Some were supportedby tuition, some by lotteries and tuition, and some by endowments
andtuition. Some were boarding schools, some day schools. Some wereopened to all
comers; others, like the Claremont Orphan Academy, ca-tered to special clienteles. Since
academy curricula usually depended inpart on the particular students who happened to
be enrolled, it is alsodifficult to generalize about what subjects were offered, though it
islikely that most of the institutions provided opportunities to go beyondthe three R's. A
family might send its son to the Sumter Military,Gymnastic, and Classical School to
obtain a combination of "academi-cal learning" and the "manly arts," or it might send its
daughter toMrs. Campbell's School for Young Ladies to study geography, astron14. The map is reproduced in Janie Revill, Sumter District (no place: State Printing
Co.,1968). Statistics of Population,. . . Ninth Census, p. 553.
omy, embroidery, needlework, and the social graces. The central fact isthat academies, in
varied forms, provided a substantial measure of theschooling that was available to
children of the district during the ante-bellum period.
With the exception of a few elite institutions that managed to at-tract statewide
clienteles, however, Sumter's academies did not cater toeither the highest or the lowest
classes of white society, and certainlynot to any portion of black society. Wealthier
parents tended to havetheir children tutored at home, while poorer parents desirous of
school-ing for their youngsters sent them to the public schools organized underthe Free
School Law of 1811. By 1826 Sumter District had forty-threesuch public schools
enrolling 289 youngsters; by 1853, with a muchlarger white population, there were
sixty-five public schools enrolling442 youngsters; and by 1860 there were seventy-four
public schools en-rolling 844 youngsters. Given the provision in the law of 1811 that,
inlocalities where more children applied for public schooling than couldbe
accommodated, first preference would go to the poor and orphaned,there was a
continuing stigma attached to attendance at public schools,and they were never on a par
with the academies in prestige or quality.In general there was less school-going among
white children in SumterDistrict than in contemporary northern or midwestern
communities,though not as much less as historians of education have traditionally inferred by looking solely at the records of public school attendance.^'^
Sumter District also offered a number of opportunities for systemat-ic self-education. By
1809 both Stateburg and Sumterville had circulat-ing libraries, and by 1855 Sumterville
also boasted its own bookstore.There were numerous agricultural fairs organized by the
Sumter Agri-cultural Association and a variety of traveling medical shows, circuses,and
concert troupes. There were also several fraternal societies, such asthe Masons, the Odd
Fellows, and the Sumterville Mechanics' Associ-ation, and there were clubs and
debating societies organized for literaryand social purposes.

Finally, there were the local newspapers, initially the ClaremontGazette, which
flourished in the post-Revolutionary decade as a boosterorgan urging Stateburg as the
state capital, and, forty years after, theSumter Gazette, which flourished in the 1830's as
a voice favoring nul-ls. South Carolina, Acts and Resolutions of the General Assembly
oj South Carolina (1826),p. 49; South Carolina, Reports and Resolutions oJ the General
Assembly oJ South Carolina (1853),p. 259; and South Carolina, Reports and Resolutions
of the General Assembly oj South Carolina(1860), pp. 402-403.
429
lification. Later, in 1846, the Sumter Banner appeared as a local paperdedicated to
Democratic politics and the economic development of Sum-terville via a rail connection
to Charleston; and, in 1850, the BlackRiver Watchman, as a competitor dedicated to the
same causes (the tw^opapers merged in 1857, as the Sumter Watchman). The Banner
andthe Watchman carried the debate during the 1850's between the "sub-missionists" (to
Congress), the "secessionists" (who believed SouthCarolina should secede alone), and
the "cooperationists" (who believedSouth Carolina should secede only if other southern
states would col-laborate in leaving the Union), and not surprisingly the Watchmanafter
1857 uncompromisingly supported the Confederacy. Not surpris-ingly, too, when the
Union army occupied Sumterville in April, 1865,soldier-printers took over the press and
issued a single pro-Union issueof a new paper called the Banner of Freedom, which
reported the latestUnion victories and warned the inhabitants that they had been
defeatedand would do well to conduct themselves accordingly.
All these opportunities were available either exclusively or princi-pally for whites. Even
for free blacks—and from 1800 on there werealways a few hundred free blacks in
Sumter District—the chance toparticipate in church activities was at best restricted, and
access to for-mal schooling, virtually nil. The fact is neither the state nor the localitytook
kindly to free blacks, and during the 1820's they came increasinglyunder suspicion and
subject to sharp restrictions on their activities andpursuits (one law actually required that
every free black male over theage of fifteen have a white freeholder as a courtsanctioned guardian).As a result, their social and educational relationships were limited
tothose that involved other blacks or the very few whites with whom theymaintained
either formal or habitual association. Yet, a few did maketheir way in the world, taking
advantage of the opportunities availableto them. At least one, a remarkable man named
William Ellison, hav-ing served a regular apprenticeship as a ginwright in the
community ofWynnsboro, some fifty miles to the northwest of Sumter,
establishedhimself in that craft in Stateburg, initially earning enough money topurchase
his freedom and subsequently gathering together a small for-tune in holdings, including
a substantial cotton plantation, forty or fiftyslaves, and a number of properties in
Stateburg itself. But Ellison wasthe exception. Most free blacks led lives of evernarrowing constraint,increasingly punctuated by regulation and harassment from the
whitecommunity.

For the slaves, the differences were even more drastic. In small
slaveowning households, black youngsters might spend their earliestyears in close and
continuing association with their white agemates; butsometime between the ages of
seven and ten their paths would diverge,with the black youngsters' education thereafter
limited to whatevermight come from marginal participation in the church or from
appren-ticeship to some adult artisan. A few did learn to read and write, butinformally,
alongside their white agemates. Otherwise, what theylearned came via informal
education in the ordinary business of living.The farm of Jonathan Weston, located about
five miles north of Sum-terville during the period after 1811, provides an excellent
example. Itwas an establishment small enough to be worked by Weston, his wifeand
children, and a few slaves, yet it was large enough to provide virtu-ally everything those
residing on the farm required. In addition to theseparate living quarters for the whites
and the blacks, the farmstead in-cluded a field, an orchard, a vegetable garden, and a
pasture; stables,a barn, a cattleshed and fowlhouse, and a tanning vat; a smokehouse,
acider mill, a corn crib, a wheathouse, beehives, a blacksmith shop,a more general
workshop, and a loom room. The Westons and theirslaves doubtless worked side by side,
with Weston, who had learnedfarming as a boy in North Carolina, and his wife teaching
most ofwhat needed to be taught to whites and blacks alike. The living derivedfrom the
farm was sufficient, but the regimen was severe, as testified toby the fact that two of the
Weston sons ran away before reaching theage of twenty-one. What is more significant,
however, is that the edu-cation of blacks and whites continued to overlap in important
respects,despite the social and psychological walls that separated the two groupsand
despite the drastic diflferences in the opportunities available tothem.
In the larger slaveowning households, there was an even wider seg-regation along racial
lines. In many ways, these establishments weremerely larger and more complex versions
of the Weston plantation, in-cluding extensive fields of cotton cultivated and harvested
by gangs ofslaves under the supervision of black drivers and white overseers, andeven
greater numbers of specialized functions: the plantation of Mat-thew Singleton, for
example, which boasted several hundred slaves, in-vested substantial energy and
resources in the breeding and racing ofthoroughbred horses, as well as in a large and
diversified householdstaff, supervised by the wife of the owner and a small number of
trust-ed blacks. The white youngsters on such plantations would be tutoredat home, the
males in preparation for one of the elite academies in the
State, for example, the Mount Zion Society School at Winnsboro, orBeaufort College or
the College of South Carolina or the College ofCharleston, the females perhaps in
preparation for a school such as theBradford Springs Female Institute or the Harmony
Female College,both located in Sumter. The education provided at such
institutions,coupled with the education of the household, nurtured a special sense
ofracial and class superiority, social obligation, regional loyalty, and theparticular malefemale roles associated with southern chivalry that be-came the special hallmark of large
plantation owners throughout theSouth during the decades preceding the Civil War.

The slave youngsters would grow up in the quarter community—onthe Singleton
plantation, essentially a collection of two-family shacks,generally populated by nuclear
groups of father, mother, and naturaloffspring, though, since kin relationships were
extensive and titles like"uncle," "aunt," "grandmother," and "grandfather" were used
genera-tionally rather than specifically, there were networks of kin that tran-scended the
boundaries not only of the shacks but of the plantation it-self. Children lived during
much of the year with their parents, andwere taught the customs and values of the
plantation at large and of thequarter community in particular by their parents and other
adultslaves. During the hot and uncomfortable summers, the slave childrenwere removed
to a special place away from the plantation proper andleft to play and frolic under the
tutelage of several older female slaves.But even in the midst of that relatively carefree
existence there werespecial behaviors to be learned, as, for example, when the master
andmistress would visit and the children were taught appropriate modes ofsubmissive
bowirig and curtsying. Because children spent time withtheir parents, they were able to
watch them at work and in that waybegan to learn skills and attitudes via imitation:
Jacob Stroyer, whogrew up on the Singleton plantation, recalled spending his early
yearswith his father around the barnyard animals, with which his fatherworked as a
hostler. Sometime after reaching the age of seven, theyoungsters would be assigned to
work on the plantation, the task select-ed reflecting the work that needed to be done, the
talents and abilitiesof the youngster, and even, from time to time, the youngster's expression of preference. From that time forward, the learning of work rolescame via more or
less formal apprenticeship arrangements, with unre-lenting, violent, and often irrational
punishment intermixed with theusual pedagogical processes of imitation, explanation,
correction, re-ward, and criticism. The owners, overseers, and slaves of some plantations worshipped together in nearby churches or residential estabhsh-ments, with slaves
grouped in special pews in the rear; elsewhere,segregated services for blacks were
conducted by local or itinerantMethodist or Baptist preachers. As a rule, these services
taught the val-ues and attitudes of the owners—white superiority, black inferiority,and
black submissiveness. But, beyond these more formal Christian ob-servances, there were
the clandestine activities of indigenous black con-gregations, which transmitted an
eclectic culture of black folklore, aversion of Christianity, and the remembered
experience of accommoda-tion and protest. And, beyond those activities, it is clear that
quartercommunities on various plantations maintained communication withone another
and even with blacks outside the state and in the WestIndies. In effect, then, there were
separate but overlapping configura-tions of education for whites and blacks, which
almost always sought tonurture conflicting values and loyalties in youngsters and adults
alike,obviously with varying results.
IV
Macoupin County, Illinois, provides yet another story. Located roughlysixty miles
northeast of St. Louis, between Madison County, whichborders on Missouri, and
Sangamon County, which includes Spring-field, Macoupin furnishes a particular version

of the educational con-figurations of the nineteenth-century frontier. The first settlers
came toMacoupin in the 1810's but as late as 1817 the region could boast onlyfive
families. During the next decade immigration increased steadilythough slowly, with
most of the settlers coming from the southernstates, especially Kentucky, the Carolinas,
Tennessee, Virginia, andGeorgia. The county was officially organized in 1829,
interestinglyenough, over the objections of the Methodist preacher Peter Cart-wright,
who insisted that "God had set apart this region as a reserva-tion for the geese and
ducks." While the geese and ducks lost out, thecounty soon acquired the
uncomplimentary nickname of the Frog PondKingdom. The new county's population
stood at approximately twothousand in 1830, slightly over twelve thousand in 1850, and
almostthirty-three thousand in 1870. There were small numbers of free blacksfrom 1830
on: Illinois outlawed slavery in 1824, but white Illinoisianswere generally hostile to
blacks and in many localities excluded themfrom the polls, juries, the militia, and the
public schools. After 1800there was also a substantial influx of European immigrants,
with the
433
proportion of foreign-born individuals rising from 6 percent in thatyear, most having
come from England, to 15 percent in 1870, the great-est numbers having come from
Germany and Ireland. While the pro-portion itself does not seem significant, it is
important to note that forevery foreign-born resident of the county in 1870, there were
two whohad been nurtured in immigrant households. Stated otherwise, despitethe
overwhelmingly native-born and southern cast of the county's popu-lation at midcentury, twenty years later nearly one out of three resi-dents had been reared in an
immigrant household.^*
Throughout the nineteenth century the chief industry of MacoupinCounty was
agriculture. Its rich prairie lands produced large annualcrops of Indian corn, as well as
smaller crops of wheat, oats, vegetables,fruits, and hay. In addition, there was the
kindred pursuit of stock rais-ing, with its associated wool- and meat-producing
industries. Beyondthose, particularly at the county seat of Carlinville, there were
mills,agricultural implement shops, carriage and wagon manufacturers,blacksmith shops,
breweries, banking and retail establishments, and,from the 1860's on, a number of coal
mines. Also, the Alton andSpringfield railroad, built between 1849 and 1852, cut
directly acrossthe county and eventually connected it with St. Louis and Chicago,thereby
bringing the inhabitants of Macoupin both physically and in-tellectually within the reach
of the two primary urban centers of the re-gion. Even so, most of the work pursued in
Macoupin representedhousehold industry or agriculture, taught and learned via the
pedagogyof formal and informal apprenticeship.
What is known of Macoupin's churches tends to support the tradi-tional view that
religion tamed the frontier, though it is difficult to ob-tain precise figures on the number
of people who actually took part inchurch activities. The Methodists and the Baptists

were the first to ar-rive: they could boast seven churches each in 1850, thirteen and
seven-teen, respectively, in 1860, and twenty-five and twenty in 1870. ThePresbyterians
were right behind, with two churches in 1850, eleven in1860, and ten in 1870. And there
were also small numbers of Congre-gational, Lutheran, and Roman Catholic churches.
Relative to the totalpopulation, Macoupin had one church for every six hundred people
in1850, one for every five hundred in 1860, and one for every four hun16. Francis A. Walker, ed., A Compendium oj the Ninth Census (Washington, D.C.:
Gov-ernment Printing Office, 1872), pp. 38, 408; and J. D. B. De Bow, ed.. Statistical
View of theUnited States,. . . Being a Compendium of the Seventh Census (Washington,
D.C.; A. O. P. Nich-olson, 1854), p. 219.
dred in 1870; though it is probable that at no time did more than aquarter of the
population have any formal church connections, and it isdifficult in any case to
determine the nature, intensity, and effects ofthose connections on the part of those who
maintained them. Certainlyone indication of change over time v^as that the leading
religious issueof the 1830's was irreligion, the leading religious issue of the 1850'swas
doctrinal orthodoxy, and the leading religious issue of the 1870'swas institution building,
especially parochial schools. In any case, thechurches themselves maintained vigorous
and varied programs of edu-cation. Many ministers functioned simultaneously as
preachers, school-masters, and Sunday-school leaders, teaching parents and children
toread and interpret the Scripture?, nurturing Christian piety, enforcingstandards of
behavior via church discipline, and creating networks ofassociated voluntary
organizations that in their very nature taught par-ticipation at the same time as they
furthered such causes as temper-ance.^'
There is early evidence of a school at the county seat of Carlinville,where the Methodist
circuit rider Stith Otwell and his wife Mary livedwhen they first arrived in 1831. And
from a reminiscence Mrs. Otwellleft in 1870 under the name Mrs. Mary Byram Wright,
it is also clearthat schooling in Carlinville was offered not only in the schoolhouse butin
every manner of public and private building; conversely, the housethe Otwelis later built
for themselves served not only as their residencebut also as the county surveyor's office,
the post office, and a dry-goodsstore (interestingly, church services were not ordinarily
held there, sinceall the denominations used the county courthouse for that purpose during the 1830's). Thus, the doubling up or tripling up of functions thathad manifested
itself in seventeenth-century Virginia appears to havebeen a continuing phenomenon of
frontier development. Buildingsserved multiple purposes and people played multiple
roles. In any case,the school statistics for 1850 and 1870 indicate that schooling, of
someindeterminate kind and duration, was well-nigh universal from the ear-liest years of
midwestern development. Thus, the Census of 1850 re-ported the existence of 72 public
schools in Macoupin County taughtby 73 teachers and enrolling 1,958 pupils. Moreover,
the same censusreported 3,356 youngsters as attending school. Now, the discrepancy

17. U.S., Bureau of the Census, The Seventh Census of the United States (1850), pp
738-746; U.S., Bureau of the Census, Statistics of the United States, . . . Compiled from
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between the figures for public school enrollment and school attendancewas common in
the Census of 1850, and in Macoupin County as inmany other places the larger figure
doubtless included youngsters at-tending private schools, Sunday schools, and quasischools of every sortand variety. What is important about mid-century Macoupin is
thatroughly 90 percent of a total population of 3,715 between the ages offive and
fourteen was spending some time in some kind of school, andthis fully five years before
the Illinois legislature established a state-wide, tax-supported public school system. By
1870 the school attend-ance figure was 8,201, of a total population of 10,954 between
the agesof five and eighteen; but by that time public schooling accounted formost of the
number. Academies of the sort that were common in Lowelland in Sumter District were
never as prevalent in Macoupin County;and, after the passage of the Illinois school law
of 1855, they were fewin number and insignificant in influence—an interesting
phenomenonin a community initially settled by large numbers of southerners. Obversely, public schooling was far more inclusive of the white populationthan was the
case in contemporary Sumter.^*
Macoupin also had its own institution of higher learning, Black-burn University.
Characteristically for the era and the region, it arosefrom a combination of boosterism
and religiosity, originating under thesponsorship of a Presbyterian minister-entrepreneur
named GideonBlackburn. Born in Kentucky in 1772 to a family of Scots-Irish de-scent,
Blackburn had spent some twenty-nine years as a teacher andmissionary before
accepting the pastorate of the Louisville PresbyterianChurch in 1823 and then the
presidency of Centre College of Kentuckyin 1827. Upon moving to Macoupin County
six years later, he becameimmediately convinced that an institution of higher learning
would bevital to the social and economic development of the region; and, in atypical
whirlwind fund-raising trip through the cities of the Northeast,he managed to raise
enough money to buy sixteen thousand acres of lo-cal Illinois land. In 1837 he conveyed
the holdings to a number of dis-tinguished citizens whom he designated as trustees, with
the require-ment that they use their influence to obtain a charter for an institutionof
learning to be located at Carlinville, the object of which would be "topromote the
general interests of education, and to prepare young menfor the gospel-ministry."
Blackburn died soon thereafter, and, for var18. Mrs. Mary Byram Wright, "Personal Recollections of the Early Settlement of Carlinville, Illinois," Journal of the Illinois State Historical Society, XVIII (1925-26), 668-685;
SeventhCensus, pp. 696-699, 722, 725; and Statistics of Population.... Ninth Census, pp.
408, 626.

ious reasons having to do mainly with the competition of localities forcolleges and
universities, the charter was not obtained for twenty years.But it was ultimately granted,
and the trustees were able to inaugurateclasses at the preparatory level in 1850 and to
add programs at thepost-secondary level during the later 1860's. By 1870 Blackburn
Uni-versity could claim not only a preparatory department but full colle-giate and
theological departments as well. The first college class wasgraduated that year, with
seven students receiving A.B.'s.^*
Finally, there were the Macoupin County newspapers, which de-veloped rather later than
was the case in other contemporary communi-ties. Before 1852 the inhabitants were
dependent upon the St. Louisand Alton papers for their news, a situation that was not
particularlypainful, given the presence of the railroad. In that year, however,
theMacoupin Statesman was established as a Whig paper by Jefferson L.Dugger, who
maintained it for three years and then sold it to GeorgeH. Holliday, who changed its
name to the Spectator and its politics toDemocratic. Thereafter, the paper went through a
series of shifts inownership, reorganizations, and reincarnations, emerging in the
1870'sas the Macoupin Times. In 1856 the Free Democrat was established inCarlinville
by W. C. Phillips as a Republican counterpart of the Spec-tator, and it continued into the
1870's. Beyond those, there were localpapers like the Girard Enterprise and the Virden
Record, literary pa-pers like the Blackburn Gazette, and foreign papers like the
Volksblatt;and, as the rail network connecting the Alton and Springfield Railroadto other
lines developed, newspapers from outside the county also foundtheir way into homes in
increasing numbers. The papers assumed var-ious forms, emphasized various topics, and
employed various pedagogi-cal styles. The most interesting in this respect was the
Carlinville FreeDemocrat. It was for all intents and purposes a carbon copy of
HoraceGreeley's Tribune, differing only in size and geographical focus. It usedall of
Greeley's pedagogical devices, from the featuring of editorials tothe personification of
issues (Polk's war, Douglas's bill, Taney's deci-sion); and, like many a newspaper of the
time, it virtually ignored localnews.
The configuration suggested here, of household, church, school, andnewspaper, teaching
in concert a common curriculum of the Englishlanguage, Protestantism, patriotism,
social participation and social dis-cipline, along with whatever particulars there might
have been of class,
19. Thomas Rinaker, "Gideon Blackburn, The Founder of Blackburn University, Carlinville, Illinois," Journal of the Illinois State Historical Society, XVII (1924), 404.
denomination, ethnicity, political persuasion, and work, pertained tomost of the boys and
girls who grew up in Macoupin County duringthe 1850's and 1860's. But there were
dissenters on ethnic and religiousgrounds who chose to develop their own special
configurations, separatefrom but overlapping with those of the dominant native-born
Protestantmajority. For example, most German settlers in and around Carlinvillewere
members of the Evangelical Lutheran Church. Dependent forministers upon the

Missouri-Ohio Synod, they found their opportunityfor formal congregational worship
irregular at best. Furthermore, suchsermons as they did hear apparently gave them little
satisfaction. Theysorely missed "the historic Lutheran emphasis on Scripture alone—
faith alone—grace alone." In 1856 eighteen German families gatheredto fulfill their
"sacred Christian duty" by issuing a call to a promisingyoung seminarian at the Fort
Wayne Seminary in Indiana, EdmundMultanowski. The call emphasized educational as
well as ministerialduties, asking Multanowski "always to preach the word of God to
uspure and unadulterated according to the clear Lutheran Confessionsand diligently to
instruct our children therein; to administer the holySacraments, and by a pious life and
conduct to set us a shining exam-ple." Unlike the Congregationalists and the
Presbyterians, the GermanLutherans were as concerned with preserving a language and
way oflife as with inculcating a set of religious beliefs, and so they took strongaction to
preserve both in the face of the undenominational evangelicalchallenge.^"
Carlinville's Lutherans supported Multanowski entirely out of peri-odic subscriptions,
offering him a rent-free house, firewood, a regularsalary of twelve dollars per month,
and additional fees for baptisms andmarriages—a better arrangement, incidentally, than
that enjoyed bymost Methodist and Baptist pastors. Multanowski held services first inthe
local courthouse and then in a rundown facility owned by the Pres-byterians, for which
the Lutherans paid heating and cleaning costs.The arrangement was that the Lutherans
would begin their servicesafter the Presbyterians were through, usually around 1:00
p.m., afterwhich they would hold their Chnstenlehre, a German analogue to theSunday
school. By 1859 the Lutherans had erected their own meetingplace, and were thereby
enabled to hold services in the morning and tokeep afternoons free for the instruction of
youth of postconfirmation age(formal Sunday-school services for younger children were
not arrangeduntil much later).
20. A Century unth Chnst, 1856-1956 (Carlinville, 111.: no publisher, 1956), pp. 8, 7.
Multanowski's duties were as much academic as they were reli-gious. He ran what was,
in effect, a moving school for members of hiscongregation, six hours a day, nearly
eleven months a year. On twodays of each week he conducted school in Carlinville, and
then on twoother days he moved through the surrounding countryside. For thosewho
were not members of the Lutheran church—doubtless Germanfamilies who wished to
inculcate the German language and Germancustoms but who were not of the evangelical
Lutheran persuasion—afee of twenty-five cents per day was charged. In addition,
parents in thehinterland were expected to provide for the pastor's conveyance out
andback. Multanowski also gave singing lessons in his home on Wednes-day evenings,
since he had made the hymnal a central feature of churchservices.
Multanowski's church was never very large, its membership per-haps totaling some
thirty-eight families at its peak. But the size was se-riously diminished in 1859 after a
serious doctrinal controversy, report-ed by a partisan church historian as follows: "In the
beginning almostall Germans attended the service. But when the Lutheran doctrine

rangclear and Christian conduct according to God's word was insisted on,some turned
their backs on the services." The upshot was a schism thatled to the formation of a new
evangelical Lutheran church, leaving theoriginal church with only fourteen families; not
surprisingly, Multan-owski departed for Sheboygan, Wisconsin, in 1860. In May of
thatyear the original Lutheran congregation extended an invitation to Pas-tor Carl
Ludwig Geyer of Lebanon, Wisconsin, offering him an ar-rangement far superior to the
one Multanowski had enjoyed. As"preacher, pastor, and schoolteacher" Geyer would
receive two hun-dred dollars annually, the use of a parsonage and garden adjoining
thechurch, and forty cents per month for instructing children whose par-ents were not
members of the congregation. Geyer accepted and withina year had done much to
rebuild the earlier strength of the church. Inaddition to running a day school for children,
he conducted adult Biblestudy classes every Wednesday evening, at which members met
to dis-cuss the Scriptures and the learned commentaries. By 1863 the dayschool had
grown to the point where, in view of Geyer's poor health, itwas necessary to employ a
separate teacher. A student from AddisonTeachers' Seminary was hired temporarily for
$100 a year plus boardand laundry, and then, two years later, another teacher was hired
per-manently at $150 per year. Significantly, a precondition of the appoint-ment of the
second teacher was that he be proficient in English, a stip439
ulation that suggests that previous teachers had manifested insufficientcommand of the
language and that parents in the Carlinville area wereincreasingly feeling the necessity
of providing formal instruction in En-glish so that their children could participate in the
w^ider Macoupincommunity at the same time that they remained faithful to their religious and cultural heritage. The dissenting evangelical Lutheranchurch did less well.
Pastors came and went at frequent intervals andthe congregation refused to affiliate with
any synod until 1868, when itjoined the Evangelical Synod and obtained the Reverend
C. Witte aspermanent pastor. The following year an attempt was made to enrichthe
church's educational offerings by hiring John F. Hemje as an in-structor for the parochial
school. But periodic doctrinal crises and therenaissance of the original Lutheran
congregation created continuingdifficulties for the dissenting group, who were unable to
put their paro-chial school on a full-time basis until 1878.^^
The effort of Carlinville's German Lutherans to build a separateconfiguration of
household, church, school, and, after 1870, German-language newspaper suggests both
the possibilities and difficulties ofmaintaining cultural identity on the central Illinois
frontier. The call inthe mid-1860's for a teacher proficient in English reveals a
growingawareness after more than a decade of experience in America that itwould no
longer suffice to instruct children solely in the ways of the oldcountry. It may also have
indicated that the Germans were having diffi-culty keeping their fellow countrymen in
the fold and the children oftheir fellow countrymen under the influence of parochial
tutelage. Tobring English into the curriculum, as either the language or the objectof
instruction, was to offer parents who could afford private tuition aflexible alternative to

the public school. Yet, despite difficulties, theGerman Lutherans did survive as a distinct
subcommunity. To be sure,they did not have the political power of their countrymen in
nearby St.Louis, who, as Selwyn Troen has pointed out, were able to have theGerman
language and elements of German culture taught in the publicschools; Carlinville's
Germans constituted a substantial but not a politi-cally significant subcommunity within
a primarily native-born popula-tion accustomed to exercising leadership. While they
undoubtedly weresubjected to a certain degree of harassment for choosing to keep
theirchildren out of the public schools, they were able to coexist with the na-tive-born
community because neither had cause to be unduly intolerant
21. Ibtd., pp. 8, 11.
of the other. Both communities saw population growth as a prime pre-requisite of
economic progress, and the booster spirit, if nothing else,provided a palliative for
whatever ethnic prejudices either might havefelt.''
Much the same situation doubtless prevailed with respect to the Ro-man Catholic
population of Carlinville, though the information on thisgroup is more ephemeral. What
is known is that fifteen Irish familiesstarted St. Mary's Catholic Church in 1856, and that
parochial classeswere instituted at about the same time, though a school was not formally established until several years later. Furthermore, it is also knownthat in 1868 some
thirty-five German families split ofT from the IrishCatholic congregation to found St.
Joseph's. Whether or not it was reli-gious differences that separated the two groups is not
clear, but the factthat the Germans held services in both German and English
suggeststhat the main element of contention was cultural. Both Irish and Ger-man
Catholics also set up separate configurations of education thatoverlapped only partially
with the dominant configuration. Thus, ayoungster might grow up in one of Carlinville's
German householdswhere the language of the old country was spoken by parents
andgrandparents, receive his or her education in a German church and aGerman
parochial school, but at the same time maintain increasinglysignificant cultural
associations with members of other ethnic groups,particularly in connection with work
activities. On the other hand, itwas quite possible to live one's life largely within the
cultural and edu-cational confines of a particular subcommunity and voluntarily to restrict one's activities essentially to that subcommunity.
New York underwent a remarkable development during the first cen-tury of nationhood.
The population not only increased phenomenally,from 23,610 in 1786 to 942,292 in
1870, it diversified as well, so thatwhereas the city was largely Anglo-American in the
1780's, with smallsubcommunities of Dutch, German, Irish, French, and African
descent,it had become overwhelmingly cosmopolitan by the 1850's, with fullyhalf the
inhabitants reporting themselves as foreign-born. Furthermore,with allowance for
cyclical variation, the economy boomed, owing part-ly to the- transatlantic trade and
immigration made possible by the
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greatest natural harbor in the Western hemisphere and partly to the in-ternal trade and
migration made possible by the Erie Canal. By mid-century the city had achieved
preeminence in the commercial and man-ufacturing affairs of the country.^^
Predictably, household education was extremely diverse in the city,with respect to
everything from the language of communication and thecultural substance conveyed to
the customary pattern of relationshipswith kin and neighbors. At one end of the social
spectrum were thefamilies of "established" New Yorkers, many of whom, like
PhilipHone, employed the services of resident tutors to supplement a fairlyintense and
directed familial education in piety and civility. At the oth-er end were the families of
newly arrived immigrants, living undercrowded conditions (in the seven wards below
Canal Street, the popula-tion density rose from 94.5 persons per acre in 1820 to 163.5 in
1850)in quarters bereft of water, light, or fresh air (29,000 individuals werereported in
1850 to be living in cellars) and often as uncertain of theirtraditional ways as they were
ignorant of the new ways that surround-ed them. Clustering in ethnic neighborhoods like
the Five Points(Irish), Kleindeutschland (German), or the Seventh Ward (Scandinavian), such families often split generationally, with the old seeking topreserve the
traditions they had brought, while the young, more quicklyAmericanized via the streets
and occasionally the schools, became in ef-fect the purveyors of the new culture. As for
the "middling sort," theyeagerly pursued the city's myriad opportunities, sending their
childrento the schools that were increasingly available after the 1820's and1830's and
attempting to place them in promising apprenticeshipsthereafter. Variations
notwithstanding, the households of New YorkCity functioned within an ambience of
incessant movement, geographi-cally, as kin moved back and forth across the Atlantic
and as house-holds sought to improve their circumstances through relocation withinthe
city, socially, as families scrambled up or slipped down the ladderof economic
opportunity, and spiritually, as individuals tried to findtheir way in a culturally alien
world.^^
As was the case everywhere in the United States, work was carriedon in substantial
measure as an extension of household life. A port citywith excellent connections to the
hinterland. New York had a thriving
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commerce in foreign goods: the city's merchants, for example, had anear monopoly on
woolen and cotton goods from England, on linensfrom Ireland and Germany, and on
silks and laces from France. Beinga port city, New York could also boast shipyards,
railyards, and otherfacilities for the construction and servicing of transportation. But
NewYork was not merely a port, it was a manufacturing center that had ev-ery kind of
industry: it boasted iron and steel foundries, sugar refiner-ies, clothing factories, and
breweries; it served as a national center forthe manufacture of furniture and pianos and
as a regional center forthe manufacture of garments; and it had every manner of
specializedcraft and trade. In addition, it was a center of retailing, with every sortof
hotel, restaurant, shop, and service. While some of this trade andmanufacture proceeded
in large establishments, for example, ironworksand piano plants, employing well over a
hundred workers, most of itwent on in small shops and stores that were extensions of the
owners'households. The city's garment industry was essentially a network ofimmigrant
seamstresses who sewed at home, while the influx of cob-blers from Germany and
Ireland during the later 1840's actuallyslowed the shift to factory production in the city's
boot and shoe indus-try.
One important element in the recruitment of workers was the con-centration of different
ethnic and racial groups in various occupations.The merchant houses tended to be owned
and controlled by families ofNew England background who used a combination of
household andapprenticeship education to transmit the skills of management from
onegeneration to the next. The shipyards along Corlear's Hook tended toattract nativeborn craftsmen. The Germans dominated the woodwork-ing trades, the manufacture of
pianos, and the production of householdand farm implements. The Jews worked as
tailors and as peddlers.The Irish were disproportionately represented in unskilled
constructionwork and household service. The blacks found themselves confined
tounskilled labor or to jobs as barbers, waiters, or coachmen. Since re-cruitment to
occupations operated largely via word of mouth passedalong informal networks of kin
and kith, these concentrations tended topersist over the generations. Moreover, since the
influx of newcomerswas itself an important factor in the continued economic growth of
thecity, there was always work for the able-bodied but unskilled—a phe-nomenon that
not only led many immigrant families to settle in NewYork but that also occasionally
disturbed familial relationships aftersettlement, as when the daughter of an Irish family
found work as a
domestic and through that achieved a degree of independence thatwould have been
impossible in the old country.
There were 22 places of worship in New York in 1794, reflectingthe largely AngloAmerican character of the late eighteenth-centurycity—4 Presbyterian churches, 3 Dutch
Reformed, 3 Episcopal, 2 Ger-man Lutheran, 2 Quaker, 2 Baptist, 2 Methodist, 1 French
Protestant,1 Moravian, 1 Roman Catholic, and 1 Jewish synagogue. The numbergrew to
55 in 1811, to 99 in 1825, to 252 in 1855, and to 450 in 1870,including not only the full
range of Protestant denominations alongwith 40 Roman Catholic churches and 27

Jewish synagogues, but nu-merous special congregations organized along particular
ethnic or raciallines—German Episcopal, for example, or Irish Catholic, Scotch Presbyterian, Greek Orthodox, Spanish-Portuguese Jewish, or AfricanMethodist. Not
surprisingly, in addition to the formal instruction theyoffered in religious substance,
values, and liturgy, these institutions be-came centers for the various subcommunities
that dominated their con-gregations, spawning in the process a considerable variety of
ethnoreli-gious schools, clubs, benevolent societies, cultural organizations,newspapers,
and magazines that were inspirited with the general valuesof the sponsoring church or
synagogue but then went far beyond.^^
Furthermore, the churches, united across demoninational lines inthe evangelical
movement, took the lead in creating new institutions ex-plicitly intended to alleviate the
effects of poverty via a broad programof public education and individual rehabilitation.
The Orphan AsylumSociety, founded in 1807, created a shelter to provide instruction
inreading, writing, arithmetic, and domestic affairs, along with a soundmoral education
in a homelike atmosphere presided over by a "piousand respectable man and his wife."
The New York Society for the Pre-vention of Pauperism, organized in 1816, set out
determinedly to dis-cover, isolate, and eliminate the causes of poverty in the city. The
Soci-ety began by collecting and disseminating information on the generalproblem of
vagrancy but quickly settled on the development of a "refor-matory," to be known as the
House of Refuge, as its chief project. Ini-tially conceived as a residential facility that
would serve as both aschool of moral rehabilitation and a training center for
mechanicalskills, the institution was opened in 1825 and soon became designatedthe
official state agency in New York City for the rehabilitation of ju25. Rosenwaikc, Population History of New York City, pp. 24-30, 52-54; J. F.
Richmond,New York and Its Institutions, 1609-1872 (New York: E. B. Treat, 1872), pp.
144-156; and Sta-tistics of Population,. . . Ninth Census, p. 549.
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venile delinquents. The New York City Tract Society, organized in1827, dedicated itself
to education against intemperance, swearing, andSabbath breaking among all classes of
society, but soon found itself con-centrating predominantly on prayer meetings, Bible
classes, and chari-table activities for the city's unchurched poor; and as a result in 1843
ithelped to create the New York Association for Improving the Conditionof the Poor for
the express purpose of carrying on mission work amongthe impoverished, via religious
services, prayer meetings, industrialclasses, employment referral services, and libraries.
The New York Fe-male Moral Reform Society, founded in 1834, undertook a twosidedprogram intended, on the one hand, to advance moral perfection amongall people,
largely through publications, and, on the other hand, to re-habilitate prostitutes, mainly
through the maintenance of a householdthat began as a refuge for wayward girls but
eventually evolved intowhat was for all intents and purposes an employment bureau for
un-skilled women. And the Children's Aid Society, founded in 1853, setabout combining

charitable assistance, self-help, and moral education ina program that began with
industrial classes and a "lodging house fornewsboys" (a girls' lodging house was added
in 1862) and quickly ex-panded to include reading rooms, Sunday meetings, and
eventually aplacement system under which slum children were sent to reside withfarm
families in order that they might enjoy the uplifting influence ofrural life and escape the
degrading influence of urban life. So it wasalso with scores of other mission
organizations, each of which sought inits own way to wed the moral fervor of
benevolence to more or lesspragmatic programs of education, rehabilitation, and
assistance.^*
With respect to schooling. New York was subject to the same gener-al influences that
pressed for popularization across the country. By the1790's there was a fairly large
network of common pay schools in thecity, which youngsters of either sex could attend
at modest cost (thecharge was between sixteen and twenty-four shillings per
quarter),supplemented by a small number of charity schools conducted by var-ious
religious organizations and a variety of specialized entrepreneurialschools. In 1805, on
the initiative of the Quaker philanthropist ThomasEddy, the Free School Society was
organized, "for the education ofsuch poor children as do not belong to or are not
provided for by any
26. Mrs. Jonathan Odcll, et at., eds., Origin and History of the Orphan Asylum Society
inthe City of New York, 7806-1896 (2 vols.; New York: BonncI, Silcr & Co., 1899), I, 9,
ThomajEddy to William Allen, June 7, 1818, in Samuel L. Knapp, The Life of Thomas
Eddy (NewYork: Conner & Cooke, 1834), p. 277; and First Annual Report of the
Children's Aid Society(1854), p. 10.
religious society." Committed to the Lancasterian system of monitorialinstruction, the
Society enlarged its activities quite rapidly, to a pointwhere by 1820 it was reaching over
two thousand children a year."
The legislature, cognizant of the fact that the city's poorest childrenwere receiving their
schooling primarily in institutions maintained bymissionary organizations such as the
Free School Society, the OrphanAsylum Society, and the Manumission Society (which
ran the AfricanFree Schools), apportioned most of the public money the city was
duefrom the state common school fund to the support of these groups.Thereby were the
grounds laid for the political conflict that began dur-ing the 1820's. As will be recalled,
the various churches that conductedschools wanted a share of the funds at the same time
as the Free SchoolSociety (renamed the Public School Society in 1826) wanted to
monop-olize them; and to complicate the political situation even further theleaders of the
Roman Catholic church became increasingly assertiveduring the 1830's concerning their
inability to use the schools of thePublic School Society because of their decided
Protestant bias. The con-troversy peaked in 1842, when the legislature enacted a law
establish-ing a board of education for the city and placing the schools of the Soci-ety and
all other eleemosynary institutions enjoying state support underthe jurisdiction of the

board. The Society went out of existence in 1853;but the result of the legislation setting
up the board was the develop-ment of two school systems in the city, the public system
created in1842 and the alternative system that the Roman Catholic authoritiesdecided to
create with their own money when they lost in the legisla-ture. Politics aside, schooling
was widely available in New York Cityby 1860, though varied in quality and
differentially used. Of a totalpopulation of 813,669 that year, 153,000 were enrolled in
the publicschools; but the average daily attendance was only 58,000, reflecting
anunusual degree of illness, truancy, and poor record keeping. In addi-tion, 14,000
youngsters were enrolled in the Roman Catholic schoolsystem, and several thousand
more were enrolled in independentschools and in schools managed by charitable
organizations like theChildren's Aid Society.^^
The higher learning also expanded in size, scope, and diversity dur-ing the nineteenth
century. King's College, rechartered as Columbia
27. Act of Incorporation, Free School Society of New York, in William Oland Bourne,
Histo-ry of the Public School Society of the City of New York (New York: Wm. Wood
& Co., 1870), p. 4.
28. Diane S. Ravitch, The Great School Wars: New York City, 1805-1973 (New York:
BasicBooks, 1974), appendix.
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College in 1784, increased its enrollment and enlarged its offering, butit remained in
essence a small, elite institution until its transformationunder Frederick A. P. Barnard,
Seth Low, and Nicholas Murray But-ler, beginning in the 1880's. Studies in law were
conducted intermit-tently from 1794, when James Kent delivered his first lectures,
until1857, when the Faculty of Jurisprudence was formally organized.Studies in
medicine were transferred to the College of Physicians andSurgeons in 1813, but then
reestablished, de jure, when that collegeand Columbia formed an alliance in 1860. And
studies in engineeringwere introduced with the founding of the School of Mines in 1863.
Inaddition to Columbia, the city could boast the University of the City ofNew York
(which became New York University), founded in 1831; St.John's College (which
became Fordham), founded in 1841; St. FrancisXavier College (which awarded its
degrees via St. John's until its ownchartering in 1861), founded in 1847; the Free
Academy (which be-came the College of the City of New York), also founded in 1847;
andRutgers Female College, founded in 1867. There were also numerouspreparatory
institutions, some of them connected with the colleges, allof them private or quasi-public
(New York had no free public highschool until 1897); and there were independent
professional schools oflaw, medicine, theology, pharmacy, veterinary science, and
dentistry.Most interesting of all these institutions, perhaps, was the Peter CooperUnion
for the Advancement of Science and Art, incorporated in 1857 asboth an academy and a
college; for, beyond the formal courses it offeredin the arts and sciences, it featured an

evening school for young ladies,mechanics, and apprentices (in effect, all those least
able to find highereducation elsewhere); lectures in languages, literature, oratory,
telegra-phy, design, and engraving; a reading room open to the public; an artgallery; and
a museum of rare inventions.
The city also boasted a plethora of institutions for the advancement,preservation,
diffusion, and sharing of culture. In addition to the NewYork Society Library, which
dated from the provincial era and whichby the 1830's had become the third largest in the
nation, there was theAstor Library, founded in 1849 as a free noncirculating reference library, the Mercantile Library, the Apprentices' Library, the Printers'Free Library, the
Women's Library, the New York Catholic Library,and the Maimonides Library. There
was also the Athenaeum, modeledon the ones in Boston and Philadelphia, which
included a reference li-brary, a reading room containing periodicals, a museum, a
laboratoryfor scientific experiments, and a lecture department; the Lyceum of
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Natural History; the Historical Society; the Literary and PhilosophicalSociety; the
Academy of Fine Arts; and, of course, Barnum's Museum.And beyond those there were
the theatres, the opera houses, and themusic halls that made the city a cultural as well as
a commercial andmanufacturing center, and there were the clubs (Union League, Century, Travellers, Welch, Young Cambrians, Societe Lyrique Fran^aise,Vereine), the
benevolent and fraternal associations (New England Soci-ety in the City of New York,
St. Nicholas Society, Hibernian UniversalBenevolent Society), and, more generally, the
taverns and ale houseswhere diurnal social relations—and with them mutual education—
pro-ceeded apace.
Finally, New York City was a center of printing and publishing,with the result that
books, pamphlets, tracts, and magazines of everysort and variety issued from its presses
by the thousands. And it wasthe leader in the popularization of the newspaper. Not only
did pennydailies such as the Sun, the Herald, and the Transcript circulate brisklyamong
people of all classes (newspapers were still passed from hand tohand in the nineteenth
century, so that readership was always consider-ably larger than circulation), but there
was also a unique range of spe-cialized journals like the Commercial Advertiser
(mercantile), the Eve-ning Post (Democratic), the Tribune (Republican), the
ChristianAdvocate (Methodist), the Observer (Presbyterian), the Freeman's Jour-nal
(Roman Catholic), the Jewish Messenger, the Truth Teller (Irish),the New Yorker StaatsZeitung (German), the Freedom's Journal(Afro-American), and many more. Beyond
their general significance aspurveyors of news, the foreign-language papers in particular
served asvital agencies for the mediation of the new culture to the immigrantcommunity;
indeed, for many adults they became the single most im-portant systematic educative
influence in the new environment.

Several points bear comment concerning the rich and variegatededucational environment
that was New York City in the nineteenthcentury. At the very least, the point of
multitudinousness needs to bemade. Every interest, every occupation, every ethnic,
religious, racial,and social role had its exemplars, its zealots, and its opportunities
forformal or informal study. The journalist James Henri Browne re-marked in 1869 that
"almost every game, and pleasure, and circle ofartists and literary men, has its nucleus
and focus in the form of a club,and club life of some sort is growing more and more in
favor and fash-ion." He was alluding, of course, to clubs like the Century or theEclectic,
but his assertion was equally apt in a broader sense. In nine448 AN AMERICAN EDUCATION
teenth-century New York City, one had the opportunity to seek andundergo a greater
range and diversity of experience than anywhere elsein the country. True, the
opportunity needed to be recognized, desired,and actually accessible to be utilized, and
the recognition, the desire,and the accessibility were neither equal nor universal
throughout thecity. But it is undeniable that extensive and varied opportunities wereboth
socially present and widely used.
Second, given the social, economic, ethnic, religious, and racial di-versity of the
population, the number of alternative configurations ofeducation became as remarkable
as the sheer breadth of the availableopportunity. With the increase in size of the
population, the culturallyhomogeneous residential neighborhood became more and more
the rulethroughout the nineteenth century. One could grow up in a well-to-dohousehold
of English background, study with a resident tutor, partici-pate in the activities (and later
the affairs) of Trinity Church, attendColumbia College, work in a merchant house or a
law firm, read theNew York Times and Harper's Monthly Magazine, and play an
activerole in the Union League Club, without having much, or indeed any,contact with a
contemporary who grew up in an impoverished Irish im-migrant household, participated
in the activities of the local RomanCatholic parish church, attended the parish school for
a year or two,worked as a driver for a brewery, read the Irish American, took an ac-tive
role in St. Patrick's Friendly Society, and spent a good deal of timeat a favorite tavern.
There were parallel configurations of Swedish-Lutheran education, German-Reformed
education, Afro-American-Methodist education, and many other ethnoreligious
combinations. Forall the educational opportunity that the city held out to its
inhabitantsand visitors, the world of any given individual was almost alwaysbounded by
one or another particular configuration of education. Andthe educational experience of
any particular person was inevitablycaught up in the tension between the two.
Finally, the city was pivotal in the continuing educational exchangebetween Europe and
the United States, on the one hand, and betweenNew York and the nation, on the other.
As the nineteenth century pro-gressed, the American image of Europe was increasingly
refractedthrough the cultural apparatus of the New York press and publishinghouses; of
New York's theaters, concert halls, opera houses, and muse-ums; and of New York's

manufacturing establishments. Conversely,what Europe knew of the United States was
increasingly refractedthrough the same apparatus. In short, New York during the
nineteenth
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century became a mediator of both national and international educa-tion. The substance
taught did not always originate in New York, forthe city was a magnet that attracted New
England evangelists like Ly-man Beecher, upstate editors like Horace Greeley, and
immigrant pi-ano manufacturers like the Steinways. But the substance and the stylesand
the values of such people were, once again, transmitted near andfar via New York's
pedagogical machinery. By the 1870's the city wasserving the classic function of the
metropolis teaching its hinterland;and in the process its cultural values and institutions
intruded, more orless, into local and regional configurations of education throughout
thecountry.
Chapter 13
LIVES
I never attended school but three quarters, and then I believe I gotturned out once or
twice. Yes, sir, I got turned out, for what the school-masters in their benighted stupidity
termed "bad conduct," but whichsubsequent events have satisfactorily proven to have
been merely astriking and precocious manifestation of genius.
MICHAEL WALSH
The educational opportunities available within different communitiesvaried significantly
throughout the nineteenth century, and so, too, didthe uses different individuals made of
those opportunities. Lucy Larcomand Harriet Hanson Robinson were contemporaries in
Lowell: bothgrew up amid old New England families in small New Englafid towns;both
worshiped as children in the Congregational church; both receivedthe typical schooling
of the 1820's and 1830's; and both worked in theLowell mills. Yet the two became very
different women, each in herown way reflecting the unique combination of
temperament, aspiration,learning, and fortune that inevitably goes into the formation of
humancharacter. To study the educational biography of a Larcom or a Robin-son is to
particularize even further any generalizations about the pat-terns of American education
that came into being between 1783 and1876.
To that end, it is worth considering the education of seven nine-teenth-century
Americans: Larcom; Jacob Stroyer and Irving E.Lowery, who came to manhood as
slaves in Sumter District; JohnMcAuley Palmer and James Henry Magee, who received
importantsegments of their education in Macoupin County; and William EarlDodge and

Michael Walsh, who had most of their education in NewYork City. Their experience
cannot typify the ways in which other pco450
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pie moved through the educational configurations of Lowell, Sumter,Macoupin, or New
York, but their educational life histories do suggestsome of the characteristic features of
American education during thefirst century of national existence. Beyond that, their
experience illus-trates both the extraordinary variegation of nineteenth-century American education and the striking range of human character that always is-sues, to greater or
lesser extent, from any particular set of educationalarrangements, whatever the time or
the place in human history.
II
Lucy Larcom is probably the best known of the early operatives towork in the Lowell
factories, owing largely to the enduring interest inher autobiography, A New England
Girlhood, as a document of Ameri-can social history. Born in Beverly, Massachusetts, in
1824 into thelarge family of a merchant sea captain named Benjamin Larcom, shegrew
up in a pleasant ambience bounded by household, church, school,and local community.
"We understand ourselves best and are best un-derstood by others," she remarked in her
later years, "through the per-sons who come nearest to us in our earliest years." At least
retrospec-tively, Larcom was aware of the educational significance of a numberof the
early figures in her life: her maternal grandfather, who had beena soldier in the
Revolutionary War ("the greatest distinction we couldimagine"); her "studious" and
reserved father, who was frequently ab-sorbed in books; her "chatty and social" mother,
who obviously lavishedaffection on her ten children; her elder sister Emilie, who early
shapedLucy's literary tastes, filled her with fairy tales and a love of Romanticpoetry, and
also served as a more general teacher and exemplar; herbrother John, who first set her to
writing poetry; and her numerousaunts, natural and adopted, who taught her everything
from family loreto sewing and the other arts of domesticity.^
Larcom claimed that she learned to read at the age of two, from herfather and her Aunt
Lucy; and, in a household where books were val-ued, she quickly became an
omnivorous reader, beginning with MotherGoose, the hymns of Isaac Watts, the stories
of Maria Edgeworth, ThePilgrim's Progress, and, mirabile dictu, the poetry of Lord
Byron, andsoon proceeding to belles-lettres in general and novels in particular, the
1. Lucy Larcom, A New England Girlhood (1889; reprint ed.; New York: Corinth
Books,1961), p. 27.

latter borrowed surreptitiously by her sisters from a local circulating li-brary. Like the
other children of the neighborhood, Larcom beganschool at the age of two. "The mothers
of those large families," she lat-er recalled, "had to resort to some means of keeping their
little ones outof mischief, while they attended to their domestic duties. Not muchmore
than that sort of temporary guardianship was expected from thegood dame who had us in
charge." The "good dame" was a womanknown to all as Aunt Hannah, who held class in
her kitchen and sittingroom above Captain Larcom's shop, and who taught Lucy, not
onlyhow to read ("I learned my letters in a few days, standing at AuntHannah's knee
while she pointed them out in the spelling-book with apin, skipping over the 'a b abs'
into words of one and two syllables,thence taking a flying leap into the New Testament,
in which there isconcurrent family testimony that I was reading at the age of two
yearsand a half"), but also how to spin yarn. Years later, when Larcom de-cided to
become a teacher, she traced her first aspirations toward thevocation from her days under
Aunt Hannah's tutelage.^
As a child, Larcom also enjoyed the round of activities that wentforward under the
auspices of the local Congregational church. She be-gan to attend meetings at a very
young age and clearly remembered thehymns, the sermons, the Scripture readings, and
the ceremonies inwhich the entire family participated. In addition, she also recalled
localcommunity festivals—the training days, election days, independencedays, and
thanksgiving days during which the spirit of republicanismwas kept "fresh and wideawake." All this constituted a profoundly in-fluential education: for Lucy Larcom the
various components of theconfiguration that was early nineteenth-century Beverly
proved comple-mentary and mutually reinforcing, and they decisively shaped her character and her aspirations.^
Captain Larcom died when Lucy was seven. Soon thereafter Lucy'smother moved the
family to Lowell, where she took a job as a house-keeper in one of the factory-connected
boardinghouses, while Lucy andher younger sister attended one of Lowell's grammar
schools and theolder girls went to work in the factory. Newly built of red brick, thehouse
was quickly filled with "a large feminine family" of approxi-mately twenty to thirty that
included several of Lucy's cousins. Most ofthe boarders came from New Hampshire and
Vermont, and, as Larcom
2. Ibid., p. 44.
3. Ibid., p. 98.
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put it, "there was a fresh, breezy sociabihty about them." They sleptseveral to a room,
waking before dawn to hurry to the mills before thegates closed at five. They ate lunch
and supper in a large dining room,which doubled as a sitting room in the evenings, when
the girls gath-ered around the tables to sew, talk, or read. Often, newsboys, shoe deal-ers,

booksellers, and the like interrupted their leisure hours. Remem-bering one such
evening, Larcom later wrote:
A pedlar came in while they stayed, whose waresThe girls sat cheapening. A
phrenologistDisplaced the pedlar, and the tide of mirthFlowed in around the tables, as he
readThe cranial character of each to each.
In addition to receiving informal education from peddlers and phre-nologists, the young
women attended lyceum lectures, where they heardsuch speakers as Edward Everett,
Ralph Waldo Emerson, and JohnQuincy Adams; they participated in Sunday-school
activities, as pupilsand as teachers; they entered into dozens of discussion and
studygroups, both inside and outside the dormitories; and they studied every-thing from
German to Chaucer to botany in night classes, often withthe assistance of one or another
"literary lady."^
Emilie, now become "a strong, earnest-hearted woman," continuedto serve as teacher
and exemplar to her younger kin—in Lucy's words,"our model, and the ideal of our
heroine-worship." Emilie looked afterLucy and her agemates, insisting that they take
cold baths every morn-ing, urging them to keep edifying reading ever at hand (Emilie
herselfbegan with "Watts on the Improvement of the Mind" and proceeded to"Locke on
the Understanding"), cautioning them against being "men-tally defrauded" by the
circumstances that had forced them to enterpaid employment so early, and assisting them
in the preparation and is-suance of a little literary publication called "The Diving Bell."
Later,it was Emilie who put Lucy in touch with the group of "bright girls"that had
formed the "Improvement Circle" from which the Lowell Of-fering would issue. Beyond
Emilie, Lucy met others destined to be sig-nificant in her education, including a
Congregationalist minister, whotaught her and other young women from the factories
ethics out of
4. Ibid., pp. 152, 242; and Lucy Larcom, An Idyl [sic] of Work (Boston: James R.
Osgoodand Company, 1875), p. 96.
Francis Wayland's Elements of Moral Science, and the abolitionist poetand journalist
John Greenleaf Whittier, with whom she formed a life-long friendship.^
At the age of eleven, circumstances forced Lucy to drop out ofgrammar school to enter
upon full-time work in the mills. She began asa doffer, who, together with a half-dozen
other youngsters, was chargedwith changing the bobbins on the spinning-frame every
forty-five min-utes or so. The task was relatively undemanding, and Lucy could remember frolicking among the spinning frames and exploring the mys-teries of the
carding room, the dressing room, and the weaving room.Later, she became a spinner,
and recalled the sense of pleasant com-panionship she shared with the young women she
worked with at thespinning frames, in a room brightened by house plants and decorated
atwindow work stations with cuttings of poems, stories, and newspaperarticles (the mill

regulations prohibited books [including Bibles, whichwere apparently confiscated by the
overseers in substantial numbers], sothat printed material used as decoration was in
eflfect an imaginativesubterfuge). After that she worked in the cloth room, alongside her
sis-ter Emilie in the sort of kin association that was quite common duringthe early years
of the mills. There she was able to pursue her programof systematic reading and study
with the full acquiescence of the super-visor. She also contributed verse to the
Operatives' Magazine, initiallypublished by the Congregationalist Improvement
Association, withwhich she and her sister had affiliated, and then to the Lowell
Offeringwhen it merged with the Operatives' Magazine. The verse was characteristically romantic in style—the sort Emilie had taught her to love—and doubtless
reflected an attitude toward life that deflected her atten-tion from some of the social and
economic conflicts that divided theoperatives in their attitudes toward the mills and their
owners.
Like many of her contemporaries, Larcom dreamed of a career be-yond the mills. When
her sister Emilie married and then decided in1846 to move to Illinois with her husband
and their infant son, Lucyaccepted their invitation to relocate with them. She taught in a
districtschool for a time but eventually enrolled in the Monticello FemaleSeminary at
Godfrey, Illinois, where she supported her studies byteaching in the preparatory
department. Monticello's principal, PhilenaFobes, quickly became a new exemplar.
Described by Larcom as astrong "guiding angel" sent to meet her on her "life-road" at
precisely
5. Larcom, A New England Girlhood, pp. 167, 168, 170, 174.
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the time she was most needed, Fobes played a crucial role in Larcom'seducation.
Emilie's marriage had doubtless affected their relationship,probably lessening the
closeness of the years in Lowell and apparentlyleaving Lucy in "need" of guidance and
nurture. Not surprisingly,therefore, she looked back on her work in the Lowell mill and
the Illi-nois district school as the best part of her early education^ but claimedthat the
seminary course had been the capstone of her later develop-ment. She even wrote that it
had taught her "what education really is:the penetrating deeper and rising higher into
life, as well as makingcontinually wider explorations; the rounding of the whole human
beingout of its nebulous elements into form, as planets and suns are rounded,until they
give out safe and steady light. This makes the process an in-finite one, not possible to be
completed at any school."^
Upon completing the course at Monticello, Larcom returned toMassachusetts, where she
taught for a number of years, first at Whea-ton, and then at Bradford Seminary. But
writing remained her first in-terest, and as a mature woman Larcom became a poet, an

editor ofmagazines for young people {Our Young Folks and St. Nicholas), ananthologist,
and an autobiographer. Toward the end of her life, in thefinal act of her continuing selfeducation, she decided, through the goodoffices of the Reverend Phillips Brooks, to
enter the Episcopal church.She died in Boston in 1893.
Larcom's biography furnishes an instructive example of the crucialrole of same-sex
friendships in the education of nineteenth-centuryAmerican women. And it also suggests
the wisdom of caution in gener-alizing about the impact of the factory experience. The
mills and theirboardinghouses were influential in Larcom's education, but the experience she brought to all that she encountered in the mills inevitablyshaped both the
manner in which she underwent and responded to thatexperience and the nature of the
experience that followed. Like all lifehistories, Larcom's was unique; but at least in this
respect her experi-ence was entirely representative. Put otherwise, Larcom's life was
sim-ply difTerent from that of Harriet Hanson Robinson, who also camefrom an old
New England family and whose widowed mother alsoboarded operatives for a Lowell
factory, but who early manifested agreater militance than Larcom and whose marriage to
an ardent youngFree Soil journalist in 1848 led her to a position of leadership in
thewomen's suffrage movement. And it was different again from that of
6. Ibid., pp. 268, 269.
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Sarah G. Bagley, who was initially as content as Larcom with the lifeof the mill but who
decided in the 1840's that the operatives needed toorganize in protest against exploitative
conditions and who ended up afull-time labor organizer for the Female Labor Reform
Association.What is more, Larcom's life bore little resemblance to that of
MargaretBaxter, an Irish immigrant who went to work in the mills in 1848 andadvanced
rather quickly because she had learned to read, or to that ofCatherine Matthews, also an
Irish immigrant, who went to work in themills in 1849 but who began as a sweeper and
remained a sweeper formore than a decade, owing partly to the fact that she was
illiterate. Ineffect, the education of the factory mediated other educative influences,but it
neither replaced them nor rendered them ineffectual, and onemust therefore scrutinize
the entire education of an individual or agroup of individuals before seeking to
determine the particular effectsof the factory on their lives and characters.
Ill
We are fortunate in having two extant slave narratives describing lifein Sumter District,
one by Jacob Stroyer and one by Irving E. Lowery.The two men were born on
plantations less than twenty miles apart,Stroyer in 1849 and Lowery in 1850. After
emancipation, they both be-came ministers in the Methodist Episcopal church, which
identifiesthem, incidentally, as anything but ordinary; yet their reminiscences tellus
much about the educational dynamics of plantation slavery.

Jacob Stroyer grew up on one of the several Singleton family plan-tations in the
southwest corner of Sumter District, some twenty-eightmiles from Columbia. His
master, Matthew R. Singleton, was the sec-ond son of Colonel Richard Singleton, who
had originally amassed thelands and the fortune they represented. While the chief crop
was cot-ton, one gleans from the narrative the remarkable range of
agricultural,manufacturing, and recreational activities that took place on the planta-tion
—including horse racing, in which Stroyer became involved as ajockey. In all, there
were some four hundred slaves on Matthew Single-ton's establishment, who formed the
substantial quarter communitywithin which Stroyer came of age.
Four educational themes emerge from Stroyer's autobiography: hisown growing personal
strength and self-respect; the capricious but in-exorable cruelty of th^ white world; the
vitality of the quarter commu-nity, and particularly of Stroyer's immediate family; and
the opportuni457
ties for self-education via the church, especially after emancipation.Stroyer's narrative
begins, "My father was born in Sierra Leone, Afri-ca." The sentence is a fitting
introduction, for Stroyer admired his fa-ther, deliberately modeled himself after him, and
was able clearly todistinguish between the man, whom he loved, and the slave role
thatthe man had been forced to assume. Stroyer's father had a name of hisown, which he
was prohibited from using, the master preferring that hebe known as William Singleton;
and beyond his name he had clear rec-ollections of his African heritage, which he
doubtless passed on to hischildren in the story-telling times that were part of the diurnal
routinein the Stroyer household. Stroyer's mother had come from a family ofcarpenters,
blacksmiths, house servants, and drivers, and, though sheherself served as a field hand,
there is evidence that she had grown upin the Singleton household, probably as a
playmate of the young Mat-thew. She may even have learned to read in that capacity,
sitting in onthe lessons of her white agemates and mimicking them as they masteredthe
exercises in their primers.'
Before he learned to ride, Stroyer's life was centered in the quartercommunity. He spent
summers at the Sand Hill (the Singletons' "sum-mer seat," four miles from the main
plantation) with the other slavechildren who were too young to work. The food was
unpalatable butthe discipline was lax; three or four older black women cared for the 80to
150 youngsters who roamed freely in the woods, being interruptedonly occasionally to
be scrubbed for some forthcoming visit of the mas-ter and mistress. Winters were spent
on the plantation proper, thoughStroyer tells little of the daily life there. What does
emerge clearly fromthe narrative, however, is that the relative integrity of his daily
familylife, as evidenced by strict rules about going to bed early, prohibitionsagainst
joining in adult conversation, and requirements concerningnightly family prayer, along
with the embedment of that family life in acohesive community, gave Stroyer a sense of

personal security that wasstrong enough to endure the harsh lessons administered by the
whitecommunity.^
Stroyer's family was apparently large and closely knit. His fatherhad a first wife, who
bore him seven children, and a second wife, whobore him eight; Jacob was the third son
of the second wife. Stroyer'sparents, though prohibited from legal marriage, maintained
a lasting
7. Jacob Stroyer, My Life in the South (4th ed.; Salem, Mass.: Newcomb & Gauss,
1898), p. 7.
8. Ibid., p. 8.
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relationship, and the narrative attests to the care, affection, and concernthey lavished
upon their youngsters. Jacob's story about his family's re-action to a series of vicious
beatings by the white trainer Boney Youngis indicative. Having reached the limits of his
endurance, Jacob had re-solved to fight Young at the next opportunity. His father
counseledagainst such a course, maintaining that resistance would only bring thetrainer's
ire down on the entire family. His mother offered to intercedewith the master, but, again,
his father responded that the trainer wouldonly seek vengeance on the family through his
friend the overseer. Thefamily talked far into the night about the matter, and, before
retiring,the elder Stroyer voiced a prayer for freedom: "Lord, hasten the timewhen these
children shall be their own free men and women." Clearly,though the members of
Stroyer's family were limited in their ability toprovide actual assistance, they could and
did endure suffering together,which helped to impose meaning on their situation and
thereby to miti-gate the damage it inflicted.
The larger community in which the Stroyers lived had its own rulesof equity and justice
that were clearly sanctioned by a special version ofChristianity and stringently enforced
from within. And this, too, was asource of strength for Jacob. Thus, when an older boy
named Gilberttook to whipping the younger children at the Sand Hill one summer,Jacob
exposed him to some adult slaves working nearby, who in duecourse examined the
evidence, brought Gilbert to trial, had himwhipped, and forced him to apologize to the
youngsters he had abused.When considered, incidents such as this were a vital source for
the dig-nity and agency evidenced in a life such as Stroyer's.^
Jacob's father looked after the hogs and cows and, in later years,the horses and mules.
While still a young boy, Jacob began to help hisfather at this "occupation of hostler," and
it was in the course of his as-sistance that he formed the desire to be a jockey. The
decision broughthim into direct personal contact with the harsh realities of the slave system. From the time he began to ride, while still too small to do so, tothe time he gave it
up because he had become too heavy, Stroyer wassubjected to unending physical cruelty.

He was whipped when heclimbed onto a horse, he was whipped when he fell off a horse,
and hewas whipped for no reason at all; and, when he was badly hurt by ahorse that
stepped on his cheek, he was not even given the day off. Al-though he came only slowly
and haltingly to the realization that his
9. Ibtd., p. 22.
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"dear father and mother" and the rest of his "fellow Negroes" were ut-terly defenseless in
the face of harsh mistreatment, he derived comfortfrom his father's continued faith in his
children's ultimate liberationand from his parents' pride in his skill as a jockey. Indeed,
his decisionto become a skilled jockey, aided and abetted by the confidence and encouragement of his parents, was an important element in the develop-ment of his own
aspirations for education.^*^
The decision to become a jockey was frustrated, however, whenMatthew Singleton died
suddenly and the racehorses had to be sold topay the family's debts. Hence, Stroyer
decided instead to become a "fa-mous carpenter" and pursued the requisite training with
a remarkableperseverance. Indeed, his story of that quest represents something of
aturning point in the autobiography. With the racehorses gone, he toldMrs. Singleton that
her late husband had promised him that when hebecame too heavy to ride horses he
would be given an opportunity tolearn carpentry. Mrs. Singleton consented, but a new
overseer namedWilliam Turner protested, cautioning her, "That is the worst thing youcan
do, madam, to allow a Negro to have his choice about what heshall do." Against the
overseer's advice, Mrs. Singleton held to her de-cision and arranged for Stroyer to learn
the trade from one of the car-penters in the quarter community. The overseer in turn
responded dur-ing periods when she was away by ordering Jacob to work as a fieldhand.
But Stroyer persevered in his aspiration through whippings andbeatings, and eventually
learned the art.
By the time he reached his teens, Stroyer had also learned to read(the probability is that
his mother had taught him); he had realized hisambition to learn a trade; he had
manifested an ability to decide whento submit to and when to resist white authority; and
he had even dem-onstrated the capability of sabotaging the plans of his supervisors.
Notsurprisingly, William Turner had clearly identified young Stroyer as adangerous
influence, and, had the Civil War not intervened, he wouldmost likely have become an
increasingly troublesome slave. But the veryqualities that made him troublesome were
the integrity, the determina-tion, and the striving that provided the motive force for
further educa-tion. Stroyer had made choices and he had acted upon them; even be-fore
emancipation, he was gaining his freedom.^^

During the war, Stroyer spent a year working on the fortifications
10. Ibid., pp. 17, 18.U.Ibid., pp. 11, 30.
at Sullivan's Island, near Charleston, and was wounded by gunfire atFort Sumter.
Although he was still enslaved and living among otheruntutored blacks, he was free
enough from constant surveillance to pur-sue his education openly; indeed, he even
claimed to have studied hisspelling book while under bombardment from northern guns.
Obvious-ly, his early experience had given him sufficient self-respect to reachthrough
the smallest cracks in the wall of oppression that stood betweenhim and the freedom that
he (and his father) craved. After emancipa-tion, Stroyer made his way north to New
England, where he studiedfor a time in the evening schools of Worcester, Massachusetts,
and ob-tained a license as a local preacher in the African Methodist Episcopalchurch. At
the time he published his autobiography in 1879, he wasseeking funds for the
continuation of his theological studies at Talla-dega College in Alabama; and, while the
narrative is decidedly coloredby that purpose, its value and authenticity remain
considerable.Stroyer's life points to the singular importance of individual initiativein the
use made of educational opportunity in the nineteenth century,and especially in those
extraordinary instances in which individualsmanaged to transcend the constraints
imposed by slavery. And it sug-gests, too, the crucial importance of the family and the
church in en-abling blacks to develop that initiative in the face of relentless efforts
todeny it to them at the outset and to frustrate its realization once it hadappeared.
The stark brutalities that pepper the Stroyer narrative are virtuallyabsent from the
account of his contemporary, Irving E. Lowery.Lowery pointedly wrote his
reminiscences as a "record of the better lifeof those days," as an effort to balance
accounts (like Stroyer's) that fo-cused on the "evil side." Although it is possible that the
slaves on JohnFrierson's plantation in the southeastern part of Sumter District
wereconsistently better treated than those on the Singleton plantations—forone thing,
there were only forty-five of them in the Frierson establish-ment, which surely made a
difference, and, for another, Frierson hadbeen educated for the ministry, though he had
not in the end followedthat calling, and was widely considered the best educated man in
thedistrict—Lowery's account indicates that it may have been his ownclose and
continuing personal association with the Frierson family thatencouraged him to write
about the less harsh realities of what he called"life on the old plantation."*^
12. I. E. Lowery, Life on the Old Plantation in Ante-Bellum Days (Columbia, S.C.:
TheState Company, 1911), p. 10.
There is little about Lowery's parents in the narrative. It states thatthey were mulattoes,
that they feh close to the Friersons, and that hisfather had managed to purchase his own
freedom and that of his moth-er, Lowery's grandmother, before the war, and was in the
process ofpurchasing his wife's freedom when emancipation was proclaimed.
Thenarrative also indicates that his mother was a deeply pious woman,who made the

Lowery household a lively center for training in theChristian life and who prayed that
God would call one of her sons tobe a preacher (which, as Lowery pointed out, meant to
be an exhorteror class leader on the old plantation and not a fully ordained
minister).Lowery alluded to her hope at two points in his story. Thus, apartfrom the
literary style of the set-piece slave narrative, the hope wasprobably significant in his own
educational career, although, givenLowery's silence concerning his family, the point
must be tentativelyadvanced.
At an early age, Lowery became Mr. Frierson's waiting boy andmoved into the
plantation house itself, away from his kin. He took hismeals in the big house, slept on a
little pallet at the foot of the Frier-sons' bed, accompanied Frierson on his business and
social calls, andeven prayed with the Friersons at the family altar. He did play withthe
other slave boys and at times was required to work in the fields;but, as Lowery readily
admitted, he was "something of a privilegedcharacter." Obviously cut off from the
culture of the quarter communi-ty and obviously the recipient of consistently kind and
special treat-ment, Lowery experienced an education that was dominated by the instruction of the white household.^^
Virtually all of Lowery's anecdotes recount aspects of the whitepedagogy that he
accepted without reservation. Frierson was a pillar ofthe Shiloh Methodist Church, and
he took his slaves to services andSunday school there at least once a month. In addition,
he also em-ployed a black preacher to instruct them on the plantation. He did
so,according to Lowery, "to keep the slaves—and especially the youngerones—out of
mischief," to ensure their spiritual and moral uplift, andto keep them from desecrating
God's holy day. The preachers Friersonemployed made a "deep impression," if not on the
entire assemblage, atleast on Lowery himself—he was actually able to recall verbatim a
ser-mon he had heard as a boy on the theme that running away was a sinthat could not be
hidden from God.^^
13. Ibid., p. 103.
14. Ibid., pp. 70, 80.
Lowery's account of "life on the old plantation" was doubtless agood deal rosier than the
actuality, even assuming that Frierson was amodel slaveowner. But there is no reason to
discount his narrative com-pletely as mere exaggeration. Lowery was only too aware
that Friersonwas not a typical master and that he himself was not a typical slave,and
indeed that, despite Frierson's continuing efforts, others among theslaves stole, ran away,
and even murdered. The narrative simply atteststo the power of white pedagogy when it
was not undermined, either byanomalous white cruelty or by contradictory black
teaching. In fact, itis a poignant irony that shortly after emancipation Lowery was
actuallybeaten by Frierson's son for becoming too "frolicsome" during thecourse of some
work in the fields, with the result that Lowery left theplantation in a rage to work with

his father on a rented farm nearby. Itwas then, at the age of sixteen, that he began the
academic odyssey thatled to an influential career in the Methodist Episcopal church.^^
Interestingly, when Lowery first made known to his father his de-sire to obtain some
schooling, his father promptly enrolled him in anew school that had just been opened in
Sumter District through thegenerosity of a New England philanthropic organization. The
fatherthought that schooling would be a fine adjunct to work on the farm, butthat "work
should be first in importance." The son, starting from thebeginning with the alphabet but
finding the experience exhilarating,found that doctrine "very distasteful" and promptly
ran away and ob-tained a job with the railroad. The father waited until the end of
themonth and then claimed the son's wages, as his parent. The son soonreturned home.
But the father, rather than proceeding to break his will,acquiesced in his aspirations and
resolved to assist him in his efforts.^^
Meanwhile, a seminary named Baker's Institute had been estab-lished in Charleston in
1865 with the express purpose of trainingyoung men for the ministry. One of the first to
enter was a resident ofSumter District named Joseph Woff'ord White. White in turn
convert-ed Lowery, helped him to obtain a license to exhort in 1868, and thenfacilitated
his entry into Baker's Institute. Now sponsored by the SouthCarolina Conference,
Lowery subsequently attended the WesleyanAcademy in Massachusetts, taught school
for a time in Sumter, won or-dination, married, and then proceeded through a series of
pulpits of in-creasing regional significance, from Summerville (near Charleston), to
15. Ibid., p. 105.
16. Ibid., p. 19.
Greenville (in the northwest part of the state), to Charleston, to Aiken.He contributed to
the columns of the Witness, a church publication; hereceived a master's degree from
Claflin University; and he became anacknowledged leader of the church in South
Carolina.
Lowery had experienced a profoundly different education fromStroyer's; yet each had
emerged from the slave experience with a suffi-cient sense of personal integrity and
aspiration to make effective use ofeducational opportunities that became available after
emancipation.Others among their contemporaries, some of whom appear ephemerallyon
the margins of their accounts, were less fortunate: Josh, the jokesterwho stole from his
fellow slaves; Aunt Betty and Granny the cook, whowere devoted house servants;
Monday and Jim, who were able fieldhands; Cyrus and Stepney, who resisted an
overseer and were lynchedsummarily when the overseer died mysteriously a few days
later. Theeducation of such individuals cannot be detailed and indeed will neverreally be
known; but for that very reason it ought not to be described inoverly simple
generalizations. Slave education was a complex phenom-enon involving different
combinations of white and black pedagogy,transmitted via different configurations of

household, church, andschool; and its impact on the life and character of any given
individualmust be ascertained in its fullest possible particularity, given the data athand.
IV
John McAuley Palmer was born in Kentucky on September 13, 1817,to a family of
British background and Baptist persuasion. He recalledhis father as an omnivorous
reader who "made himself familiar withthe m.eager political literature of the day and
became an admirer anddevoted adherent of Mr. Jefferson." He recalled his mother as a
wom-an "of the old type," who reared the children, cared for the household,and
produced the food and clothing for a family of ten. At the time ofJohn's birth, his father
was a cabinetmaker; but in 1819 he succumbedto the lure of cheap fertile land in the socalled Green River Country ofKentucky and purchased a farm there, so that the family
spent the nextdecade producing substantial crops of corn and tobacco. The elderPalmer
took an active part in local and state politics, keeping abreast ofaffairs via meetings and
newspapers and playing a vigorous role in An-drew Jackson's campaign for the
presidency—John even rememberedhim carrying a hickory bush to the polls on election
day in 1828 as a
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"sign of his faith." John's father was also a man of considerable cour-age and
independence of spirit. In a region where whiskey was not onlyubiquitous but the
symbol of good hospitality, the elder Palmer took thepledge of temperance after perusing
a volume of discourses by LymanBeecher. And in a region where slavery was not only
customary but animportant element in the agricultural economy, he resisted the efforts
ofa patrol to search his premises during a time of considerable agitationover the
possibility of a "rising." However courageous, his actionbrought suspicion upon the
family, and in 1831 the decision was madeto depart for the free soil of neighboring
Illinois. In the spring of thatyear, the elder Palmer purchased a farm in Madison County,
directlyto the east of the burgeoning city of St. Louis, and shortly thereafter thefamily
made the move.^'
John Palmer was fourteen when he arrived in Illinois. He had at-tended the district
schools of Christian County, Kentucky, which hadproffered "the essential branches of
education as they were then under-stood—reading, writing, and arithmetic as far as the
'Rule of Three,' "and he could scarcely remember a time when he could not read. But
hismost significant early education had come from the household, as thefarm had been
worked, the necessaries of life produced and procured,and the political questions that
agitated the locality discussed and decid-ed upon. By his own reports (and a cursory
biographical study bearsthem out), his father's independence of mind and spirit proved
exem-plary: throughout his life John Palmer would go his own way, fre-quently in the
face of sharp and sustained criticism and occasionally atconsiderable personal and
political cost.^^

Once settled in Illinois, John helped with the farm—his responsi-bilities doubtless
increased since his mother died shortly after themove—and worked at odd jobs in and
around the neighborhood. Some-time around the age of sixteen, his father offered him
"his time," thatis, release from the customary condition of service within the
householduntil the age of twenty-one, and John decided to obtain additionalschooling at
Shurtleff College, the manual labor school that had beenfounded at Upper Alton, Illinois,
by the Reverend John Mason Peck.There followed a five-year period in which young
Palmer alternatedbetween work, school (Shurtleff College), and school-cwm-work.
Theskills necessary for his various jobs, which ranged from mixing mortar,
17. Personal Recollections of John M. Palmer: The Story of an Earnest Life (Cincinnati:
TheRobert Clarke Company, 1901), pp. 2, 14, 8.
18. Ibid., p. 4.
to building roads, to selling clocks, to teaching school, were learned viainformal
apprenticeship. But the educational importance of the periodwas surely elsewhere; for it
was during these years that Palmer boughthimself a copy of Blackstone, formed an
initial resolve to become a law-yer, and met Stephen A. Douglas in a boardinghouse
while on the roadselling clocks. Douglas was running for Congress at the time, and
thetwo men formed a friendship that was to prove valuable and enduring.But the
relationship was educationally significant because Douglas fur-nished a ''brilliant
example" that "changed the current of Palmer's life,and gave him fresh courage, impetus
and determination to become alawyer." ^^
Interestingly, the process of becoming a lawyer involved Palmer inthree significant
educative relationships. The first was with his olderbrother, Elihu, with whom John had
initially gone to Shurtleff Collegeand who had subsequently entered the ministry as a
Baptist preacher.Palmer described him as a remarkable man, bright, industrious, athletic, and musical, and possessed of a natural mechanical skill and a greatflair for
languages. Elihu had married, established a household, andbuilt a congregation in
Carlinville, and, once John had resolved seri-ously to study law, he accepted his brother's
invitation to reside in hishousehold while he served his apprenticeship in the law office
of one ofhis brother's friends. Residence with Elihu was surely influential
instrengthening John's intellectual independence: he recalled Elihu as"profoundly
sincere in his opinions upon all subjects," earnest in hisdoctrinal beliefs, and opposed to
slavery and all forms of human op-pression "with an intensity that almost amounted to
fanaticism." Thelively interest in politics that had suflfused the Palmer household
inKentucky continued to suffuse the Palmer household in Carlinville.^®
The second educative relationship was with Elihu's friend John S.Greathouse, a
Carlinville attorney who took John into his office as anapprentice. Palmer described
Greathouse as a "well-read lawyer," whogave him Blackstone's Commentaries to read,
along with Coke onLittleton (with the notes of Francis Hargrave and Charles Butler)

anda one-volume edition of the Illinois Supreme Court reports. In addition,Greathouse
opened his library to the young apprentice and therebymade available, not only
Blackstone and Coke, but also Lord Ray-mond's reports of cases in the courts of King's
Bench and Common
19. Ibid., p. 15; and History of Macoupin County, Illinois . . . and Biographical Sketches
ofSome of Its Prominent Men and Pioneers (Philadelphia: Brink, McDonough & Co.,
1879), p. 90.
20. Palmer, Recollections, p. 18.
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Pleas, Sir Francis Buller's introduction to the law related to trials atnisi prius, Thomas
Starkie's and Leonard McNally's treatises on evi-dence, and Joseph Chitty's treatise on
pleading. Finally, Greathouseencouraged Palmer to earn a few dollars by preparing
deeds, examin-ing land titles, and appearing at the bar as counsel for the defense in
anassault case, which he won, incidentally, despite a good deal of evidencein support of
the plaintiffs case.^^
The third educative relationship was with Douglas, who was inSpringfield when Palmer
went there in December, 1838, to obtain a li-cense to practice law and who not only
sponsored the young candidatebefore the bar but also served as one of his examiners.
Douglas was ex-traordinarily kind to Palmer at this time, or so at least Palmer remembered, and impressed him as well by delivering a vigorous commentabout the need for
lawyers to collect their fees while examining him forthe bar. Because the relationship
was more intermittent than the onewith Greathouse, one cannot argue that Douglas was a
mentor, but hisinterest in Palmer, as well as his example, doubtless helped the aspir-ing
young lawyer to recognize his own potential. During his visit toSpringfield, perhaps
through the good offices of Douglas, Palmer alsomet a young attorney by the name of
Abraham Lincoln. And this "tall,long, bony man," who entertained his audiences with a
speech "thatwas full of logic, anecdote and common sense," became a lifelong friendas
well as his colleague at the Illinois bar.^^
Palmer had enjoyed the advantage of a number of terms of school-ing, first in the district
schools of Christian County, Kentucky, andthen at Shurtleff College; but the essence of
his education was self-in-struction. Even his own description of his study in
Greathouse's officesuggests this:
I read carefully, with a glossary of law terms, and made full notes. I did not inmy notes,
as a rule, merely quote the language of the authors I read, but myeffort was to grasp the
subject and state it in my own language; my conceptionof the meaning of what I read
was often inaccurate, but I think on the wholethe method I adopted was preferable to any
other. It promoted brevity andterseness, and aided systematizing the knowledge

acquired; and I think my ex-perience justified me in saying that knowledge of the law,
acquired by thismethod, is much longer retained and more easily and intelligently
applied topractical use, than it can be when the student merely masters words of his author or instructor. I may add here . . . that it is essential to a successful study of
21. Ibid., p. 27.
22. History of Macoupin, p. 90.
the law that the student should master the history of the people with whomlaws
originate. Laws are but expressions of the feelings, habits and necessitiesof mankind,
and can only be understood by a thorough familiarity with theirhistory, and of their
applications and uses. I read English history and Reeves'History of the English Law with
great profit.
Palmer's self-instruction was not limited to the law, however. Initiallya poor public
speaker, owing to a stammer which he had suffered fromboyhood, he was able to
overcome the handicap through a systematicprogram of self-study, self-training, and
self-discipline.^^
Finally, given the fact that Palmer sought and succeeded in a careerin politics, the
learning that derived from observation must be noted inconsidering his continuing
education. The only school of politics on thenineteenth-century frontier was the school
of experience. Palmer losthis first election in a campaign for a county clerkship in 1838,
but hewon his second in a campaign for a probate judgeship in 1843. There-after, he
went on to the state senate, became an influential member ofthe Illinois Democratic
Party and then of the newly founded Republi-can Party, was subsequently elected to the
governorship of Illinois andthen to the United States Senate, and in 1896 even ran for the
presi-dency on the ticket of the Gold Democrats (he attracted only 130,000votes). He
also mounted a military career during the same period, rais-ing a company during the
Mexican War and serving as its captain, andthen raising a regiment during the Civil War
and serving as its colonel(he subsequently rose to the rank of major general). At a time
whenAmerican military arrangements were rooted essentially in the militiasystem,
technical competence in military affairs took second place to thepolitical competence
associated with leadership, so that in Palmer'smilitary as well as his political career a
continuing self-education in thearts of organization and persuasion was vital to success.
Sadly, how-ever, in both careers the stubborn and courageous independence Palmerhad
learned in his father's and his brother's households set a ceiling onhis success. His
biographer called him a "conscientious turncoat," indi-cating the shifts of opinion and
allegiance he found himself constantlyforced to undergo in the interest of principle. It
was a style that he hadlearned early and practiced constantly and that in the end was seen
bythose close to him as the most authentic and enduring mark of his char-acter.^*
23. Palmer, Recollections, pp. 27-28.

24. George Thomas Palmer, A Conscientious Turncoat: The Story of John M. Palmer,
1817-1900 (New Haven: Yale University Press, 1941).
What we know of James Henry Magee comes largely from anautobiography entitled The
Night of Affliction and Morning of Recov-ery, published in 1873. The work is a
potpourri of reminiscence, reflec-tion, documentation, and preachment, with the central
theme being thetriumph over adversity that the author managed to achieve with
thecontinuing assistance of God. Magee was apparently deliberately poi-soned as a boy
by a disaffected friend of the Magee family who hadbeen refused a loan by Magee's
father. The result had been a dreadfuldegenerative disease that had incapacitated Magee
for sustained periodsof time but that he had transcended with the help of faith, family,
andfriends. By his mid-thirties, when the autobiography was written, hehad come out of
the long "night of affliction" and was enjoying the firstglow of the "morning of
recovery."
Magee was born on June 23, 1839, in Madison County, the samecounty where the
Palmers had purchased their farm after deciding toleave Kentucky in 1831. His parents
were natives of Kentucky. His fa-ther, a pork-packer by trade, had been born free; his
mother had beenborn into slavery and had been purchased from her master by her husband-to-be before their marriage. The young couple had then moved toIllinois, where
they had been able to rent a farm in Madison Countyand start a family. Young J. H.
Magee (called Henry by his parents)spent his first years on that farm and helped work it
with the othermembers of his family. Later, around 1845, when his brother
Samuelmarried and purchased a farm in Macoupin County (near the town ofShipman),
Henry went with several of his brothers to serve as "prairiebreakers" in readying the land
for cultivation. Eventually, the entirefamily resettled on that homestead. The warmth and
camaraderie of theMagees shine through the early pages of the autobiographical
account,as do the diurnal tragedies of life on the frontier, particularly the sud-den death
of his brother Lazarus when the wind blew over an oak treeunder which his mother had
placed him while she worked and the lin-gering death of his sister Elizabeth, who had
been "a constant suff"ererboth in body and mind." Equally important, the autobiography
speaksdirectly of the care and nurturance of Magee's mother, whose devotionseems to
have sustained him through his long periods of illness follow-ing the poisoning.^^
25. J. H. Magcc, The Night of Affliction and Morning oj Recovery: An Autobiography
(Cin-cinnati: published by the author, 1873), pp. 16, 20.
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Magee began his schooling with his brother Alfred in a districtschool after his father had
gone personally to the teacher, a Mrs. Tun-sil, to make the arrangements. Then, along
with the other children, heattended a ''colored school" on the east side of Samuel
Magee's farm.And then, "for some considerable time," he was sent to the
nearby"Brooklyn district school." After a while, however, some of the whiteparents

complained to the school trustees about their children having toattend school with
blacks, and the trustees concluded that it would bebest, "for peace sake," as Magee put it,
if the Magees withdrew theiryoungster. Almost as soon as he was withdrawn from the
Brooklynschool, a new school was established by a white woman with a specialinterest
in teaching black children, and Henry went there for a half-year, after which he was
"detained at home to attend to duties connect-ed with the farm." With the exception of
the particular problem of raceencountered at the Brooklyn school, it was a typical
frontier experienceof irregular, intermittent schooling, involving a variety of teachers at
asuccession of different institutions.^^
Henry was fourteen when he was poisoned, and the months imme-diately thereafter were
a nightmare of physical pain, despairing treat-ment by a succession of physicians, and
near brushes with death. Nev-ertheless, Magee slowly regained his strength under the
constantministrations of his mother, and in 1855 he was sufficiently strong toundergo
conversion and join the Piasa Baptist Church and then to gowith his brothers Alfred and
Samuel—Samuel and his wife had visitedthere earlier—to Racine, Wisconsin, where
they were welcomed to theintermediate department of the local high school as the only
blacksamong three hundred scholars in attendance. They studied English,mathematics,
and mental and moral philosophy under teachers whotook a special interest in them; they
attended the Sunday school of theFirst Baptist Church; and they joined in the social
activities of the Be-nevolent Society of Racine. After remaining some six months,
thebrothers (and Samuel's wife) returned to the family homestead in Ma-coupin.
Up to this time, Henry had lived all his life within the supportiveambience of the Magee
household or with siblings. It was only after thesojourn in Racine that he began to
venture forth on his own. He took ajob as a schoolmaster in the town of Jerseyville,
some ten miles fromShipman, where an uncle named P. S. Breeden had established resi26. Ibtd., pp. 17-18.
dence; but while there he chose to live in a boardinghouse rather thanwith his uncle's
family and, in his own words, made it his business toadd to his stock of knowledge by
studying what he had not previouslyknown. Later, he taught at a district school in Ridge
Prairie, whichwas somewhat nearer to the Magee homestead and, under the tutelageof a
man named Davis, learned the rudiments of Latin. During thistime in Ridge Prairie,
Magee also experienced the call to preach andresolved to enter the ministry. He was
ordained at the Piasa BaptistChurch in the spring of 1863, and in September of that year
he wascalled to the pulpit of the Salem Church in Wood River, near Alton. Ayear and a
half later, he moved to the pastorship of the Baptist Churchin Toronto. By then, the
unquenchable thirst for further formal educa-tion that he had come to feel was an
absolute necessity for the properperformance of his ministerial duties was clearly in
evidence. Duringthe first months of his stay in Toronto he employed a tutor to assisthim
in his studies of the Latin language and literature, and later, overa two-year period, he
attended the Toronto Grammar School. Theprogress he was able to make there equipped

him for the culminatingstage of his formal education, attendance at a theological
seminary.
"When I first began to preach," Magee recalled in his autobiogra-phy, "I had an
unsatisfying [sic] desire to see Spurgeon, the great Lon-don Baptist Minister. And I have
often sat down at home with my dearmother, and read portions from Spurgeon's
sermons, and said, 'Mother,I do wish I could see and hear Mr. Spurgeon.' My mother was
alwayshopeful and never discouraged her children in any thing that was rightand
commendable. She would say, 'Henry, the Lord may open a wayfor you to go to England
after a while.'" That way opened in 1867.Magee came upon a pamphlet by Spurgeon,
indicating that Spurgeonwas president of an institution called the Pastor's College,
specificallydedicated to the training of young preachers "for the responsible workof
more efficiently preaching the gospel." Magee therefore wrote toSpurgeon, only to learn
that the institution had more applications thanit could possibly handle. Undaunted, he
and a friend named JohnGraves persisted. And, when Graves simply went to England
and man-aged to gain admission to the college, Magee was sufficiently heartenedby his
friend's example to follow suit. Through Graves, he obtained aninterview with Spurgeon
and on the basis of the interview was acceptedfor study. There followed a fascinating
year in which Magee pursuedwork in English, mathematics, ancient and modern history,
geography,the sciences, Greek, Latin, and Hebrew, as well as theology. The
course was tailor-made for each student, and Magee derived a profoundsense of
fulfillment from it. What is more, since the students were en-couraged to preach to the
poor and unchurched of London during thecourse of their studies, Magee found ample
opportunity to make directand immediate use of what he learned. And with the delights
of Lon-don thrown into the mix—its art, its history, its science, and its cul-ture—the
experience was memorable indeed.^^
Magee returned to North America during the summer of 1868,bearing a library of
invaluable theological works given him by Spur-geon. He was greeted on his arrival by
word that his beloved motherwas dying. He rushed home, and, as if symbolically, she
died on themorning of his arrival. It proved, in his words, his greatest loss in theworld.
That same year he married and established his own family andmoved to the principalship
of the Baptist College at Nashville. Thenext year he moved to Alton, as teacher of the
black public school thereand then as pastor of the Baptist Church. And he was called the
fol-lowing year to the pulpit of the Union Baptist Church in Cincinnati.From that base,
he enjoyed growing influence, in politics, as editor of ablack newspaper, in
entrepreneurship and benevolent activity, and asfounder of the Illinois Colored Historical
Society.
Though there were crucial differences, the similarities in the educa-tional biographies of
Palmer and Magee are particularly worthy ofnote. They transcend the confines of race or
ethnicity and they patentlyillustrate that individuals made their own way, irregularly,
intermit-tently, and indeterminately, through the educational configurations ofthe

nineteenth-century frontier, going back and forth across the perme-able boundaries of
household, church, school, and apprenticeship,largely self-motivated and largely selfdirected. Within institutions andwithout, they encountered others who became
significant educationally,through nurturance, or through exemplarity, or through
facilitation;and, at all points, initiative, stamina, and persistence made
profounddifferences.
William Earl Dodge was the fourth child and second son of David Lowand Sarah
Cleveland Dodge. Both parents were old New Englanders ofstrong Protestant
background. Married in 1798, David and Sarah
27. Ibid., p. 92.
Dodge moved back and forth between New England and New YorkCity during the years
when William was growing up. As a result, Wil-liam did not become a permanent
resident of New York until he wastwenty. But he was in and out of the city as a child, he
held his firstclerkship there, and he learned a great deal about the vagaries of com-merce
from the financial considerations that necessitated his family'smoves.
David Dodge was a dry goods merchant and cotton manufacturer,having early
abandoned a career as a schoolteacher. Originally a clerkin a Norwich, Connecticut,
store. Dodge moved to Hartford in 1802,where William was born three years later. In
1806 a partnership withthe Boston firm of S. & H. Higginson led the Dodges to New
YorkCity, where David established the Higginsons' New York office. In1813, after the
Higginson firm went bankrupt, David Dodge becamethe general agent for the Bozrah
Manufacturing Company and movedhis family to Bozrahville, near Norwich. In 1815
the family returned toNew York, in 1819 they went back to Bozrahville, and in 1825
they re-turned to New York yet again. Two years later, David Dodge retiredand devoted
his remaining twenty-five years to religious and literaryactivities. Like so many of the
families that formed the elite of nine-teenth-century New York, the Dodges were
migrants from New En-gland; and the networks of kin and friendship they maintained,
despitetheir migratory status, were as important in their son's career as theywere more
generally in the formation of the city's business community.
At best, David Dodge must have been a difficult individual to livewith. One of his
daughters wrote of him that he was a man "of highlynervous organization . . . excitable
in temperament—in temper even fi-ery ... An autocrat in his household, he was
nevertheless tender in hisaffections—a devoted husband and father, though oversevere in
paren-tal authority. He had all the elements of popularity; was a
remarkableconversationalist, and a profitable, as well as delightful companion, sothat as
a man he was widely and enthusiastically beloved. Yet, his se-verity in family
government, and his ever-living sense of man's superi-ority over woman . . . made him
more feared than loved in his fam-ily."2«

From birth, William was an alert and energetic child. He playedwith his siblings,
delighted in animals, especially horses, and remem28. Laura Stedman and George M. Gould, Life and Letters of Edmund Clarence
Stedman (2vols.; New York: Moffat, Yard and Company, 1910), I, 6.
bered celebrating the end of the War of 1812 with other boys by writ-ing "Peace!
Peace!" across the walls of New York City. He learned toread and write with ease and
appeared "singularly responsive to reli-gious impressions." As one of William's sisters
later put it, "There wasno effeminacy, no unnatural soberness or sentimentality." Clearly,
Wil-liam Dodge had the potential of following in his father's footsteps.^^
If the strong model provided by David Dodge coupled with the in-nate ability manifested
by William explains a good deal about the earlydevelopment of William's personality,
so, too, does the "sound judg-ment and remarkably good common sense" of Sarah
Dodge, who wasabove all a faithful and pious Christian, William was close to his mother, who provided the warmth, affection, and stability that his fatherwas unable to give.
Most likely, therefore, it was from his mother thatWilliam derived the optimism, the
friendliness, and the good naturethat made him popular as both a child and an adult.^°
Schooling as such was relatively unimportant in William Dodge'seducation. His mother
taught him to read at home and he attended atleast three different schools, one in New
York City, one in Norwich,and one in Mendham, New Jersey, the last presided over by
his mater-nal uncle, the Reverend Samuel Hansen Cox. He also attended churchwith his
family and took an active part in the continuing round ofprayers and religious meetings
that were so central in his parents' lives.But it was the attitudes and values that William
acquired throughmodeling that were the most important elements in his education. Itwas
these that laid the groundwork for the subsequent training that be-came part and parcel
of his entrance into the mercantile community ofNew York City.
When William was thirteen and in his first year at his uncle'sschool at Mendham, the
Merritt brothers, Quaker friends of DavidDodge, opened a dry goods store on Pearl
Street in New York City.Soon thereafter they asked David Dodge to make good a
promise hehad made to let them have William as a clerk. Interestingly, Dodgechose to
leave the decision to his son. The "autocrat," who usually de-cided family matters
without so much as a nod to consultation, wrote tohis son, giving him permission to
accept the Merritts' offer if he sochose. William took the clerkship and thereby made a
definite vocation-al choice, for, as Allan Horlick has pointed out, such a clerkship was
29. D. Stuart Dodge, ed., Memorials of William E. Dodge (New York: Anson D. F. Randolph and Company, 1887), p. 10.
30. Ibid., p. 279.
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the first step on the road to a career as merchant in nineteenth-centuryNew York. In fact,
time as a clerk was to an aspiring merchant whatattendance at college was to an aspiring
minister.^^
William worked with the Merritts for only a year. His duties weremenial: he swept the
store, made the fire, and trimmed the lamps; as hehimself wrote in 1880, he "did the
work now done by the porters." Hewas also responsible for collecting and transporting
the goods bought atauction and for making the necessary inventories. Whatever the
task,however, Dodge performed it with enthusiasm and verve, and managedalso to find
time to socialize with his fellow clerks, engaging in shovingcontests at the post office
and helping to set traps in which strangerssank up to their knees in the slush of Pearl
Street. By the end of theyear, the Merritts were sufficiently pleased with William's work
topresent him with a "massive, old-fashioned, double cased bracket [sil-ver] time piece,"
which he wore proudly for years.^^
William left the Merritt concern in 1819. His father was sufferingfinancial problems and
he thought it would be helpful if he returned toBozrahville to clerk in the country store
adjacent to his father's cottonmill. Once in Bozrahville, he performed duties similar to
those he hadcarried out for the Merritts, although in Bozrahville he had more
directexperience with customers than had been the case in New York. In-deed, he
became such a popular salesman, especially with women, thatmany of the farmers' wives
who visited the store would not dismountuntil William was free to help them. By the
time he was eighteen, Wil-liam's knowledge of business had become sufficiently broad
so that hewas trusted with going to New York City to buy the complete stock.
It was also during this period that William underwent religiousconversion. Both of his
parents were deeply pious, and his father wasan active evangelist. In fact, the
Bozrahville mill and store were thescenes of constant revivals. Given this context, it
would have been diffi-cult to remain outside the fold. In any case, the conversion itself
repre-sented a turning point in William's life. By temperament an energeticperson who
set exacting standards for himself, Dodge apparently be-came more self-assured and
self-accepting. The routines of his life re-mained vigorous, but the demands inherent in
those routines seem tohave become less harsh because they were increasingly
internalized.
31. Allan Stanley Horlick, Country Boys and Merchant Princes: The Social Control of
YoungMen in New York (Lcwisburg, Pa.: Buckncll University Press, 1975).
32. Carlos Martyn, William E. Dodge: The Christian Merchant (New York: Funk &
Wag-nails Company, 1890), p. 35; and Dodge, ed., Memorials of Willuxm E. Dodge, p.
23.

William was no longer a boy attempting to play the merchant role; hewas a young man
becoming a merchant.
Once William had joined the church—he was seventeen when hedid so—his life took on
a new economy of purpose. He married Melis-sa Phelps, the daughter of old family
friends, and with his father's as-sistance went into the dry goods business on his own.
Eleven years lat-er, he dissolved his firm to join his father-in-law in what becamePhelps,
Dodge & Company. He had already had the best training amerchant could have—
experience at every level of business and the re-sponsibility of running his own firm—
and he was ready for the widerscope that the international metals trade provided.
Dodge's rise was notfrom rags to riches, nor was it accomplished solely on his own
initia-tive. Pushing ahead was not countenanced in the nineteenth-centurymercantile
community, while hard work and personal sponsorshipwere, and Dodge's initiation into
business conformed to the expecta-tions of his time.
Dodge flourished in the role for which he had been educated. De-spite the cyclical
depressions of the era, the business of Phelps, Dodgeincreased and diversified. Dodge's
share in the partnership expandedwith his responsibilities. And so, too, did his allimportant Christianduties. Dodge was a founding member of the New York Young
Men'sBible Society and the New York City Mission and Tract Society. Al-though all
these activities proved mutually reinforcing and enhanced hiscontinued personal
development, a trip to the South that Dodge madewhen he was thirty-five precipitated a
period of searching self-doubt.He had gone South to settle the firm's relationship with a
New Orleanscommission house, and his travels provided his first direct
acquaintancewith the plantation system. The loneliness and discomfort of the
tripcombined with the exposure to a way of life that seemed largely alienheightened his
abhorrence of "the curse of slavery." More importantly,perhaps, the trip afforded an
opportunity to reflect on the direction ofhis life. In the future, he wrote to his wife, his
duties to God, family,the church, and the world would not be disregarded. "While I have
noidea of slighting business," he concluded, "I will not hereafter under-take more than I
can attend to without neglecting other and more im-portant things,—and of this, by the
assistance of God, I intend to be myown judge."^^
Dodge returned to New York with a renewed sense of calling. As a
33. Dodge, cd., Memorials of William E. Dodge, pp. 28, 34.
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businessman he became more of a mercantile capitalist than the mer-chant-manager he
had been. He was an early and large investor in rail-roads and often lent his capital to
smaller, struggling businesses inwhich he had an interest. As a politician and
philanthropist, he also in-creasingly served as a spokesman for the New York mercantile
commu-nity. His colleagues sent him to Congress in 1864 and elected himpresident of

the Chamber of Commerce for eight consecutive years. Andhis work for the Board of
Indian Commissioners, the American Boardof Commissioners for Foreign Missions, the
General Assembly of thePresbyterian Church, the Evangelical Alliance, and the
temperancemovement simply represented an extension of his responsibilities as
a"Christian merchant." To the end of his long life, he worked energeti-cally to fulfill his
messianic dreams.^*
If Dodge's life was a study in coherence and integrity, the life of hiscontemporary
Michael Walsh was a study in anomaly. Walsh servedthree terms in the New York State
Assembly and a term in Congress aswell; but he also served two terms as a prisoner on
Blackwell's Island.He was a sincere champion of the common man, but he was also
anegotistical demagogue. He was an outspoken opponent of backroompolitics, but he
organized a political gang into a genuine challenge tothe power of Tammany Hall. Yet
the anomalous elements in the char-acter of this radical democrat who fancied himself a
latter-day Napo-leon should not obscure the more consistent qualities of the man—
hisflair for the dramatic, his drive toward independence, his fascinationwith power, and
his chronic inability to sustain commitments. To a de-gree, Walsh was characteristically
American; in fact, the early stages ofhis education call to mind the education of
Benjamin Franklin. But ifFranklin's education exemplifies the distance genius can travel
on itsown, Walsh's illustrates the limitations of such an odyssey for lessermen.
The facts of Walsh's early life are unclear. Some accounts give thedate of his birth as
1810, others as 1815. All agree that he was born inIreland, though the exact place of his
birth has not been established.Even the age at which he came to New York City remains
uncertain.All that can be said with confidence is that Michael Walsh was born inIreland
during the second decade of the nineteenth century and soonthereafter came to New
York City with his mother, Ellen Keefe, to joinhis father, Mike Welsh [sic], who had
settled there sometime earlier
34. Martyn, William E. Dodge: The Christian Merchant.
and become the proprietor of a mahogany yard and a furniture store.
The outhne of Walsh's early education is equally sketchy. He grewup in a large family—
there were probably five brothers and sisters—and attended St. Peter's, the city's oldest
Roman Catholic school. Some-time between the ages of ten and sixteen, he was
apprenticed to a lith-ographer, though he quickly broke his indenture and ran away
toPhiladelphia. He subsequently returned to New York to resume histraining but soon
made off again, this time for the South. In Florida heapparently took part in a brief
military campaign against the Indians;and in New Orleans he supported himself (and
contributed to the sup-port of his family) through various kinds of manual labor,
includingwork as a cabin boy, deck hand, and fireman on a variety of Missis-sippi river
boats. In 1839, Walsh returned to New York City, to be-come a printer, a newspaper
reporter and editor, and, above all, a poli-tician.

Walsh's later writings and speeches permit one to add some flesh tothis skeletal account.
He announced one day in Congress, for example,that he had left St. Peter's School, not
because he was sent to work, aswere so many Irish youngsters, but rather because "I got
turned out."Similarly, he proudly explained in an article he published in the Aurorathat
he had abandoned his job as a lithographer's apprentice because"then I was a boy—a
small, poor, devil-may-care kind of runaway boy,whose very soul recoiled at restraint—
who preferred leaving a goodhome, and sleeping in outhouses at lumberyards, half
starved to beingbound out as an apprentice." Walsh was apparently a rebellious youngster of independent spirit, who could learn more in a shop than in aclassroom and more
again in the world at large. At the lithographer'sestablishment he had been able to find
Charley Soran, "the poet," whobecame his "sincere friend" and probably his tutor in
prose as well aspoetry. In the course of his travels, he had been able to discover what
hecalled "the knowledge ... of human nature." Ijideed, "the blackguard"(policeman) who
had "insolently driven" him from the steps of theBank of the United States in
Philadelphia provided Mike with his firstlesson in politics. The incident was to "prey
upon" him for many years,he later wrote, and it was to this one incident that he always
returnedwhen asked to explain his opposition to the Bank and to all that it rep-resented
in terms of privilege, monopoly, and wealth.^^
35. U.S., Congress, House, Congressional Globe, 33d Cong., 1st sess., 1854, XXVII, pt.
2,1231; and Sketches of the Speeches and Writings of Michael Walsh Including His
Poems and Cor-respondence Compiled by a Committee of the Spartan Association (New
York: Thomas McSpcdon,1843), pp. 82, 86, 56, 83.
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Mike Walsh's education, then, even as a child, came primarily fromhis own observations
of the v^orld around him, as weW as from w^hat hecould learn by way of skills and
knowledge from the men he counted ashis "sincere friends." As a congressman, he
argued that "a man can bea man without being drilled through college. It is far better to
know themen among whom one lives, than to know of men who have been deadthree
thousand years," and he also stated that he "would not barteraway all the practical
knowledge I have received in lumber and ship-yards for all the Latin that was ever
spoken in ancient Rome." Hiseducation did not nurture intellect, but it bred an acute and
worldly in-telligence, deriving from a remarkable ability to learn from observationand
reflection.^^
One is not born independent, one learns the quality; and, duringthe early years of his
education, Mike Walsh's father was very muchhis model and his guide. A veteran of the
Irish rebellion of 1789 who, ithas been claimed, was rather eccentric in his political
opinions, Welsh[sic] was the major source of his son's early education. The storiesyoung
Mike heard at his "father's fireside" were more than likely theinitial stimulus for his
extraordinary powers of imagination and mayalso have influenced his unusually apt and
colorful use of language. Be-yond that, Mike Walsh lived his independence—he would

not, for ex-ample, apply for American citizenship because he thought the govern-ment
was insufficiently republican—and his son sought to follow hisexample.^''
When Mike Walsh returned to New York in 1839, he achieved hismaturity. In that year
he married Catherine Wiley (Riley?), thus cross-ing the traditional divide within Irish
society between youth and adult-hood. In the following year, he organized "The Spartan
Association,"an anti-Tammany club of radical young democrats, thereby giving no-tice
that he was ultimately a politician, even if a journalist and printerby trade. And in 1842
he founded a short-lived newspaper, The Knick-erbocker, thereby creating a vehicle
through which he could expresshimself fully and freely on the causes that stirred his ire.
During thenext few years, Walsh was in and out of public office (1846, 1847,18521854), as he was in and out of jail (1843, 1846) on charges of as-sault, battery, and libel.
He occasionally edited his own newspapers—the Subterranean, which ran intermittently
in the 1840's, was the most
36. U.S., Congress, House, Congressional Globe, 33d Cong., 1st scss., 1854, XXVIII, pt.
2,1231.
37. Sketches, p. 55.
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important of the journals he issued—and he occasionally wrote for oth-er papers.
In the early years of his political career, those during which he be-came "intimately
acquainted with every hole and corner from the Bat-tery to Dry Dock, and from
Washington Market to Harlem," becausehis "beat" was all of Manhattan, Walsh was able
to understand, to ar-ticulate, and to organize the wide-ranging resentments of a
significantsegment of New York's workingmen and mechanics. The Spartan Association, which was originally formed at The Comet, a Mott Streetpublic house,
although Dunn's Sixth Street Hotel later became itsheadquarters, never put forward a
coherent program. But Walsh'sstatements of the Spartans' accomplishments, however
inflated, illus-trate how shrewd he could be in identifying the local issues that
wereimportant to his constituency.^®
Walsh was drawn to the bars and saloons of New York because itwas there that he and
his "boys" felt at home; and it was for essentiallythe same reason that he was also drawn
to the city's printshops andeditorial offices. His geniality and facility with language
allowed him tomove easily between those two nerve centers of the city's political life.In
fact, one of the more important reforms he suggested, the establish-ment of a
government printing office to publish authorized copies ofcongressional speeches,
testified to his appreciation of the degree towhich newspapers influenced what the public
knew and thought, aswell as his sense of the advantages, at least for the outsider, that

wouldaccrue from having information with which to challenge the reportingof men like
Horace Greeley, one of his favorite betes noires.
Walsh's effort to use newspapers to gain power was surely educa-tive for him, whatever
its effects on his readers. To report the news, hehad to investigate; to persuade his
readers, he had to sharpen his rhe-torical skills. And, beyond these technical advances,
his work alsoforced him to extend his "beat" beyond Manhattan. It was as the Au-rora's
correspondent that Walsh visited newspaper editors all along theroute from New York to
Washington; and it was as the partner ofGeorge Henry Evans, a leading mid-century
agrarian reformer who fora time merged his paper, the Working Man's Advocate, with
Walsh'sSubterranean, that Walsh attended a workingmen's convention in Bos-ton,
traveled to Lowell to speak to the factory women and agitate forlabor organization, and
visited Brook Farm. What Walsh learned from
38. Subterranean, February 28, 1846.
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all this is not clear. At the least, he probably garnered tidbits of infor-mation for his stock
of knowledge; at the worst, he confirmed his in-creasingly self-destructive sense of
personal importance. However thatmay be, over time, though the balance was always
precarious, Walshbecame less interested in the problems of the workingmen and more
in-terested in himself. At the outset, though scarcely above securing aspeaker's platform
by physical force, Walsh had tended to seek atten-tion and power by discussing issues.
As the years passed, however, hesought it more and more by posturing. He was furious
with his follow-ers, for example, when in 1846, after he had been sentenced to a sixmonth term in the penitentiary, they persuaded the governor to havehim released four
months early, in June. He had wanted to serve hisfull sentence, so that his martyr-like
return to New York could be madein the autumn, on the eve of the November election.
Similarly, his at-tempted resignation from the New York State Assembly in 1847
madeno sense whatever. Since it had not been tendered in writing and there-fore could
not be accepted, the action was apparently nothing morethan a crass bid for public
notice. Ousted from political life in 1854,when it was revealed that he had never become
an American citizen,Walsh simply disintegrated. When George Steers, a wealthy shipbuilder, commissioned him to go to Russia to obtain contracts to con-struct vessels for
the Russian navy, Walsh cavorted through Europe, re-turning to New York as a penniless
steerage passenger, without everhaving reached his appointed destination. And, when he
was founddead in an alley on March 17, 1859, he had last been seen leaving abar at 2:00
a.m., more than a little drunk.
Michael Walsh was a gifted autodidact, who made a genuine con-tribution to the
political life of New York City. As one historian hasargued, the years that followed his
death, ushering in an era of Tam-many corruption and boss rule, could well have used
more such men to"lift the lid from the city's political stench-pots and let the fresh air

in."Unfortunately, however, Walsh did not learn to use power effectivelyor in the longrun interest of the people who gave him their allegianceand their votes. Beyond his
inclination to drink himself into incoher-ence, he seems to have gone astray because the
drive, the imagination,and the independence that served him so well at the outset of his
careerwere never disciplined and channeled in the service of some worthycause. They
mastered him rather than vice versa, so that the very qual-ities that led him to Congress
led him to Blackwell's Island as well.'*
39. Frank C. Rogers, Jr., "Mike Walsh: A Voice of Protest" (masters thesis, Columbia
Uni-versity, 1950), p. 122.
Chapter 14
CHARACTERISTICS
The benefits which thus result from a liberal system of education and acheap press to the
working classes of the United States can hardly beoverestimated in a national point of
view; but it is to the cooperation ofboth that they must undoubtedly be ascribed.
JOSEPH WHITWORTH
Tocqueville, with his characteristic incisiveness, caught much of thespirit of American
education in the remarkable first volume of the De-mocracy. How was it, he asked, that a
democratic republic had come toexist in the United States? He proposed three "principal
causes": first,the peculiar and accidental situation in which Providence had placedthe
Americans (the fact that the nation had no powerful neighbors, nocentral metropolis, and
the riches of a boundless continent to exploit);second, the laws that created a unique
political system, to wit, a federalform of polity, which combined "the power of a great
republic with thesecurity of a small one," strong local institutions, which limited
"thedespotism of the majority" and at the same time imparted "a taste forfreedom and the
art of being free," and a vigorous judiciary, which re-pressed "the excesses of
democracy"; and third, the customs and man-ners of the people—the entire panoply of
moral and intellectual habitsand ideas "which constitute their character of mind." Of the
three,Tocqueville concluded, the laws contributed more to the maintenance ofa
democratic republic than physical circumstances, and the customs andmanners of the
people even more than the laws. In the end, it was cus-tom that he judged the "peculiar
cause" that enabled the Americans tosustain their democratic republic.^
1. Alexis de Tocqueville, Democracy in America, edited by Phillips Bradley (2 vols.;
NewYork: Alfred A. Knopf, 1945), I. chap. xvii.
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What, then, were the sources of American custom? In Tocque-ville's analysis, the
American character derived from the special com-bination of formal instruction,
informal nurture, and individual self-reflection that constituted the essential education of
the Americancitizenry. As Tocqueville explicated it, the American family provided
arelatively weak education, in comparison with the great aristocraticfamilies of Europe.
American marriages were more freely entered intoas partnerships between equals; and
laws abolishing primogeniturehad reduced the influence of parents on children and
strengthened theinfluence of siblings and agemates on one another. Parental
authorityended earlier and more decisively, with the result that each generationwas left
free to become a new society. And, in place of its traditionalrole as the preeminent
shaper of values, aspirations, and character, thefamily had become a refuge from the
tensions of the political and so-cial world.
Closely related to these changes, and indeed partly in consequenceof them, the public
instruction given by churches, schools, and other in-stitutions for the diflfusion of
knowledge and values took on greater im-portance. The churches, however plural the
particular doctrines theytaught, nurtured certain universal beliefs and values that
provided asolid foundation for the operation of democratic institutions and proce-dures.
The schools, however diff'erent their quality from North toSouth, conveyed not only
literacy but certain elemental notions of hu-man knowledge, the doctrines and evidences
of Christianity, and theprinciples of constitutional government. And the press, however
variedits issue, created and strengthened the voluntary associations—or pub-lics—that
stood between anarchic individualism on the one hand anddespotic majoritarianism on
the other.
Beyond these, there was the larger education that derived from po-litical participation.
"The citizen of the United States does not acquirehis practical science and his positive
notions from books," Tocquevilleobserved; "the instruction he has acquired may have
prepared him forreceiving those ideas, but it did not furnish them. The American
learnsto know the laws by participating in the act of legislation; and he takesa lesson in
the forms of government by governing. The great work ofsociety is ever going on before
his eyes and, as it were, under hishands." In the United States, Tocqueville concluded,
the aim of educa-tion was politics; in Europe, its principal object was to fit men for private life. Thus did education sustain custom among the Americans, viaa continuing
process of cultural recreation as fundamental to a democratic republic as the breaking up of family fortunes and the distribu-tion of political
power.^
For all his incisiveness, Tocqueville had his blind spots, about edu-cation as about much
else. He generalized about the family from themore genteel segments of the middle
class, with whom he spent most ofhis time, and without reference to the gentry of the
South or the immi-grants of the North. He generalized about political participation from
atraditional New England township model, which early and decisivelyimpressed itself

upon his mind as paradigmatically American, but hegave little attention to the impact of
industrialization on New Englandtown life in general or on political participation in
particular. And hedrew his generalizations about Americans as individuals from
whitemales, whatever the disclaimers—and the conflicting evidence—in hischapters on
women, blacks, and Indians. Finally, as has often beenpointed out, Tocqueville
continually confused a democratic ideal that hesaw coming into being with an American
reality that he insisted he wasobserving. Yet, all such qualifications notwithstanding, the
youngFrenchman did capture the central tendencies of American education.Others may
have presented the details more fully and more accurately;Tocqueville, more than any
contemporary, grasped the whole.^
II
Popularization and multitudinousness, in tandem, were the distinguish-ing features of
American education during the nineteenth century. Theymanifested themselves, first, in
the general prevalence of churches,schools, colleges, and newspapers; second, in the
unprecedented develop-ment and multiplication of new educative forms; third, in the
transfor-mation of curricula evident in all educative agencies; and, fourth, in
thecommunity-based character of the institutions that emerged.
2. Ibid.. I, 318.
3. Given Tocquevillc's penchant for theorizing, it is well to point out that all of the
principalphenomena he perceived with respect to American education were also noted
by other foreigncontunentators: by the German diplomat Francis J. Grund in The
Americans, in Their Moral, So-cial, and Political Relations (Boston: Marsh, Capen &
Lyon, 1837); by the Scottish journalistAlexander Mackay in The Western World, or
Travels in the United States in J846 and 1847 (3vols.; London: Richard Bentley, 1849);
by the English geologist Sir Charles Lycll in A SecondVisit to the United States of North
America (2 vols.; New York: Harper & Brothers, 1849); and bythe Polish revolutionary
Adam G. de Gurowski in America and Europe (New York: D. Appletonand Company,
1859). It is also interesting to note the reception given Democracy in America
byTocquevillc's European contemporaries, particularly, in light of his emerging role as a
bellwetherof British liberalism, by John Stuart Mill in the London Review, II (18351836), 85-129, and theEdinburgh Review, CXLV (1840-1841), 1-47.
In the most elemental terms, churches, schools, colleges, and news-papers simply
became more accessible during the first century of na-tional life. In every instance, the
number of such institutions increasedat a rate faster than the population; and, in every
instance, the length,depth, and intensity of the educative experiences they proffered also
in-creased. The expansion v^as not w^holly linear: there were declines forparticular
regions at particular times, for example, in the ratio ofschool enrollment to the total
population of young people in communi-ties that received large numbers of immigrants
during the 1850's, or inthe availability of churches, schools, and colleges in regions

devastatedby military actions during the 1860's. On the whole, however, the ten-dency
was toward a greater popularization of education with respect tonumbers, insofar as
educative institutions were more generally availableand more generally used.
The development and multiplication of new institutional forms fur-ther expanded the
availability of education by making opportunities forteaching and learning more diverse
in method, substance, and timing.Publishers, partaking of the characteristic commitment
to didacticismthat marked the era (didacticism, after all, was good business as well
asgood citizenship), printed materials in a variety of formats that allowedthe autodidact
to pursue instruction according to his or her own fancyand at his or her own pace. An
individual who had been taught some-thing systematically at an earlier age could carry
the effort forward at alater age, while an individual who had missed the opportunity at
anearlier age could initiate it via self-study at a later age. Moreover, ashow-to-do-it
materials diversified in substance and approach, from theinformal advice columns of
newspapers to formal textbooks systemati-cally explicating various subjects, a widening
range of learning stylescould be served and satisfied.
What was true of publishers in these respects was true as well of li-braries, lyceums,
museums, fairs, institutes, and expositions. The op-portunity for education broadened, as
what might have been missed atschool could be obtained at a lyceum, or as what might
have been con-veyed in the family could be superseded by what was taught at an institute. The sheer extent and variety of educational opportunity increasedexponentially, as
more institutions offered more experiences in morerealms to more people. Once again,
popularization with respect tonumbers was enhanced.
Availability, of course, is not synonymous with use. Educative agencies reached out to ever larger and more varied clienteles with evergreater success. And
the success of one institution enhanced the successof another; indeed, the relationship
was one factor in the complemen-tarity that marked contemporary configurations of
education. Churchesand schools conveyed literacy, thereby creating a clientele for
publishersand libraries; publishers printed more, and more varied, materials; andlibraries
made the materials freely or cheaply available, thereby encour-aging the churches and
schools in their efforts to extend literacy. Ly-ceums reached out for participants whose
curiosity about matters cul-tural had been piqued by the schools; lyceums in turn sent
theiraudiences on to the exhibits of museums, fairs, and expositions. Theforces of
popularization in various institutions were mutually reinforc-ing, as each enlarged the
potential clientele of all the others. Yet, grant-ed the upward spiraling of numbers, there
were groups that did not orcould not partake. Some were isolated from the process by
geographicdistance: they lived far from schools, libraries, lyceums, and fairs; theywere
illiterate or semiliterate; and they were able to live satisfactorilyaccording to their own
values without participating in the expandingworld of education. Others were isolated
from the process by what onemight call psychic distance. They may have been within
walking dis-tance of schools, libraries, lyceums, and fairs, but such institutions werenot

part of the world as they perceived it. They were either not movedto participate, or they
felt they ought not to participate because the in-stitutions were for one reason or another
not for them, or they believedthat the price of participation in terms of violence to their
own valueswas not worth the conflict. Some were removed from the process byforce—
slaves or Indians, who were prohibited from learning to read,for example. Some were
removed from the process by tradition—wom-en, for example, who were taught that
higher education was unneces-sary and inappropriate. And some removed themselves
from the processout of principle—Mennonites, for example, who took seriously the
OldTestament dictum that "in much wisdom is much grief." In the end,then, along with
the increasing availability of educative institutions,there was increasing variety in the
use made of these institutions,among diflferent ethnic, religious, racial, geographic, and
social groups,and between the sexes.
Granted differential use by various segments of the population, thelarger and more
diverse clienteles of educative institutions during thefirst century of nationhood
transformed the curricula of those institu486 AN AMERICAN EDUCATION
tions. The churches proffered a more diverse fare, offering under theconditions of
denominational pluraUsm a liturgy to suit every taste;and, even beyond that, they tended
to move tov^ard a more embracingand more beneficent theology capable of attracting as
broad a spectrumof the population as possible. In like fashion, the schools and
collegesproffered a more extensive, more practical, and less intellectually re-strictive
curriculum, for all intents and purposes providing something ofintellectual value to all
who came. And publishers, libraries, lyceums,museums, fairs, institutes, and expositions
proffered materials, lectures,displays, and events designed to entertain while they
edified. In theprocess, the knowledge, attitudes, values, skills, and sensibilities thatwere
the very substance of education were also popularized, pointedlyattracting larger and
more diverse clienteles, which in turn demandedever broader and more diverse curricula.
Groups that could not obtainwhat they desired from extant institutions founded new ones
to providewhat they wanted; and both the extant institutions and the new onesended up
broadening their appeal to attract larger clienteles. Onceagain, however, the trend was
neither universal nor unilinear. Tradi-tional institutions coexisted with new ones, and
indeed on occasion be-came more traditional in the effort to maintain distinctive roles.
Theold and the tried were not necessarily left behind by popularization,since the
multiplication and diversification of the whole number of in-stitutions were as
significant an aspect of the phenomenon as the broad-ening of particular institutions.
Finally, whether public or private in the particulars of their sup-port and control,
nineteenth-century institutions of education tended topresent themselves and in turn to
be perceived as community institu-tions; indeed, in the view of their leaders, the very
fact that they wereeducative institutions made them community institutions.
Particularchurches were seen as private institutions, but churches in general

wereregarded as community institutions. Similarly, schools, academies, andcolleges
were variously supported by tax funds, public endowments,subscriptions, and tuition,
and variously controlled by school commit-tees or boards of trustees; but they were also
regarded as community in-stitutions. And the same can be said for libraries, lyceums,
museums,fairs, institutes, and expositions. Even publishers, particularly newspa-per
publishers, cloaked themselves in the mantle of community service.Horace Greeley and
P. T. Barnum, no less than Lyman Beecher, Hor-ace Mann, and Francis Wayland, saw
themselves and presented themselves to the citizenry at large as public-spirited community servants.With respect to
support, the posture was at the least good business: itbroadened the potential financial
base. With respect to control, how-ever, it had a curiously ambivalent political effect. On
the one hand, ittended to lift education "above the fray." Beecher sought to enlist
all(Protestant) denominations in the campaign to save the West; Mannspoke of
successive generations of men as constituting "one great Com-monwealth" and of the
property of the Commonwealth as "pledged forthe education of all its youth"; Wayland,
like every other college presi-dent of the era, attempted to build an inclusive
interdenominationalfoundation for the development of Brown; and Greeley and
Barnumsought to address the largest possible clientele as self-appointed spokes-men for
that clientele. On the other hand, it also plunged it into themidst of the fray, and indeed
some of the sharpest conflicts of the erawere fought over educational issues. Beecher
was embroiled in continu-ing theological and political controversy during his presidency
of LaneTheological Seminary, as was Mann during his secretaryship of
theMassachusetts Board of Education. Given its popular character, educa-tion was ever
vulnerable to direct confrontations over financing andsupport and intense conflicts over
the substance of the curriculum; be-yond that, it was an important symbolic issue, like
temperance, onwhich communities could bitterly divide precisely because the
stakeswere highest in the realm of principle. It was Aristotle who once re-marked that
when people set out to educate, they invariably have inmind some vision of the good
life, and, since visions of the good life willsurely differ, education is inescapably caught
up in politics. Americansof the early national era were aware of this; in fact, as often as
not,they defined what they were and what they hoped to be in conflictsover the ends and
means of education.*
Given the general tendency toward popularization, where did theUnited States stand
with respect to other nations? The Census of 1850undertook some comparisons with
respect to schooling (using as an in-dex the ratio of students to the total population) and
came up with thefollowing results:^
4. Tenth Annual Report of the Board of Education, Together with the Tenth Annual
Reportof the Secretary of the Board (1846), p. 127.
5. J. D. B. Dc Bow, ed., Statistical View of the United States,. . . Being a Compendium
of theSeventh Census (Washington, D.C.: A. O. P. Nicholson, 1854), pp. 148, 133, 137;

and [HoraceMann], Census of Great Britain, 1851: Religious Worship, England and
Wales (London: GeorgeE. Eyre and William Spottiswoodc, 1853), p. clxxviii.
AN AMERICAN EDUCATION
Ratio of Scholars at SchoolsTO THE Whole Population (1850)
Ratio of Students to
Country

Total Population

Maine

32%

Denmark

21

U. S. (excluding slaves)

20

U. S. (including slaves)

18

Sweden

18

Saxony

17

Prussia

16

Norway

14

Belgium

12

Great Britain (on the books) 12
Great Britain (in attendance

March 3, 1851)

14

France

10

Austria

7

Holland

7

Ireland

7

Greece

6

Russia

2

Portugal

1

That census also included the following comparative data on numbersof churches:
Number of Churches Number of Number of Churches
in
Churches in in

THE United States

Great
Britain

(Population:
23,192,000)

(Population:
Paruamentary
20,817,000)

Great
Britain
in

Census of
1851

BaptistCongregational 9,360

BaptistCongregational 2,489

1,716

3,244

Baptist

2,485

Episcopal

1,461

Anglican

14,078 Congregational 2,960

Lutheran

1,221

Methodist

11,807 Anglican

13,854

Methodist

13,338

Roman Catholic

570

Methodist

9,742

Presbyterian

4,863

Other

610

Roman
Catholic

566

Roman CatholicOther 1,2274,997 Toul

32,798

Other
T^ 1

1.352

Total
Total
30,959
38.183
Thirty years later, in 1880, Michael G. Mulhall undertook a vari-ety of such comparisons
in his statistical study. The Progress of theWorld. With respect to schooling, again
comparing the number of
489
schoolchildren to the total population, the results were as follows:*
1830
1878

GermanyUnited States 17% 17%19
Scandinavia

14

Switzerland

15

Low Countries

16

United KingdomFrance

1513

British Colonies

21

Austria

9

Spain
Italy
Spanish America

87422

Turkey
Russia
With respect to newspapers, the results were as follows:
No. in No. in Tons

Circulation Population

1840 1880 Paper in 1880

in 1880

United Kingdom

493

1,836 168,000 2,000,000 26,000,000

United States

830

6,432 525,000 4,000,000 50,000,000

France

776

1,280 134,000 \

Germany

305

2,350 244,000 '

Austria

132

876

92,000

Russia

204

318

72,000

Low Countries

75

376

40,000

Scandinavia

104

120

30,000

Italy

210

1,124 38,000 1

Spain and Portugal 92

150

10,000 1

Switzerland

54

230

17,000 (

Spanish America 98

850

20,000 ) 6,000,000

Canada

88

340

20,000

West Indies

37

50

5,000

Australia

43

220

15,000 ,

Turkey

8

72

\

Persia

2

-

India

63

644

f

China

4

_

) 30,000

Africa

14

40

Sandwich Islands 1

6

Japan

34

-

)/

3.633 17,348 1,470,000
6. Michael G. Mulhall, The Progress of the World m Arts, Agriculture, Commerce,
Manu-factures, Instruction, Railways, and Public Wealth Since the Beginning of the
Nineteenth Century(London: Edward Stanford, 1880), p. 89.
l.Ibtd., p. 91.
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With respect to book publication, the resuhs were as follows:*
Annual Average of New Works
1826 to 1832 1866 to 1869

Great BritainUnited
StatesGermanyFrance

1,0601,0135,5304,640 3,2202,1659,0957,350

ct to free libraries, the results

were as f<

Number of

Number of

Free Libraries

Volumes

12,243

21,830

(1880)

(1880)

United Kingdom

153

Italy

210

France

350

Switzerland

1,654

United States

164,815

2,500,0004,250,0007,000,000
45,500,000

Mulhall's estimates were gross judgments, with later (and sounder)statistics indicating
that they were sometimes off by as much as 20 per-cent. Yet Mulhall's calculations were
essentially sound in the gross rel-ative positions they assigned to various nations. And
from those relativepositions it is clear that, at least on the basis of accessibility and
use,the popularization of American education had advanced markedly dur-ing the
nineteenth century, with the result that the United States by the1870's could (and did)
boast of having developed what was in many re-spects the most popular system of
education in the world.
Ill
Among the significant direct outcomes of the popularization of educationwas not only a
continuing spread of literacy but a change in the charac-ter of literacy. Literacy statistics
were first gathered in the Census of1840. During that census, as well as the Censuses of
1850 and 1860, themarshals were asked to enumerate the number of persons over
twentyyears of age unable to read and write. Many of the data used were self-reported
and obviously subject to the errors usually associated with such
8. Ibid., p. 92.
9. Ibid., p. 93.
refX)rts of literacy. After all, how likely were people to admit that theywere unable to
read and write? But, as reported, the percentage of illi-terates in the white population
over the age of twenty rose from 9 per-cent in 1840 to 11 percent in 1850 and then
declined to 9 percent in1860. The data for 1840 made no distinctions with respect to sex,
race,and nativity. When these distinctions were introduced in 1850 and 1860,it was
discovered, not surprisingly, that the rates of illiteracy were gen-erally higher among
women than among men, among blacks thanamong whites (though the slaves were
carried as illiterate by definition,and that was by no means the case; literacy may have
run as high as 5percent in the slave community), and among foreign-born than

amongnative-born. In all three censuses, illiteracy was lowest in New Englandand
highest in the South. The Census of 1870 changed the basis of re-porting illiteracy: the
marshals were asked to enumerate in separate cat-egories the number of persons ten
years of age and upwards who wereunable to read and unable to write, with writing (the
more stringent cri-terion) the necessary skill in determining literacy. With blacks
actuallycanvassed rather than arbitrarily defined in large numbers as illiterate,the
percentage of illiterates over nine years of age was 20 percent, withthe figure ranging
from 7 percent in New England to 46 percent in theSouth Atlantic region. The
percentage of female illiterates remainedslightly higher than the percentage of male
illiterates (21.9 percent ascompared with 18.3 percent). The percentage of white
illiterates was11.5 percent while the percentage of black illiterates was 81.4
percent.*"Mulhall included the following data on adult literacy in Europe inhis 1880
survey:
Percentage of AdultsAble to Read and Write
1830 1878
Scotland 80% 85%
Germany 79

88

England 56

77

France

36

70

Ireland

48

66

Italy

25

45

Average 53

70

10. De Bow, ed., Compendium of the Seventh Census, p. 152; and Francis A. Walker,
ed., ACompendium of the Ninth Census (Washington, D.C.: Government Printing
Office, 1872), pp.456-459.

Clearly, the white population of the United States would comparequite favorably with
the countries Mulhall studied in both 1830 and1870. The general population would also
compare favorably, but lessso. Once again, Mulhall's estimates were gross, but more
recent datasupport his suggestion that the American population was quantitative-ly
among the most literate in the world during the first three-quartersof the nineteenth
century."
At the minimum, literacy implies the technical ability to read andwrite. But, once that
minimum ability has been established, there areancillary questions: What sort of reading
and writing, and to whatpurpose? Certainly, a person who simply reads passages from
theScriptures and the liturgy year in and year out but senses little needto read anything
beyond is literate in a different way from one whoregularly reads a newspaper in order to
keep up with public affairs.And, certainly, a person who simply affixes his or her name
to someformal document (as often as not prepared by someone else) on two orthree
occasions during a lifetime is literate in a different way fromone who engages in
correspondence, keeps a diary, or publishes apoint of view on matters of public debate. If
literacy is seen, not mere-ly as a technical skill, but rather as an interaction between an
individ-ual with a technical skill and a particular literary environment, onecan discern
shifts in the character as well as the quantity of literacyfrom one era to another.
By the end of the provincial period, American literacy was clearlyshifting, from a more
traditional inert literacy in which people readthe Bible and a few other works of devotion
and instruction but notmuch else, to a more liberating literacy in which they reached out
toan expanding world of print for information and guidance on privateand public affairs.
Not all Americans participated in the process(blacks and Indians were kept from literacy,
and women were as-sumed not to need it), but more and more did as a growing number
ofreaders (who had learned to read in households, churches, andschools, and via selfinstruction) stimulated an expanding press, whichin turn stimulated the motivation to
read. That shift continued intothe national era as a general trend, though different
segments of thepopulation participated in different ways and some did not participateat
all.
Now, the mere fact of liberating literacy connects with a number
11. Mulhall, Progress of the World, p. 88.
of related phenomena. First, in its very nature, access to printed mate-rials—particularly
those emanating from a variety of sources in a rel-atively permissive atmosphere—can
open people's minds to change, tonew ideas and influences, to new goals and aspirations.
Choices andopportunities are depicted and detailed that simply v^ould not have occurred to kith and kin in the immediacies of oral interchange. Ofcourse, literacy cannot
confer agency, in and of itself; but literacy doeshold the makings of agency, insofar as it
helps people to see beyondthe boundaries of household, parish, and neighborhood. Since
literacysimultaneously systematizes and individualizes experience, it makespossible new

technologies of organization—well symbolized, perhaps,by merchant's accounts—at the
same time as it facilitates the self-con-scious individualization of belief and behavior—
consider, alternatively,the private handwritten letter. To the extent that literacy
rationalizesexperience, it can and often does strengthen the power of extant edu-cative
institutions; to the extent that literacy individualizes experience,it can and does become a
tool for reflecting upon extant educative in-stitutions and criticizing their eff'orts. Third,
in an expanding literaryenvironment, literacy tends to create a demand for more literacy,
bothwithin the same generation and into the next: the newly literate arelikely to desire
more literacy for themselves, for their contemporaries,and for their children.
All these phenomena, already manifest in provincial America, per-sisted and expanded
in national America. Not only did rates of techni-cal literacy increase; the opportunity
and impetus to use literacy alsoincreased. To be sure, some groups used literacy
calculatedly to con-strain—the occasional slaveowners, for example, who taught
theirslaves to read so that they could learn their place more eff'ectively viawhite
interpretations of Scripture, or those factory owners who sup-ported schools for the poor
because they believed a schooled populationwould be a more docile and more efficient
wage-earning population.Even in such instances, however, the constraints were difficult
tomaintain: literate slaves sooner or later came upon the writings of theabolitionists and
literate working people sooner or later came upon thewritings of union organizers.
However that may be, the point remainsthat the literary environment as a whole
expanded impressively duringthe nineteenth century, and with it the opportunity to use
literacy forliberation. Mulhall sensed this when he compared a number of socie-ties
according to the criterion of the circulation of letters per inhabi-tant, with the following
results:
Number of Letters Per Inhabitant
1867 1877

1867 1877

United Kingdom 27

35

Austria-Hungary

6

8

Switzerland

24

30

Canada

6

8

United States

15

19

Spain and Portugal 4

5

Australia

13

18

Italy

4

3

Germany

9

15

Spanish America 1.5 2

Low Countries 9

14

Greece

1.5 2

France

10

10

Russia

.75 1

Scandinavia

7

9

Japan

-

1

Mulhall then went on to perform an intriguing mathematical computa-tion. "If letters and
newspapers be taken as a measure of enlighten-ment," he wrote, "it will be found that
Great Britain and the UnitedStates stand for half the world," the daily circulation being
as follows:
Letters Newspapers Total
United Kingdom 3,000,000 2,000,000 5,000,000
United States 2,000,000 4,000,000 6,000,000
Other countries 5,000,000 6,000,000 11,000,000
10,000,000 12,000,000 22,000,000
However meaningless the sums, in and of themselves, and however eth-nocentric the
definition of "the world," Mulhall's point about the char-acter of literacy in the United
Kingdom and the United States was es-sentially sound.^^
Undoubtedly, the trend toward liberating literacy was the most fun-damental outcome of
the American system of popular education duringthe first century of national life, but it
was an outcome that was closelyconnected to several others. Tocqueville observed that
the object of edu-cation in the United States was to fit men for politics, or public
life,and, at least so far as the white "middling" elements of American soci-ety were
concerned, his observation was well founded. The Americanfamily increasingly limited
its authority by limiting the force, purview,and extent of its education: it reduced its
traditional prerogative in se-lecting occupations, marriage partners, and life-styles; it
created an au-thority structure that demanded less deference of child to adult, in
morecircumscribed realms and over shorter periods of time; and it shared
12. Ibid., pp. 94-95.

more and more of the education of the young with churches, schools,and colleges. All
these other educators, acting in relation to the family,taught, among other things, the
attitudes and skills of agency and par-ticipation. The churches taught not only that all
could be saved but thatall held it within their own powers to achieve salvation. The
schoolstaught a correlative version of patriotism, namely, that all (white) menand women
had roles to play in the life of the Republic and that allowed it to the polity to fulfill
those roles. And the colleges taught anequally correlative version of responsible and
virtuous leadership. In-deed, it was widely held that the churches, the schools, and the
collegesneeded to nurture the necessary altruism and convey the necessary in-formation
for the republican experiment to escape the dangers of crassindividual self-interest.
Further, it was maintained that the experienceoffered within the churches, schools, and
colleges—all, in a sense, per-fected communities—would train young people for the arts
of orderlypublic participation and for the variety of interchanges beyond the fam-ily that
were at the heart of community life. And in that respect it iswell to note that the very
essence of the common-school ideology, aspreached by Charles Fenton Mercer in
Virginia, Horace Mann inMassachusetts, John Pierce in Michigan, and the other "friends
ofeducation" in other states, held that in the common school all wouldmeet as "children"
of a "common mother," namely, the commonwealth,irrespective of differences in social,
religious, ethnic, and class back-ground. All did not, of course, but enough did to make
the ideologymeaningful to a broad spectrum of Americans.'^
In the political sphere the attitudes and skills of agency and partici-pation, articulated by
newspapers and exercised in voluntary associ-ations, including political parties, created
a "can-do" mentality thatstimulated such related phenomena as the commitment to
reform, theidea of a responsive leadership, and the principle of distributive justice.In the
economic sphere, particularly as family agriculture gave way toindustrialism in
agriculture as well as in manufacturing, the attitudesand skills of agency and
participation led to technological invention andinnovation as the rational augmentation
of human efficacy: the phe-nomenon can be seen in the invention of the steel-tipped
plow thatmade the Great Plains arable as well as in the functional organizationof the
American factory so widely commented upon by Europeans in
13. Tocqucville, Democracy tn America, I, 318; and Charles Fenton Mercer, A
Discourse onPopular Education (Princeton, N.J.: D. A. Borrenstcin, 1826), p. 76.
the 1850's. And, in the social sphere, the attitudes and skills of agencyand participation
led to both the ideology and the reality of mobility, asmen and women moved
geographically and occupationally with a free-dom and facility unprecedented in earlier
eras; in the Lowells and theSumtervilles as well as in the Carlinvilles, it was what one
knew aswell as whom one knew and what one owned that conferred a place inthe
stratum widely and vaguely defined as "middle-class."
In all of this, intellect itself was transformed into intelligence. Agen-cy and participation
encouraged and reinforced the utilitarian tendencyin American life and thought. And, as

that utilitarian thrust manifesteditself in education, it focused attention on the role of
ideas in the better-ment of everyday life. Education was pursued less often for its
ownsake and increasingly as an instrument for personal advancement andsocial
improvement. In consequence, as more people were educated inmore functional ways,
science, art, and literature were transformed,along with intellect. For some, these
transformations meant devalu-ation. Thus, the Reverend Sydney Smith, in a muchquoted article inthe Edinburgh Review, sharply questioned the cultural creativity
andworth of the new society:
During the thirty or forty years of their independence, they have done ab-solutely
nothing for the sciences, for the arts, for literature, or even for thestatesmen-like studies
of politics or political economy. ... In the four quartersof the globe, who reads an
American book? or goes to an American play? orlooks at an American picture or statue?
What does the world yet owe toAmerican physicians or surgeons? What new substances
have their chemistsdiscovered? or what old ones have they analyzed? What new
constellationshave they discovered by the telescopes of Americans?—what have they
done inmathematics? .. . Finally, under which of the tyrannical governments of Eu-rope
is every sixth man a slave whom his fellow creatures may buy and selland torture? When
these questions are fairly and favorably answered, theirlaudatory epithets may be
allowed.
And even Tocqueville, who was disposed to praise everything Ameri-can, observed that
America has hitherto produced very few writers of distinction, it possesses nogreat
historians and not a single eminent poet. The inhabitants of that countrylook upon
literature properly so-called with a kind of disapprobation, andthere are towns of secondrate importance in Europe in which more literaryworks are annually published than in
the twenty-four states of the Union puttogether. The spirit of the American is adverse to
general ideas: it docs notseek theoretical discoveries. Neither politics nor manufactures
direct them to
such speculations, and although new laws are perpetually enacted in the Unit-ed States,
no great writers there have hitherto inquired into the general princi-ples of legislation.
The Americans have lawyers and commentators, but no ju-rists; and they furnish
examples rather than lessons to the world.
Yet the question, recognized by few contemporaries, was whether thedomain of
creativity had merely shifted, along with the yardsticks forjudging it. Were not the
intellect and the culture of the new society bet-ter represented by the highly original
essays of Emerson and the spare-ly functional design of clipper ships than by the
blatantly imitative nov-els of William Gilmore Simms or the decidedly stylized
landscapes ofThomas Cole? Few American critics were aware of the shift—
HoratioGreenough and William Dunlap recognized it more than most—butthe shift was
inextricably involved in the popularization of Americaneducation.^*

The attitudes, skills, and sensibilities associated with literacy, agen-cy, participation, and
intelligence were mutually reinforcing and of apiece, and their thrust in American life
was, on balance, in the direc-tion of increasing diversity and choice. The important
phrase, of course,is "on balance"; for there is abundant evidence that families,
churches,schools, and colleges continued to try to form youngsters along particu-lar
lines, and that newspapers and voluntary associations continued topropound particular
ideologies. But one need not deny the fact thatgroups used education for their own
purposes, which could be demean-ing and coercive as well as enhancing and altruistic, to
affirm theequally important fact that the multitude of groups doing so, and thegreater
availability of diverse options that resulted from their efforts,extended the range of
choice for individuals. If nothing else, the near-universal ability to read, write, and
interact with individuals who werenot kin that was fostered by the churches and the
schools afforded peo-ple the possibility of release from geographical and social place,
and inso doing augmented personal liberty. The caveat needs reiteration: edu-cation did
not necessarily augment liberty for slaves or for Indians orfor the voluntarily and
involuntarily segregated, or for those who failedto perceive the opportunities or who
were prevented from taking advan-tage of them; but these omissions must not obscure
the extension of op-portunity for others beyond what they might have enjoyed earlier
orelsewhere.
By advancing liberty, popular education also advanced equality, at
14. Edinburgh Review, XXXIII (1820), 79-80; and Tocaucvillc, Democracy in America,
I,315.
least in the sense in which that term was used during the nineteenthcentury. It afforded
more varied and extensive opportunities to manywho had previously enjoyed rather
limited opportunities, and therebybroadened access to life chances that had formerly
been confined to thefew. One need not argue that Blackburn University was the equal
ofHarvard College to grant that the United States of 1876 with 356 col-leges had moved
considerably beyond the America of 1776 with 9 col-leges or the England of 1870 with 4
universities. And one need notdeny the continuing influence of ability, wealth, status,
and luck to af-firm the role of education in facilitating access to positions of
prestige,influence, and personal fulfillment: Lucy Larcom's career in teachingand letters,
John McAuley Palmer's in law and politics (and even Mi-chael Walsh's in politics),
William Earl Dodge's in business, and JacobStroyer's, Irving E. Lowery's, and James
Henry Magee's in the minis-try are all cases in point. Indeed, the very existence of such a
variety ofcareer patterns was inextricably tied to the expansion of education: notonly
were increasing numbers of occupations coming to have formaleducational requirements
for initial entry and advancement, but educa-tion was itself helping to create a greater
number and range of voca-tional options.
Finally, popular education proffered a sense of comity, community,and common
aspiration to a people who were increasing in number, di-versifying in origin, and

insistently mobile. In short, it helped to definean American paideia. Granted that the
paideia that emerged was neverstatic and that it varied significantly from place to place,
it still may befairly characterized as a Christian paideia that united the symbols
ofProtestantism, the values of the Old and New Testaments, Poor Rich-ard's Almanack,
and the Federalist papers, and the aspirations assertedon the Great Seal. It was also a
national paideia, however much it hadits roots in New England; and, though it did not
transcend the social,political, and intellectual differences that culminated in the Civil
War,it did come to the fore again during the great centennial celebration of1876. In the
end, the role of popular education in defining that paideiaand in teaching it to a polyglot
population spread across a continentmay have been the most significant educational
achievement of the cen-tury. The Revolutionary generation had called for the creation of
a newrepublican citizenry of virtuous character, abiding patriotism, and pru-dent
wisdom, fit to develop a favored nation whose Seal proclaimed tothe world Virgil's
aphorism, Novus ordo seclorum (A new order of theages has begun). However imperfect
the outcome, American education
had taken the nurture of such individuals to be its highest order of obli-gation.
Nowhere is the impact of the American paideia on the Americancharacter so clearly seen
(and symbolized) as in the interaction betweenthe real and the mythic education of
Abraham Lincoln. The real educa-tion is well enough known: childhood nurture in the
constricted andnear-illiterate household of Thomas and Nancy Hanks Lincoln (andlater
Sarah Johnston Lincoln), first in Kentucky and then in Indiana;the brief and intermittent
periods of formal schooling, the aggregate ofwhich "did not amount to one year"; the
efforts toward self-improve-ment through systematic perusal of a few important works
(the Bible,Robinson Crusoe, The Pilgrim's Progress, the Autobiography of Benja-min
Franklin, Weems's Life of Washington, Paine's Age of Reason, andVolney's Ruins); the
systematic avoidance of church membership andcamp-meeting revivalism and indeed
the superb mimicry of revivalistpreaching on Monday mornings; the fondness for storytelling that wasturned, through calculated study of orators and audiences, into the giftof
rhetoric; the move to Illinois and with it the expanding sense of theworld that came
through visits to New Orleans, active (and successful)participation in politics, and the
study and practice of the law; and, fi-nally, the rise from local political effort to the
national statesmanshipchat brought with it the presidency. It was a characteristic frontier
edu-cation for its time, not very diflferent from John Palmer's, and it be-stowed upon
Lincoln the qualities of decency, patriotism, and pragma-tism that marked his
extraordinary performance as president. In effect,Lincoln was the new republican
individual of virtuous character, abid-ing patriotism, and prudent wisdom.^^
The legend that came into being after his assassination created afolk hero and invested
him with these qualities in hyperbole; the folkhero, in turn, proceeded to teach by
example. And, as David Donaldhas observed, the Lincoln of folklore had a significance
even beyond theLincoln of actuality. For the Lincoln of folklore embodied what ordinary inarticulate Americans cherished as ideals. Put otherwise, if theLincoln of actuality

imbibed the American paideia, the Lincoln of folk-lore personified it and, in reflecting it
back on education writ large,helped transmit it to successive generations of
Americans.^^
15. Abraham Lincoln, "Autobiography Written for John L. Scripps [June, I860]," in
TheCollected Works of Abraham Lincoln, edited by Roy B. Easier (8 vols.; New
Brunswick, N.J.:Rutgers University Press, 1953), IV, 62.
16. David Donald, Lincoln Reconsidered: Essays on the Civil War Era (2d ed.,
enlarged;New York: Random House, 1961), chap. viii.
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From the beginning, there had been a millennial strain in the Americanpaideia that
reached beyond the confines of the North American conti-nent to the world at large. The
Puritans had envisioned their city upona hill, with the eyes of all people upon them; and
the Revolutionarygeneration had conceived of themselves as acting "for all
mankind."Amidst the excitement of the early nineteenth-century revivals, Ameri-can
education was seized with a newly buoyant millennialism thatpreached the conversion of
the world in a single generation. "How canwe better testify our appreciation of. . . free
institutions," the ReverendA. J. Codman sermonized in 1836, "than by laboring to plant
them inother lands?" As part of the "new order of the ages," it would be theresponsibility
of American education to proffer the American paideia topeoples everywhere. And,
since God favored the undertaking, there wasnever any doubt as to the outcome. Even
the dour Samuel Miller, whohad warned his countrymen about the sin of pride implicit
in most edu-cational philosophies, agreed that the millennium would come, "beforea
long lapse of time."^'
One way of proffering the American paideia to the peoples of theworld was through a
variety of church missions. Many such missionswere launched and sustained by the
American Board of Commissionersfor Foreign Missions, one of the earliest of the
interdenominational or-ganizations that formed the evangelical united front. Beginning
in1812, the Board dispatched missionaries to India, Ceylon, Hawaii,Greece, Turkey,
Syria, China, Japan, and Africa. Typically NewYorkers and New Englanders of great
piety who had first heard thecall at colleges such as Amherst or Williams or at the
Andover The-ological Seminary, or, somewhat later, at Mount Holyoke, these menand
women established churches, schools, and presses, published Biblesand tracts,
newspapers and magazines, and dictionaries and textbooks,and generally engaged in the
business of teaching all who would listen.As was the case with missions to the Indians in
North America, theyoften had difficulty in determining where Christianity ended
andAmericanism began. However much they adapted to local custom, shift17. John Codman, The Duty of American Christians to Send the Gospel to the Heathen
(Bos-ton: Crocker & Brewster, 1836), p. 15; and Samuel Miller, A Sermon Delivered in

the MiddleChurch, New Haven, Connecticut (Boston: Crocker & Brewster, 1822), p. 28.
ing from English to the native language in one place and from languageinstruction to the
liturgy in another, they invariably taught a version ofthe American paideia; and,
how^ever much they sought to avoid directinvolvement in politics—European
missionaries marveled at the Ameri-cans' success in eschewing politics—they invariably
ended up in rolesthat were at least ancillary to politics. Indeed, John Quincy Adamsnoted
as a member of a congressional committee on foreign relations in1843 that American
missionaries in Hawaii had given the Americanpeople more abiding ties with that island
than any other, "by a virtualright of conquest, not over the freedom of their brother man
by the bru-tal arm of physical power, but over the mind and heart by the celestialpanoply
of the gospel of peace and love." There was not always har-mony between American
diplomatic officials, American merchants, andAmerican missionaries—in fact,
merchants often lamented the comingof missionaries because their preaching about
money being the root ofevil seemed to make commerce more difficult—but all
exemplified ver-sions of American culture wherever they went, and the
missionariesadded systematic teaching to that exemplification.^*
Missionary efforts fared more or less well in different regions, de-pending on the
character and receptivity of the host society, the natureof the competition (English
missionaries did not always welcome Amer-ican missionaries), and the skill of the
missionaries themselves. In theMiddle East and in China, American Board missionaries
made fewconverts at any time; on the other hand, the Mormon missions to En-gland
during the 1840's converted well over twenty thousand individ-uals, of whom almost ten
thousand eventually immigrated to the UnitedStates. Perhaps the most interesting such
venture was the one that be-came Liberia, where the missionaries were part of a larger
communityof free American blacks settled in Africa under the aegis of the Ameri-can
Colonization Society. There, a version of the American paideia be-came the basis for a
stratified black society rather closely resemblingthe planter society of the South during
the antebellum period. And theblack churchmen of that society ministered, not only to
Liberians, butalso to African blacks in the community surrounding the settlement. Inthe
end, whether in the Middle East, China, England, Liberia, or else-where, the most
significant educational influence of the early missionsmay have been on the missionaries
themselves. Some, to be sure, with18. U.S., Congress, House Reports, 27th Cong., 3d sess., 1843, 426, 93, 2.
drew into enclaves and learned little of the language and culture of thepeople they hoped
to convert; others steeped themselves in that lan-guage and culture and, having done so,
became important channels forconveying them to their fellow Americans. The world
may not havebeen converted in a generation, but it did become somewhat betterknown
to Americans.

If the efforts of missionaries systematically to transmit a special ver-sion of the
American paideia to other people represented one side of thetransnational influence of
American education, the efforts of other peo-ples systematically to adopt versions of the
American paideia repre-sented the other. These latter efforts went forward in a variety of
fields,from politics to manufacturing to industrial design, but most signifi-cantly in the
realm of education, where American ideas and institutionswere early recognized as
among the more original inventions of the newsociety. As is well known, the
popularization of education was a gener-al Western, not a uniquely American,
phenomenon, and the principalfigures in the movement were acquainted with one
another and in con-tinuing communication. Thus, for example, Methodist, Owenite,
andLancasterian ideas and strategies deeply affected American educationduring the first
half of the nineteenth century, while the American ex-perience was itself known and
variously interpreted by contemporaryEnglishmen. Or, to take another example, the
development of rehabili-tative and custodial institutions such as the asylum, the
reformatory,and the penitentiary was a transatlantic phenomenon in which Europe-ans
and Americans exchanged both ideas and models. The movementmay have found fertile
soil in Jacksonian America, but it was neitheruniquely Jacksonian nor uniquely
American. What was different aboutthe nineteenth century was the shift in the balance of
exchange, fromAmerican dependence during the colonial era to a more symmetricalgiveand-take relationship. Americans continued to borrow in manyrealms, from the
substance of French mathematics to the organizationof German universities; but
Americans also began to teach by example,particularly to those disposed by intellectual
or political predilection tolearn. Frances Trollope's report on the domestic manners of the
Ameri-cans, Philip Schaffs report on the churches of America, P. A. Silje-strom's report
on the schools of America, and Gustave de Beaumontand Alexis de Tocqueville's report
on the prisons of America wereavidly read in many quarters of Europe, and there was a
good deal ofstyle setting eastward that was of a different order from the seventecnth-century romanticizing of the noble savages or the eighteenth-cen-tury honizing of
Franklin in his fur cap.^'
The EngHsh case is especially interesting. Given the similarities oflanguage and culture
and the special historical relationship, English-men throughout the nineteenth century
manifested an ambivalence w^ithrespect to the Americans, who were seen, on the one
hand,^ as a culturalcolony with much to learn and, on the other hand, as a cultural avantgarde with much to teach. Depending upon where one stood on the po-litical spectrum,
one praised or damned the Americans. Thus, Englishradicals of the 1830's sharply
attacked the Anglican establishment andpraised American voluntarism for the protection
it afforded all denomi-nations without provision for the maintenance of any. The English
con-servatives replied that the American experience was fraught with dan-ger, since
social disintegration and "pagan darkness" were alreadyfollowing in the wake of
disestablishment. Similarly, the radicals cam-paigned for a free and open press delivered
from "taxes on knowledge,"and for a free and nonsectarian public school built on the
Americanmodel; while the conservatives pointed to the popular cults and fanati-cisms

that had followed in the wake of popular schooling divorced fromthe saving power of
established piety. It was but a short step for theradicals to generalize concerning the
superiority of all things American.Thus, the English Chartist Circular exclaimed in
1841: "American isnot only a phenomenon in the history of nations, but an example
wor-thy of emulation of all who invoke the sacred name of liberty,—wholong to see her
blessings diffused, and her cause triumphant over thedark fiends of despotism, vice, and
wretchedness." And Richard Cob-den and John Bright were so effusive on the glorious
example of theAmerican Republic in the House of Commons during the 1850's thatthey
became widely known as "the two members for the UnitedStates."^"
What happened in England was more or less repeated in other
19. Frances Trollof)e, Domestic Manners oj the Americans (1832; reprint cd.; New
York:Dodd, Mead & Ck)mpany, 1927); Philip Schaff, America: A Sketch of the
Political, Social, and Re-ligious Character of the United States of North America (New
York: C. Scribner, 1855); P. A. Sil-jestrom, Educational Institutions of the United States,
Their Character and Organizations, trans-lated by Frederica Rowan (London: John
Chapman, 1853); Gustave de Beaumont and Alexis dcTocqueville, On the Penitentiary
System of the United States, and Its Application in France,translated by Francis Liebner
(Philadelphia: Carey, Lea & Blanchard, 1833).
20. English Chartist Circular, and Temperance Record for England and Wales, I (1841),
1;and Speeches on Questions of Public Policy by Richard Cobden, edited by John Bright
and JamesE. Thorold Rogers (2 vols.; London: Macmillan and Company, 1870), II, 253.
Western countries. The German scholar Christophe Daniel Ebeling de-voted his lifetime
to writing a seven-volume North American Geogra-phy and History as a monument to
the "happy state" of American soci-ety. The Decembrist leader Kondratii Ryleyev, w^ho
was hanged fortreason in 1826, was known to believe that there were no good governments except in America. And the Argentine educator Domingo Faus-tino Sarmiento,
who rose to the presidency of his native country, soughtto redesign the Argentine
political and social system along Americanlines. However prideful their assumption,
Americans who believed theywere acting "for all mankind" had their admirers abroad
who sharedthe belief."
If the systematic study of the American example became a notice-able element of
European politics during the nineteenth century, thesudden recognition of the import of
that example came principallythrough exposure to American technology. Here, too, the
English caseis especially interesting. During the late eighteenth and early nine-teenth
centuries, the flow of technical knowledge in the industrial artshad been decidedly
westward, from England to the United States: Sam-uel Slater's reproduction from
memory of the textile machinery ofJames Hargreaves and Richard Arkwright is merely
the best-knowninstance among many. Then, at the Crystal Palace Exposition of 1851,the
beginning of a reversal occurred. The American exhibit, known asthe "prairie ground,"

was in the early months of the exposition the ob-ject of considerable European derision.
Located between superb dis-plays of Russian, Austrian, and French art, it was at first
glance a ran-dom collection of objects—railroad switches, ice-making machines,
aMcCormick reaper, a selection of artificial limbs, and the like—allpoorly organized^
wholly lacking in contemporary aesthetic value, andutilitarian in the extreme. Yet, when
the yacht America outraced itsBritish competitors and the McCormick reaper
outperformed its Britishcounterparts, the Europeans took a second look, and derision
turned tofascination, not merely with the performance of the American objectsbut with
their manufacture. What the Europeans suddenly realizedwas the extraordinary advances
the Americans had made in combiningutilitarian design with the innovation of
interchangeable parts.
Two years later, when the Americans organized their own cxposi21. Christophe Daniel Ebeling to Mr. President (Ezra] Stiles, June 26, 1784, in Charles
I.Landis, "Charles [Christophe] Daniel Ebeling, Who from 1793 to 1816 Published in
Germany aGeography and History of the United States in Seven Volumes," Proceedings
of the PennsylvaniaGerman Society, XXXVI (1925), 21.
CHARACTERISTICS 505
tion in New York, the British government included among its delegatesJoseph
Whitworth, an imaginative manufacturer of machine tools, andGeorge Wallis, head of
the Government School of Art and Design inBirmingham. Since the New York
exposition was delayed in opening,Whitworth and Wallis decided to use the time
available to visit a num-ber of American manufacturing centers and observe firsthand
the pro-duction of the objects that would be displayed at the exposition. Theirreports to
the House of Commons in 1854 and 1855 were a revelation.Concentrating on the
production of arms in the United States, wherethe use of interchangeable parts had been
carried to a fine art, but in-cluding as well the entire range of production, from textiles to
railroadequipment, Whitworth and Wallis for all intents and purposes expli-cated "the
American system of manufacture" for their British country-men. And their report was
sufficiently persuasive to initiate widespreadefforts toward reform in English industry,
beginning with the work ofthe Enfield Armoury. The movement was not uniformly
successful, forhandicraft methods long in use proved remarkably durable. But
theAmerican example remained in the forefront of the British effort for ageneration."
Interestingly, when Whitworth and Wallis reflected on the sourcesof American
innovativeness in manufacturing, they ended up, in thefashion of Tocqueville, pointing
to American education. Americanworkers were surely as knowledgeable about
combinations to resist in-novation as their English counterparts, the two commissioners
main-tained, so that the absence of such resistance in the United States couldnot be
explained by an ignorance of unionism. Rather, it had to be ex-plained by education. As
Whitworth put it:

In every state in the Union, and particularly in the North, education is, bymeans of the
common schools, placed within the reach of each individual, andall classes avail
themselves of the opportunities afforded. The desire of knowl-edge so early implanted is
greatly increased, while the facilities for diffusing itare amply provided through the
instrumentality of an almost universal press.No taxation of any kind has been suffered to
interfere with the free develop-ment of this powerful agent for promoting the
intelligence of the people, andthe consequence is, that where the humblest laborer can
indulge in the luxuryof his daily paper, everybody reads, and thought and intelligence
penetratethrough the lowest grades of society. The benefits which thus result from a lib22. Nathan Rosenberg, ed., The American System of Manufactures: The Report of the
Com-mittee on the Machinery of the United States 1855 and The Special Reports oj
George Wallis andJoseph Whitworth 1854 (Edinburgh: Edinburgh University Press,
1969).
cral system of education and a cheap press to the working classes of the UnitedStates can
hardly be overestimated in a national point of view; but it is to thecooperation of both
that they must undoubtedly be ascribed. For if, selecting aproof from among the
European states, the condition of Prussia be considered,it will be found that the people of
that country, as a body, have not made thatprogress which, from the great attention paid
to the education of all classes,might have been anticipated; and this must certainly be
ascribed to the restric-tions laid upon the press, which have so materially impeded the
general ad-vancement of the people. Wherever education and an unrestricted press are
al-lowed full scope to exercise their united influence, progress and improvementare the
certain results, and among the many benefits which arise from theirjoint cooperation
may be ranked most prominently the value which they teachmen to place upon
intelligent contrivance; the readiness with which they causenew improvements to be
received, and the impulse which they thus unavoida-bly give to that inventive spirit
which is gradually emancipating man from therude forms of labor, and making what
were regarded as the luxuries of oneage to be looked upon in the next as the ordinary and
necessary conditions ofhuman existence.
As was the case with Tocqueville's affirmation of the educational basesof American
democracy, quite apart from the objective accuracy ofWhitw^orth's assertion that
education was ultimately responsible forAmerican technological innovativeness, the fact
of his assertion was ofcrucial importance; for it focused British attention, and, via
Britain,European attention, on American education as the source of what wasadmirable
in American life. Furthermore, in focusing European atten-tion on the issue, it ultimately
strengthened the belief of Americansthemselves in the special saving grace of their
educative institutions."
Charles Dickens once remarked that Americans would be better off*'if they loved the
real less and ideal somewhat more." Yet, when theworld sought to study and learn from
America, it studied the real andproceeded to invest it with ideal qualities. As Goethe put

it, America,unconstrained by ''useless remembering and unrewarding strife," wasthe
hope of all who found themselves restricted in their present circum-stances. Yet the very
investing of the real with ideal qualities renderedthose Europeans who chose to make the
investment more susceptible toAmerican teaching, which itsdf tended to suffuse the
actualities ofAmerican life with the force of American aspirations.^*
23. Ibid., p. 389.
24. Charles Dickens, American Notes, and Reprinted Pieces (London: Chapman and
Hall,[1868]), p. 147; and Johann Wolfgang von Goethe, "To America," translated by
Stephen Spender,in Thomas Mann, ed.. The Permanent Goethe (New York: The Dial
Press, 1948), p. 655.
It is the faith of Americans that they will be able to accomplish all thatany other
civilization can do, besides adding thereto a culture in freeindividuality to an extent
hitherto unattained. A civilization whereinall can partake in the subjugation of the
elements, and possess a com-petence at such easy terms as to leave the greater part of
life for higherculture, is the goal to which every American confidently looks.
WILLIAM T. HARRIS
The signal achievement of popular education during the first century ofthe Republic was
to help define an American paideia and teach it to apolyglot population spread across a
continent. Yet that paideia was var-iously perceived and applied by different segments of
the population indifferent regions of the country. The paideia celebrated the values ofthe
Old and New Testaments; but to the Reverend Charles GrandisonFinney in Oberlin,
Ohio, those values precluded human slavery, whileto the Reverend Frederick A. Ross in
Huntsville, Alabama, those val-ues not only permitted slavery but actually ordained it.
The paideiacelebrated the values of the Constitution; but to Daniel Webster thosevalues
made the legitimate enactments of the federal government bind-ing upon the states,
while to John C. Calhoun those values reserved tothe states the ultimate power to accept
those federal enactments deemedlegitimate and to nullify those deemed illegitimate.
During the first decades of the nineteenth century, such differenceswere not strictly
regional. The Virginia Presbyterian John Holt Riceinveighed against the cancer of
slavery in the columns of the ChristianMonitor, which he edited between 1815 and 1817,
while Francis Way-land declared in 1838 that God had placed no injunction on man
withrespect to slavery and indeed that the Constitution had enjoined citizensto let the
issue alone. Similarly, the Sumter Gazette supported the prin-ciple of nullification during
the early 1830's, but the Southern Whig,also published in Sumterville, supported the
Unionist view. The differ-ences became more regional, however, during the 1840's and
1850's.Thus, Rice's opposition to slavery became increasingly muted as theyears passed,
and by the time of his death in 1831 he had concluded
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that churchmen had best avoid such temporal questions and leave thementirely to the
state. Wayland, on the other hand, moved increasinglyinto the antislavery camp, and by
the 1850's he was excoriating slaveryas a sinful practice whose extension into the
Kansas-Nebraska Terri-tory would be a double offense against the moral law. As for the
peopleof Sumter, they had access to a one-party press during the later 1840'sand 1850's,
uncompromisingly committed to the states' rights position.Newspapers espousing the
Unionist view had to be imported from else-where.
Education played a significant role in the emergence of these re-gional versions of the
American paideia; and, indeed, particularly aseducation interacted with politics to create
a context within whichevents and actions might be interpreted, it played a role in the
comingof the Civil War. The churches, the colleges, and the press were par-ticularly
involved. As is well known, the churches were torn by the con-troversy over slavery.
The Old School-New School split of 1837 amongthe Presbyterians was not expressly
over slavery, but it was a North-South division that eventually led to conflicting
preaching concerningthe issue in the two regions. The Methodist Episcopal Church
splitthree ways, with perfectionist groups espousing abolitionism seceding inthe North
and with strongly episcopal-minded southern groups orga-nizing the Methodist
Episcopal Church, South, in 1845. There weresimilar splits among the Baptists, with
abolitionists defecting in theNorth and the organization of the Southern Baptist
Convention in theSouth, also in 1845. In the end, the splits not only permitted the teaching of drastically different views concerning slavery, but profoundly dif-fering views of
the American paideia that became the heart of a grow-ing regional consciousness.
Much the same thing happened with the colleges. Abolitionismmade considerable
headway among faculty and student bodies in theNorth and the Midwest. There were
active abolitionist movements onmany campuses: the University of Michigan housed a
secret societydedicated to smuggling runaway slaves into Canada; and Oberlin Col-lege,
Franklin College (Ohio), Illinois College, and New York Collegeactually became known
as abolitionist seminaries. At the same time,abolitionism was increasingly suppressed
and rooted out in the collegesof the South. South Carolina College was a center of
political and reli-gious heterodoxy under the free-thinking Thomas Cooper during
the1820's; it became a center of conservative proslavery apologetics underJames H.
Thornwell during the 1850's. Professors like Thomas Dew
at the College of William and Mary and A. T. Bledsoe at the Universi-ty of Virginia
helped systematize and rationalize the proslavery argu-ment. And Episcopal Bishop
Leonidas Polk, a graduate of West Point,led in the founding of the University of the
South at Sewanee, Tennes-see, where sons of southern planters could be taught a sound
southernpaideia, with the proslavery argument at its core. Particularly as it be-came
fashionable during the 1850's to warn against the corrupting in-fluences of a northern

education, the southern colleges led in the nur-turance of a special sense of regional
consciousness and pride amongthe southern elite.
Finally, and perhaps most importantly, the press was relentless inits educative efforts in
both the North and the South. The northernantisiavery movement poured a steady stream
of printed matter into ev-ery region of the country. In 1836 the American Anti-Slavery
Societyreported that it had published 5,000 bound volumes, 8,500 pamphlets,and 36,800
circulars, and 5,000 prints during the previous year. Itsquarterly Anti-Slavery Magazine
had an annual circulation of 5,500,and its four monthly journals {Human Rights, the
Anti-Slavery Record,the Emancipator, and the Slave's Friend) had a combined annual
circu-lation of 1,040,000. More general newspapers sympathetic to antisiav-ery like
Greeley's Tribune, with its huge national circulation, ham-mered away at the issue year
in and year out. During the 1840's and1850's the South attempted to stem the flow and to
counter it with itsown journals and newspapers, but the material could not be
interdicted,even among blacks, much less whites.^
Perhaps the most extraordinary educational phenomenon in this re-spect was Harriet
Beecher Stowe's Uncle Tom's Cabin. After serializa-tion in the National Era during
1851-52, the book was published onMarch, 1852, in a two-volume edition by Jewett &
Company in Bos-ton. Within eight weeks, it had sold 50,000 copies (100,000 volumes)
—a phenomenon "without precedent in the history of this country," an-nounced Norton's
Literary Gazette. By November sales had reached120,000 in the Western hemisphere
and there had been nineteen edi-tions in England, one of which sold 180,000. By the end
of the year,the book had been translated into Italian, Spanish, Danish, Swedish,Dutch,
Flemish, German, French, Polish, and Magyar, and by March,1853, sales in the United
States had reached 300,000 copies. Given a
1. Third Annual Report of the American Anti-Slavery Society (1836), p. 35. In fact,
most ofannual budget of approximately 118.5 million went for publications (p. 31).
population of around 26 million people and assuming that sales statis-tics were low since
they did not take into account pirated editions, thesheer penetration of the work was
striking: there was a copy in circula-tion for every eighty individuals. No book other
than the Bible had everhad a comparable numerical impact.^
Stowe's vivid and gripping presentation of the problems of slaveryin human terms, using
all the contemporary devices of the sentimentalnovel, created a sensation. In the North
the work was read and dis-cussed everywhere, obviously fanning the fires of popular
interest in theslavery issue. A few days after its appearance, William Lloyd Garri-son's
Liberator announced that the "remarkable and thrilling" workwas "selling with great
rapidity"; and several months later the LiteraryWorld noted that "the Uncle Tom
epidemic still rages with unabatedvirulence." In the South the work evoked interest,
anger, and rebuttal:it was widely read, despite efforts to ban its sale and circulation;
Stowewas pilloried in the press as a hypocrite and moral scavenger; and aplethora of

equally didactic proslavery novels appeared under such ti-tles as Aunt Phillis's Cabin; or,
Southern Life As It Is; Uncle Robin inHis Cabin in Virginia and Tom Without One in
Boston; Buckingham'sHall; and The Master's House. In both regions stage plays,
children'sbooks, and magazine articles based on the novel itself and the novelswritten to
rebut it reached large popular audiences of all ages.^
Mrs. Stowe herself once outlined what she believed the effects ofUncle Tom's Cabin had
been: first, to moderate the bitterness of ex-treme abolitionists; second, to convert to the
abolitionist cause manywhom this bitterness had repelled; third, to inspire among free
blacksthroughout the country self-respect, hope, and confidence; and, finally,to inspire
throughout the entire American population a kinder feelingtoward all blacks. She had
really intended the book to be read princi-pally by southern Americans. Not surprisingly,
the controversies causedher intense dismay. In the end, Lincoln himself expressed the
view ofmany Americans when he greeted her on a visit to the White House as"the little
woman who wrote the book that made this big war."*
2. Harriet Beecher Stowe, Uncle Tom's Cabin; or, Life Among the Lowly, edited by
KennethL. Lynn (Cambridge, Mass.: Harvard University Press, 1962), XXVI; and
Norton's Literary Ga-zette, II (1853), 108. See also J. C. Furnas, Goodbye to Uncle Tom
(New York: William SloaneAssociates, 1956).
3. Liberator, April 2, 1852: and Literary World, XI (1852), 355.
4. Charles Edward Stowe, Lije oj Harriet Beecher Stowe Compiled from Her letters
andJournals (Boston: Houghton, Mifflin and Company, 1889), p. 169; Mrs. Stowe's
recollection ofLincoln's comment is given in Carl Sandburg, Abraham Lincoln: The War
Years (5 vols.; NewYork: Harcourt, Brace & Co., 1936), II, 201.
One could argue endlessly over whether Uncle Tom's Cabin hadreally made the big war,
but no one would deny that it had contributedto the consciousness of separatism that
ultimately led to war. And, inthis sense, the pivotal character of Stowe's didactic effort
exemplifiesthe interaction between education and politics that helped precipitatethe war.
Stowe's book obviously came into a prepared environment inwhich events in education
had been transforming a common Americanpaideia with variant regional interpretations
into two increasingly dif-ferent—and opposing—American paideias. The Fugitive Slave
Law of1850 and the Compromise of 1850 had occasioned sharp political con-troversy,
which had itself heightened the consciousness of difference be-tween North and South—
a consciousness growing out of conflicting po-litical interest and the articulation of
opinion associated with conflictingpolitical interest. In addition, the American public
had become habi-tuated to the sentimental novel as a literary form during the first half
ofthe nineteenth century. Stowe's substance was of considerable public in-terest,
therefore, and the literary form she used was generally familiar.Whatever effect her
didactic message had on readers, it patently en-hanced the consciousness of difference
between North and South, whichin turn became the context for the even sharper political

controversysurrounding the Kansas-Nebraska Act of 1854. In the interaction ofeducation
and politics, both the differences and the consciousness ofthose differences grew, and
they did so at the expense of what remainedof a common American paideia. Yet it is
important to note that thecommon paideia never disappeared entirely. Even when the
point of noreturn had been crossed and hostilities erupted, both parties justifiedtheir
stands in the terms of that common paideia. And when the issuewas settled at
Appomattox Court House, that common paideia re-mained as a basis for subsequent
relationships.
II
Like the Revolution, the Civil War disrupted and destroyed, in educa-tion as in other
domains. Schools and churches in the zones of battle,commonly located at crossroads
and other nodes of the transportationnetwork and commonly viewed as public buildings,
were frequentlycommandeered by the military as lookout stations, fortified positions,and
barracks; once commandeered, they were all too often misused bytheir occupants or
destroyed by the enemy. Colleges in the South wereconverted into hospitals (Wake
Forest College), barracks (University of
Richmond), stables (Maryville College), quartermaster stores (Univer-sity of Georgia),
and military training centers (University of Alabama).In the process, particularly as such
facilities changed hands from timeto time, fences were torn up for firewood, buildings
were looted, librar-ies were scattered, and laboratories were smashed. So it was also
withprinting presses, which, even when they managed to survive the directeflfects of
hostilities, were often closed down for lack of paper. The fateof the printshop of Allan A.
Gilbert and H. L. Darr in Sumter wastypical. As has been indicated, when Union troops
passed through thetown during the second week of April, 1865 (actually after Lee
hadsurrendered), they used the press from which the Sumter Watchmanhad appeared to
publish a single issue of a newspaper called the Ban-ner of Freedom, in which they
announced their victory. That done, theywrecked the press and scrambled the type.
Though the conversion and destruction of property were serious,the disruption and
scattering of teachers and students were even moredeleterious. Ministers on both sides
became chaplains, leaving congre-gations decimated by enlistments. Schoolmasters and
college professorsenlisted or moved into war-related industries, frequently taking students with them. At the University of Michigan, President Henry Phil-ip Tappan
organized a rally on the Monday following the surrender ofFort Sumter and began a
process whereby the university sent severalcompanies of alumni and students into the
Union army. And, at Ober-lin College, James Monroe, the professor of rhetoric and
belles-lettres,called for enlistments at a meeting the following week and helped organize a company of students, which was appropriately named the Mon-roe Rifles in his
honor (Giles W. Shurtleff, one of the Latin tutors, waselected captain). Similarly, at
Stewart College in Tennessee, ProfessorW. A. Forbes organized a drill company in 1860,
and, after the surren-der of Fort Sumter, every able-bodied student at the college with

theexception of two northerners volunteered for the Army of Tennessee.Thereafter, the
college simply closed. Essentially the same thing hap-pened at the College of
Charleston, where a group of students underthe leadership of two faculty members
actually participated in the bom-bardment of Fort Sumter. Even in those institutions
where the facultytried to dissuade the students from immediate military service,
studentsenlisted on their own; and, although the percentage of faculty members,recent
ahimni, and students who served the Confederacy was probablygreater than the
percentage who served the Union, colleges, and tosome extent secondary schools, were
profoundly affected in the North
as well. For those who did not go off to war, there were drills, rallies,patriotic
observances, and a curriculum considerably constricted, on theone hand, by a general
fear of disloyalty (loyalty oaths were widely ap-plied during the war years) and, on the
other hand, by the general scat-tering of expertise.
However much churches, schools, and colleges, particularly in theSouth, may have been
disrupted and destroyed by the war, there was alarger process of education that
continued and indeed quickened. Forthe soldiers of both armies, the war meant hardship,
and, if one sur-vived, a testing of one's mettle. It also meant exposure to other peopleand
other places, which, coming at a time of extreme stress, oftenprompted reflection and
comparison. From Florida, for example, Fred-erick Fleet, the eldest son of a Virginia
plantation family, wrote to hisfather, "How different is Florida, the land of flowers, from
what I hadimagined it! Instead of being a vast garden, with wild flowers of bril-liant hue
and delicious fragrance growing all over the woods, and theclimate as mild and
delightful as one could desire, I have seen only vastforests of pine, in a great many cases,
with water from four to twelveinches deep, standing for acres and acres, and only in the
gardens,flowers bloom." And from Columbus, Kentucky, Chauncey Cooke, aWisconsin
farm boy, wrote to his parents:
We are really in the "Sunny South." The slaves, contrabands, we call them,are flocking
into Columbus by the hundred. General Thomas of the regulararmy is here enlisting
them for war. All the old buildings on the edge of thetown are more than full. You never
meet one but he jerks his hat off and bowsand shows the whitest teeth. I never saw a
bunch of them together, but I couldpick out an Uncle Tom, a Quimbo, a Sambo, a Chloe,
an Eliza, or any othercharacter in Uncle Tom's Cabin. The women take in a lot of dimes
washingfor the soldiers, and the men around picking up odd jobs. I like to talk withthem.
They are funny enough, and the stories they tell of slave life are storiesnever to be
forgotten.*
For noncombatants, the dislocations occasioned by the war some-times proved
immensely educative. In the North, as men entered theservice, many women were forced
rapidly to learn new skills. Somemoved into industrial jobs; others became farmers; and
still others trav-

5. Betsy Fleet and John D. P. Fuller, eds., Green Mount: A Virginia Plantation Family
Dur-ing the Civil War: Being the Journal of Benjamin Robert Fleet and Letters oj His
Family (Lex-ington: University of Kentucky Press, 1962), p. 319; Chauncey Cooke's
letter is given in HenrySteele Commager, ed., The Blue and the Gray; The Story oj the
Civil War as Told by Participants(2 vols.; Indianapolis: The Bobbs-Merrill Company,
1950), I, 469.
eled to distant places for the first time and faced the agonizing experi-ences of the war
alongside the men. Louisa May Alcott's well-knownsojourn as a nurse in Washington,
D.C., had become a fairly commonexperience among New England girls of middle-class
background bythe end of hostilities. For men and women alike, the demands and dislocations of the war required the learning of new behaviors, new atti-tudes, and new
knowledge, which in turn became the basis for funda-mentally different life-styles in the
postwar period. In the South, asAnne Firor Scott has pointed out, the conflict marked the
great dividebetween "the antebellum lady" and "the new woman"—the womanwho
pursued formal schooling and paid employment and who, yearslater, having gained the
franchise, would look back on the war as thecataclysmic event that had ushered in the
new order. With respect tothe energies and occupations of intellectuals, the war was also
a greatwatershed. Thus, upon leaving the army, Frederick Fleet, the soldierwho so
disliked the pine forests of Florida, was able to complete hisformal education at the
University of Virginia. That he ultimatelychose to become the first superintendent of the
Culver Military Acade-my suggests the enduring effect of his military experience as well
as thetransformations that the war had wrought in the planter class; the Fleetplantation
itself had become the setting for the Green Mount HomeSchool for Young Ladies,
presided over by Fleet's mother and three sis-ters. And, in the North, the war had a
lasting effect on individuals asdifferent as the jurist Oliver Wendell Holmes, Jr., and the
philanthrop-ic organizer Louisa Lee Schuyler.®
Beyond the immediate experience of expanded horizons and necessi-tated change, the
Civil War put a generation into contact with the real-ities of large-scale organization. For
one thing, there was the organiza-tion of the armed forces themselves. Granted the
informality andlocalism of the American citizen army, those who served in it and
thosewho led it were alike immersed in the experience of carrying forwardactivities on a
scale with few precedents in civilian life. There weresimply no counterparts of a division
moving from encampment to en-campment or of a campaign in which several hundred
thousand menplayed hundreds of different roles under some form of coordinated leadership. For another, there was the organization of the numerous ser-vices ancillary to the
armies themselves: the large arsenals on both sides
6. Anne Firor Scott, The Southern Lady: From Pedestal to Politics, 1830-1930
(Chicago:University of Chicago Press, 1970).
for the manufacture of military equipment; the intricate networks ofsupply to deliver
food, clothing, and materiel to the troops; and the fed-erations of missions,

organizations, and societies that formed the Chris-tian Commission and the Sanitary
Commission and their counterpartson the Confederate side. Finally, there was the novel
experience of con-scription on both sides, of the organization of government to exact
andenforce the obligation of military service and the discipline and trainingassociated
with it upon individual citizens. In many ways, conscriptionmay have been the most
significant and portentous educational develop-ment to be associated with the war; for it
brought citizens into an edu-cational relationship with government that was new and
untried, how-ever much it appeared continuous with earlier conceptions
ofresponsibilities to the militia.
This experience in large-scale organization that the war advancedin both the military and
the civilian spheres influenced education in atleast three important domains. First, it
aflfected the religious instructionof the troops by corps of chaplains in both armies, who
not only solicit-ed the divine favor for one side or the other but who sermonized continually, baptized new converts, reclaimed backsliders, and generally keptthe fires of
revivalism burning, particularly among the Confederates.The diary of a Southern
Methodist chaplain, the Reverend John B.McFerrin, aff"ords a vivid picture of this
instruction:
The Federals occupied Chattanooga, and for weeks the two armies were infull view of
each other. All along the foot of Missionary Ridge we preached al-most every night to
crowded assemblies, and many precious souls were broughtto God. After the battle of
Missionary Ridge the Confederate army retreatedand went into Winter quarters at
Dalton, Ga. During these many months thechaplains and missionaries were at work—
preaching, visiting the sick, and dis-tributing Bibles, tracts, and religious newspapers.
There was preaching inDalton every night but four, for four months; and in the camps all
around thecity, preaching and prayer meetings occurred every night. The soldiers
erectedstands, improvised seats, and even built log churches, where they worshippedGod
in spirit and in truth. The result was that thousands were happily con-verted and were
prepared for the future that awaited them. Officers and menalike were brought under
religious influence. In all my life, perhaps, I neverwitnessed more displays of God's
power in the awakening and conversion ofsinners than in these protracted meetings
during the winter and spring of1863-64.'
7. The quote is given in Gross Alexander, History of the Methodist Episcopal Church,
South(New York: The Christian Literature Co., 1894), p. 72.
Second, organization affected the education of blacks. As the north-ern armies moved
deeper and deeper into the South, blacks flocked tothe army camps, presenting the Union
generals not only with immedi-ate supply problems of food and clothing but also with
long-range edu-cational problems, initially under the supervision of the Union army,and
later under the auspices of the Freedmen's Bureau, which was es-tablished in 1865.
Hundreds of northern teachers were brought Southto teach thousands of black children
and adults. Like the army inwhich it began, the effort to teach the freedmen was

organized on a vastscale, however inefficient the particulars may have been at any
giventime and place; and, beyond its immediate effect in advancing literacy,it set in
motion a number of significant movements. It brought the fed-eral government into the
direct work of education on a much largerscale than had previously been the case with
the Indians. It laid the ba-sis for institutions of black higher education that would stand
alongsidethe denominational colleges that came into being during the 1860's and1870's.
And it energized the northern concern for the education ofsoutherners that was to prove
both a boon and a bane for succeedinggenerations: on the one side, it brought northern
expertise into thework of black education at a time when southern white expertise
wasunwilling and southern black expertise was largely—though not whol-ly—
unavailable; on the other side, in the very act of doing so it sur-rounded popular
instruction, particularly of blacks, with an aura ofnorthern imperialism and paternalism
that created tremendous resis-tance to the movement among more regionally conscious
southerners.
Third, organization affected higher education throughout the coun-try through the
Morrill Act of 1862. Granted that the legislation hadoriginated in the 1850's for
educational reasons, it was enacted as awartime measure and as part of a comprehensive
Republican legislativeprogram to unite the North and the West that included the
MorrillTariff of 1861, the Homestead Act of 1862, and the National BankingAct of
1863. It joined a policy for disposing of public lands to a policyof developing expertise
in agriculture and the mechanic arts on a na-tional scale; and, though the states organized
the land grant colleges invery different ways, the colleges provided the beginning of a
nationalnetwork of educational research and development institutions that thefederal
government would subsequently use for a variety of enterprises,from the training of
reserve officers for the armed forces, to the reformof agricultural production, to the
renovation of rural community life.
Finally, organization affected the press as a public educator. Giventhe particular
character of the war as a civil conflict and given the ex-tent of popular involvement in
the war effort on both the military andthe civilian sides, there was a hunger for
information that slowly trans-formed the substance of newspapers. For one thing,
whereas the ante-bellum period had been the heyday of the editor, the war period
movedthe reporter into prominence: readers increasingly demanded news sep-arated
from comment. By 1866 James Parton could observe in the col-umns of the North
American Review, "The power of the editorial less-ens as the intelligence of the people
increases. The prestige of theeditorial is gone . . . the news is the point of rivalry; it is
that for whichnineteen twentieths of the people buy newspapers." In the effort to ob-tain
news promptly, publishers had to muster the resources to maintainreporters in the field.
The larger urban newspapers were able to builda substantial lead over the smaller, oneman operations that servedmost localities, and an organization like the New York
AssociatedPress, an alliance of the larger newspapers that had been founded in1848, was
able to combine pooled resources with the skillful use of tele-graph services to dominate
the field. That domination of the New Yorkpress, once established, was never broken;

and the gradual separation ofnews from editorial comment served to strengthen both:
canons of re-porting developed that made the news columns increasingly informa-tive,
and vigorous editorializing played a significant role in moldingpublic opinion with
respect to the aims and conduct of the war. In theend, leaders on both sides had to heed
the press in a way that had notpreviously been the case in any such conflict.*
Ill
All these changes persisted beyond the Civil War and into Reconstruc-tion, with the
qualification, of course, that the Confederate army dis-banded and the Union army
became for a time, under the first Recon-struction Act, an army of occupation. Armies of
occupation educate,however crassly and cruelly; and during the decade of rule by the
gen-erals the South was subjected to a relentless barrage of northern teach-ing,
preaching, and discipline. Indeed, much of Reconstruction policywas essentially
educational, based on the generally held northern as-sumption that the best way
ultimately to regenerate the South would be
8. North American Review, CII (1866), 375-376.
through the wide dissemination of the northern version of the Americanpaideia. This was
deemed particularly relevant to the freedmen, forwhom the very act of emancipation had
carried "the sacred promise toeducate.'"^
The same organizational effort, therefore, that had managed thewidespread education of
blacks, that had provided the wherewithal forthe development of the land grant colleges,
and that had transformedthe American press, persisted with added vigor during the years
of Re-construction. There was an attempt to reunite the churches that hadsplit during the
antebellum period (following the Presbyterians, theMethodists, and the Baptists, the
Episcopalians had split in 1861), butthe crass attempt of the northern branches to absorb
their southerncounterparts with the southern ministers left out proved a poor basisfor
reconciliation; with the exception of the Episcopalians, those de-nominations that had
been torn by schism continued to go their sepa-rate ways. There was a concerted effort
to build public school systemsalong New England lines throughout the South, which
waxed for atime amid heated debates over the question of racially mixed schoolsand
then receded in the face of scarce resources and white resistance.And, in this connection,
no phenomenon appeared more forcefully oruniversally than the eagerness of southern
blacks to obtain an educa-tion. Booker T. Washington described it years later as a
"veritable fe-ver."
I can recall vividly the picture not only of children, but of men and wom-en, some of
whom had reached the age of sixty or seventy, tramping along thecountry roads with a
spelling-book or a Bible in their hands. It did not seem tooccur to any one that age was
any obstacle to learning in books. With weakand unaccustomed eyes, old men and old
women would struggle along monthafter month in their effort to master the primer in

order to get, if possible, alittle knowledge of the Bible. Some of them succeeded; many
of them failed.To these latter the thought of passing from earth without being able to
readthe Bible was a source of deep sorrow.
The places for holding school were anywhere and everywhere; the freed-men could not
wait for schoolhouses to be built or for teachers to be provided.They got up before day
and studied in their cabins by the light of pine knots.They sat up until late at night,
drooping over their books, trying to master thesecrets they contained. More than once, I
have seen a fire in the woods atnight with a dozen or more people of both sexes and of
all ages sitting aboutwith book in hands studying their lessons. Sometimes they would
fasten theirprimers between the ploughshares, so that they could read as they ploughed.
9. Proceedings oj the Sixth Annual Meeting of the National Teachers Association
(1865), p.242.
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Beyond their determination to learn, blacks manifested a widespreadwillingness to pay
for their education, via taxes, tithes, and tuition—anattitude the more remarkable, since
it was far from universally sharedby southern whites. There was also a drive to rebuild
colleges and uni-versities and to add new facilities for the higher education of blacks;
thelatter movement drew substantial support from northern church organi-zations like
the American Missionary Association, the Freedmen's AidSociety of the Methodist
Episcopal Church, and the missionary arms ofthe Presbyterian Church, North, the
Baptist Church of the NorthernStates, the Protestant Episcopal Church, and the Society
of Friends,and led to the founding, among others, of Fisk, Atlanta, Biddle,Straight,
Tougaloo, and Clafiin universities. And there was a compara-ble effort to revivify the
independence of the southern press, though theeffort was complicated by the tendency of
Radical state governments tofollow the traditional practice of letting public printing
contracts tosympathetic publishers.^"
Two aspects of the educational efforts of these years bear special at-tention. First, with
the failure of the Baptist, Methodist, and Presbyte-rian denominations to reunite, the
southern branches of those denomi-nations were left to continue teaching their own
versions of theAmerican paideia, with the result that their particular form of conservative revivalist preaching became a regional variant that persisted insubstance and style
long after its northern counterpart had been trans-formed by the conditions and
requirements of industrialism. Even moreimportantly, perhaps, the southern churches
released their black con-gregations to go their own way, with the result that the black
churchesbecame critically significant nurseries for the development of black val-ues,
black interpretations of the national paideia, and an indigenousblack leadership. Second,
there was a drift in educational policy towardever greater reliance on the schools and
colleges as institutions of socialreform and uplift. The American Missionary Association
and its associ-ated denominational organizations did not concentrate on

evangelizationvia the churches, they concentrated on instruction via the schools; infact,
the first report of the Freedmen's Aid Society of the MethodistEpiscopal church
explicitly stated, not only that the evangelization ofthe freedmen of the South was more
important than the evangelizationof the distant heathen, but also that schools and
colleges would be moreeffective vehicles of evangelization than missions. Unlike the
antebellum
10. Booker T. Washington, The Story of the Negro: The Rise of the Race from Slavery
(2vols.; New York: Doubleday, Page & Company, 1909), II, 141, 137-138.
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campaign of the 1830's for the salvation of the West, the campaign ofthe 1870's for the
salvation of the South was carried forward almost en-tirely by schools and colleges.
Of course, this concentration on schooling merely reflected anemerging national
consensus, for Horace Mann's generation had al-ready persuaded the American people to
shift the burden of their edu-cational investment to the schools. And in the two great
educationalthrusts of the 1870's, to reconstruct the South and to reunite the nation,the
counsel of Mann and his contemporaries prevailed. A new genera-tion of educational
leaders, nurtured by the teaching and the exampleof Mann and trained up in the
increasingly organized and systematizedschool systems of the North and the West, had
moved to the forefrontof educational aff'airs—men like Albert P. Marble of Worcester,
JohnD. Philbrick of Boston, James P. Wickersham of Harrisburg, AndrewDickson White
of Ithaca, James B. Angell of Ann Arbor, and, preemi-nent among them, William T.
Harris of St. Louis. They were as awareas any previous generation that families,
churches, libraries, and indeedthe entire apparatus of civic institutions, educate; but,
unlike previousgenerations, they were willing to stake the nation's future primarily onits
schools and colleges. Harris, only forty-one years of age in 1876 butalready one of the
nation's foremost philosophers, articulated theirview. Families, churches, and civic
institutions train, he maintained,and the outcomes of their education are unconscious
habit and un-grounded inclination, taught ceaselessly over the years via oral interchange. The schools and colleges, on the other hand, instruct; they con-vey the
techniques of study via the printed word and thereby enable thestudent to develop selfactivity, and, through self-activity, individuality.As Harris continued:
It will be readily granted that textbook education begins earlier and formsa more
important feature in this country than elsewhere.
The justification for this I find in the development of our national idea. Itis founded on
no new principle, but fundamentally it is the same as thatagreed upon all the world over.
Education should excite in the most ready waythe powers of the pupil to self-activity.
Not what the teacher does for him, butwhat he is made to do for himself, is of value.
Although this lies at the bottomof other national ideas, it is not so explicitly recognized

as in our own. It is inan embryonic state in those; in ours it has unfolded and realized
itself so thatwe are everywhere and always impelled by it to throw responsibility on the
in-dividual. Hence, our theory is: The sooner we can make the youth able to pur-sue his
course of culture for himself, the sooner may we graduate him from the
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school. To give him the tools of thought is our province. When we have initiat-ed him
into the technique of learning, he may be trusted to pursue his coursefor himself. . . .
It is the faith of Americans that they will be able to accomplish all thatany other
civilization can do, besides adding thereto a culture in free individ-uality to an extent
hitherto unattained. A civilization wherein all can partakein the subjugation of the
elements, and possess a competence at such easyterms as to leave the greater part of life
for higher culture, is the goal to whichevery American confidently looks.
The common man shall be rich in conquests over the material world oftime and space,
and not only this but over the world of mind, the heritage ofculture, the realized
intelligence of all mankind."
For Harris and his contemporaries, considering the nation's prom-ise on the occasion of
its centennial, a "new order of the ages" had be-come truly possible for the first time.
The nation had been tested in thecrucible of civil war and had endured. The dream of the
founding fa-thers was now capable of realization, on a sound rational basis; and, asthe
founding fathers had themselves understood, a new order of educa-tion would be at the
heart of the achievement.
11. William T. Harris, The Theory of Education (Syracuse, N.Y.: C. W. Bardeen,
1898),pp. 32-35.
I
Every prudent man dealeth with knowledge.
PROVERBS
The present volume continues in the historiographical mode of American Education:The
Colonial Experience, 1607-1783 (New York: Harper & Row, 1970). The historiographical position it reflects is explicated in the bibliographical essay in
AmericanEducation: The Colonial Experience, in my earlier monograph The Wonderful
Worldof Elliuood Patterson Cubberley: An Essay on the Historiography of American
Educa-tion (New York: Bureau of Publications, Teachers College, Columbia
University,1965), and in the note on problematics and sources appended to my 1976
Merle CurtiLectures, Traditions of American Education (New York: Basic Books, 1977).
The pre-sent volume is also substantively continuous with American Education: The

ColonialExperience; and, although I shall not repeatedly allude to that work, it does
providebackground for the entire volume.
Given the way in which I approach the study of education, certain standard worksin
social and intellectual history have proved consistently valuable, among them How-ard
Mumford Jones, O Strange New World: American Culture: The Formative Years(New
York: The Viking Press, 1964); Russel Blaine Nye, The Cultural Life of theNew Nation,
1776-1830 (New York: Harper & Brothers, 1960) and Society and Cul-ture in America,
1830-1860 (New York: Harper & Row, 1974); Merle Curti, TheGrowth of American
Thought (3d ed.; New York: Harper & Row, 1964); Herbert W.Schneider, A History of
American Philosophy (2d ed.; New York: Columbia UniversityPress, 1963); Elizabeth
Flower and Murray G. Murphy, A History of Philosophy inAmerica (2 vols.; New York:
Capricorn Books, 1977); Vernon Louis Parrington, MainCurrents in American Thought:
The Romantic Revolution, 1800-1860 (New York:Harcourt, Brace, and Company,
1927); Robert E. Spiller et al., eds.. Literary Historyof the United States (4th ed.; 2 vols.;
New York: The Macmillan Company, 1974);Richard M. Dorson, America in Legend:
Folklore from the Colonial Period to the Pre-sent (New York: Pantheon Books, 1973);
Oliver W. Larkin, Art and Life in America(rev. ed.; New York: Holt, Rinehart and
Winston, 1960); Marshall B. Davidson, Life
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in America (2 vols.; Boston: Houghton Mifflin Company, 1951); Perry Miller, TheLife
of the Mind in America from the Revolution to the Civil War (New York; Har-court,
Brace & World, 1965); Sydney E. Ahlstrom, A Religious History of the Ameri-can
People (New Haven: Yale University Press, 1972); Robert T. Handy, A History ofthe
Churches in the United States and Canada (New York: Oxford University Press,1977);
Frank Luther Mott, American Journalism: A History, 1690-1960 (3d ed.; NewYork: The
Macmillan Company, 1962) and A History of American Magazines (5 vols.;Cambridge,
Mass.: Harvard University Press, 1930-1968); Daniel J. Boorstin, TheAmericans: The
National Experience (New York: Random House, 1965); and thosesuperb older works,
John Bach McMaster, A History of the People of the United Statesfrom the Revolution
to the Civil War (8 vols.; New York: D. Appleton and Company,1883-1913); Henry
Adams, History of the United States of America During the Admin-istrations of
Jefferson and Madison (9 vols.; New York: Charles Scribner's Sons, 1889-1898); and
Edward Channing, A History of the United States (6 vols.; New York: TheMacmillan
Company, 1905-1925).
Also valuable were such reference works as Frank Friedel, ed., Harvard Guide
toAmerican History (rev. ed.; 2 vols.; Cambridge, Mass.: Harvard University
Press,1974); Charles O. Paullin, Atlas of the Historical Geography of the United States,
edit-ed by John K. Wright (Washington, D.C.: Carnegie Institution of Washington,
1932);U.S., Bureau of the Census, Historical Statistics of the United States, Colonial
Times to1970 (2 vols.; Washington, D.C.: Government Printing Office, 1975); Jurgen

Herbst,The History of American Education (Northbrook, Del.: AHM Publishing
Corporation,1973); Nelson R. Burr et ai, A Critical Bibliography of Religion in America
(2 vols.;Princeton, N.J.: Princeton University Press, 1961); William B. Sprague, Annals
of theAmerican Pulpit (9 vols.; New York: Robert Carter & Brothers, 1866-1869);
EdwinScott Gaustad, Historical Atlas of Religion in America (New York: Harp)er &
Row,1962); Allen Johnson et al., eds.. Dictionary of American Biography (24+ vols.;
NewYork: Charles Scribner's Sons, 1928- ); The International Library of Negro Life
andHistory (7 vols.; New York: Publishers Company, 1967-1968); and Edward T.
Jameset ai. Notable American Women, 1607-1950: A Biographical Dictionary (3 vols.;
Cam-bridge, Mass.: Harvard University Press, 1971). And, like everyone who has
studiedthe early national era, I found immensely useful Charles Evans, ed., American
Bibliog-raphy (12 vols., with a 13th edited by Clifford K. Shipton; imprint varies, 19031955)and Joseph Sabin and Wilberforce Eames, eds., Bibliotheca Americana (29 vols.;
NewYork: publisher varies, 1868-1936), along with the Early American Imprints
seriesbased upon them, issued by the American Antiquarian Society under the editorship
ofCliflford K. Shipton.
Several standard collections of documents have proved helpful, including HenrySteele
Commager, ed.. Documents of American History (9th ed.; 2 vols.; New York:AppletonCentury-Crofts, 1973); John R. Commons et ai, A Documentary History ofAmerican
Industrial Society (11 vols.; Cleveland: The Arthur H. Clark Company,1910-1911);
Edgar W. Knight, ed., A Documentary History of Education in the SouthBefore 1860 (5
vols.; Chapel Hill: University of North Carolina Press, 1949-1953); H.Shelton Smith,
Robert T. Handy, and Leffcrts A. Loctscher, eds., American Christian-ity: An Historical
Interpretation with Representative Documents (2 vols.; New York:Charles Scribner's
Sons, 1960); William Warren Sweet, ed., Religion on the AmericanFrontier (reprint ed.;
4 vols.; New York: Coof)cr Square Publishers, 1964); RichardHofstadter and Wilson
Smith, eds., American Higher Education: A Documentary History (2 vols.; Chicago: University of Chicago Press, 1961); Sol Cohen, ed., Education
inthe United States: A Documentary History (5 vols.; New York: Random House,
1974);Robert H. Bremner, ed., Children and Youth in America: A Documentary History
(3vols.; Cambridge, Mass.; Harvard University Press, 1970-1974); Wilcomb E. Washburn, ed.. The American Indian and the United States: A Documentary History (4vols.;
New York: Random House, 1975); and George P. Rawick, ed., The AmericanSlave: A
Composite Autobiography (19 vols.; Westport, Conn.: Greenwood PublishingCo., 19721974).
INTRODUCTION
The international context of the American Revolution is developed in R. R. Palmer,77i^
Age of the Democratic Revolution: A Political History of Europe and America,17601800 (2 vols.; Princeton, N.J.: Princeton University Press, 1959-1964). The
bestintroductions to Richard Price as a pivotal figure in Anglo-American political

thoughtand activities are D. O. Thomas, The Honest Mind: The Thought and Work of
Rich-ard Price (Oxford: Clarendon Press, 1977); Carl B. Cone, Torchbearer of
Freedom:The Influence of Richard Price on Eighteenth-Century Thought (Lexington:
Universityof Kentucky Press, 1952); Henri Laboucheix, Richard Price: Theoncian de la
Revolu-tion Americaine, Le Philosophe et Le Sociologue, Le Pamphletaire et L'Orateur
(Paris:Didier, 1970); and Bernard Peach, ed., Richard Price and the Ethical Foundations
ofthe American Revolution (Durham, N.C.: Duke University Press, 1979). The
Peachvolume includes a reprint of the second edition (1785) of Price's Observations on
theImportance of the American Revolution and the Means of Making It a Benefit to
theWorld. The attitudes of the Revolutionary generation toward education are discussed
inFrederick Rudolph, ed., Essays on Education in the Early Republic (Cambridge,Mass.:
Harvard University Press, 1965); Eva T. H. Brann, Paradoxes of Education ina Republic
(Chicago: University of Chicago Press, 1979); David Tyack, "Forming theNational
Character: Paradox in the Educational Thought of the Revolutionary Gen-eration,"
Harvard Educational Review, XXXVI (1966), 29-41; Jonathan Messerli,"The
Columbian Complex: The Impulse to National Consolidation," History of Edu-cation
Quarterly, VII (1967), 417-431; Linda K. Kerber, "Daughters of Columbia:Educating
Women for the Republic, 1787-1805," in Stanley Elkins and Eric McKi-trick, eds., The
Hofstadter Aegis: A Memorial (New York: Alfred A. Knopf, 1974), pp.36-59; Viaor
Daniel Brooks, Jr., "Education and Politics in the New Nation—AStudy of the
Educational Policies of the Federalists" (doctoral thesis, University ofPennsylvania,
1974); Daniel J. Boorstin, The Lost World of Thomas Jefferson (NewYork: Henry Holt
and Company, 1948); and Allen O. Hansen, Liberalism and Ameri-can Education in the
Eighteenth Century (New York: The Macmillan Company,1926).
The more general political thought of the Revolutionary generation is explicated ina
considerable literature, which is incisively reviewed in Robert E. Shalhope, "Towarda
Republican Synthesis: The Emergence of an Understanding of Republicanism
inAmerican Historiography," William and Mary Quarterly, 3d ser., XXIX (1972), 49-80;
the most useful sources for the immediate post-Revolutionary years are Gordon S.Wood,
The Creation of the American Republic, 1776-1787 (Chapel Hill: University ofNorth
Carolina Press, 1969) and Gerald Stourzh, Alexander Hamilton and the Idea
ofRepublican Government (Stanford, Calif.: Stanford University Press, 1970). The
broader context of American Enlightenment thought is developed in Henry F. May,The
Enlightenment in America (New York: Oxford University Press, 1976) and in theseveral
essays constituting the Summer, 1976, issue of American Quarterly (XXVIII[1976],
147-293). The millennial strain in the thought of the Revolutionary generationis dealt
with in Ernest Lee Tuveson, Redeemer Nation: The Idea of America's Millen-nial Role
(Chicago: University of Chicago Press, 1968); Christopher M. Beam, "Mil-lennialism
and American Nationalism, 1740-1800," Journal of Presbyterian History,LIV (1976),
182-199; Russel B. Nye, This Almost Chosen People: Essays in the Histo-ry of
American Ideas (East Lansing: Michigan State University Press, 1966); Ruther-ford E.
Dalmage, "The American Idea of Progress, 1750-1800," Proceedings of theAmerican

Philosophical Society, XCI (1947), 307-314; and Edward McNall Burns,The American
Idea of Mission: Concepts of National Purpose and Destiny (NewBrunswick, N.J.:
Rutgers University Press, 1957).
The changing character of the American population during the first century of na-tional
existence is discussed in Warren S. Thompson and P. K. Whelpton, PopulationTrends in
the United States (New York: McGraw-Hill Book Company, 1933) andDonald J. Bogue,
The Population of the United States (Glencoe, 111.: The Free Press ofGlencoe, 1959),
though details must be drawn from such sources as J. Potter, "TheGrowth of Population
in America, 1700-1860," in D. V. Glass and D. E. C. Eversley,eds.. Population in
History: Essays in Historical Demography (Chicago: Aldine Pub-lishing Company,
1965); A Century of Population Growth from the First Census of theUnited States to the
Twelfth, 1790-1900 (Washington, D.C.: Government Printing Of-fice, 1909); U.S.,
Bureau of the Census, Historical Statistics of the United States, Colo-nial Times to 1970
(2 vols.; Washington, D.C.: Government Printing Office, 1975);Maldwyn Allen Jones,
American Immigration (Chicago: University of Chicago Press,1960); Charlotte
Erickson, Invisible Immigrants: The Adaptation of English and Scot-tish Immigrants in
Nineteenth-Century America (Coral Gables, Fla.: University of Mi-ami Press, 1972);
Gunther Barth, Bitter Strength: A History of the Chinese in theUnited States
(Cambridge, Mass.: Harvard University Press, 1964); Oliver MacDon-agh, "The Irish
Famine Emigration to the United States," Perspectives in AmericanHistory, X (1976),
357-446, John Hope Franklin, From Slavery to Freedom: A Histo-ry of Negro
Americans (4th ed.; New York: Alfred A. Knopf, 1974); and Wilcomb E.Washburn, The
Indian in America (New York: Harper & Row, 1975). The notion ofAmerica as refuge is
discussed in Cecil D. Eby, "America as 'Asylum': A Dual Image,"American Quarterly,
XIV (1962), 483-489.
There is a surprising dearth of historical scholarship on the problem of who consti-tuted
the citizenry of the Republic at different times in its history. F. G. Franklin,"The
Legislative History of Naturalization in the United States, 1776-1795," AnnualReport of
the American Historical Association for the Year 1901 (2 vols.; Washington,D.C.:
Government Printing Office, 1902), I, 301-317, and Sidney Kansas, Citizenshipin the
United States of America (New York: Washington Publishing Company, 1936)are older
works; James H. Kettner, The Development of American Citizenship, 1608-1870
(Chapel Hill: University of North Carolina Press, 1978) is more recent and
morecomprehensive. None deals satisfactorily with the problem of citizenship for
women.The best work in that regard is Richard B. Morris, Studies in the History of
AmericanLaw, with Special Reference to the Seventeenth and Eighteenth Centuries
(New York:Columbia University Press, 1930), although the complexities involved in the
civil statusof women are not Morris's special problem.
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The notion of America as empire is developed in Richard W. Van Alstyne, TheRising
American Empire (New York: Oxford University Press, 1960) and Genesis ofAmerican
Nationalism (Waltham, Mass.: Blaisdell Publishing Company, 1970). Thebest sources on
early efforts to work out a public land policy are Merrill Jensen, TheNew Nation: A
History of the United States During the Confederation, 1781-1789(New York: Alfred A.
Knopf, 1950); Roy M. Robbins, Our Landed Heritage: ThePublic Domain, 1776-1970
(2d rev. ed.; Lincoln: University of Nebraska Press, 1976);Benjamin Horace Hibbard, A
History of the Public Land Policies (New York: TheMacmillan Company, 1924); and
Payson Jackson Treat, The National Land System(New York: E. B. Treat & Company,
1910). The best works on the early federal landordinances and their bearing on education
are George W. Knight, History and Man-agement of Land Grants for Education in the
Northwest Territory (New York: G. P.Putnam's Sons, 1885) and Howard Cromwell
Taylor, The Educational Significance ofthe Early Federal Land Ordinances (New York:
Bureau of Publications, Teachers Col-lege, Columbia University, 1922). Jensen
obviously disagrees with Knight concerningthe effect of Jefferson's proposals of 1784 on
the Ordinance of 1785; my own reading ofthe documents concurs with Jensen's. George
Dargo, Jefferson's Louisiana: Politics andthe Clash of Legal Traditions (Cambridge,
Mass.: Harvard University Press, 1975) isan incisive study of the problems of
incorporating Lower Louisiana into the Union.
My notion of an American vernacular in education draws upon the discussion of
avernacular in the arts in Constance Rourke,'77i^ Roots of American Culture and
OtherEssays, edited by Van Wyck Brooks (New York: Harcourt, Brace, and
Company,1942); John A. Kouwenhoven, Made in America: The Arts in Modern
Civilization(Garden City, N.Y.: Doubleday and Company, 1948) and The Beer Can by
the High-way: Essays on What Is "American" About America (Garden City, N.Y.:
Doubledayand Company, 1961). It joins the idea of popularization to an element of
conscious cre-ation and design {an element, for the vernacular evolved quite
spontaneously at thesame time as individuals tried consciously to shape it), though it
does not insist to theextent that the art historians have insisted upon indigenousness. As I
argued in Ameri-can Education: The Colonial Experience, American education has
always combined theborrowed with the indigenous, in different proportions at different
times.
Introduction to Part I: The Kingdom of God
The role of the clergy in attempting to define an American paideia and the categories
ofreligious thought within which the effort was carried forward are the substance of
aconsiderable literature, which derives in its modern form from H. Richard
Niebuhr'spathbreaking work, 77i^ Kingdom of God in America (New York: Harper &
Brothers,1937). Among the more recent writings that have elucidated the theme are
Sidney E.Mead, The Lively Experiment: The Shaping of Christianity in America (New
York:Harper & Row, 1963); Perry Miller, The Life of the Mind in America from the
Revo-lution to the Civil War (New York: Harcourt, Brace & World, 1965); William

A.Clcbsch, from Sacred to Profane America: The Role of Religion in American
History(New York: Harper & Row, 1968); Robert T. Handy, A Christian America:
ProtestantHopes and Historical Realities (New York: Oxford University Press, 1971);
and theseveral essays in Elwyn A. Smith, ed., The Religion of the Republic
(Philadelphia: For-tress Press, 1971). The millennial strain that runs throughout the
effort has been thesubject of a literature in its own right. That literature is
discriminatingly reviewed in
David E. Smith, "Millenarian Scholarship in America," American Quarterly,
XVII(1965), 535-549, and Hillel Schwartz, "The End of the Beginning: Millenarian
Stud-ies, 1969-1975," Religious Studies Review, II (July, 1976), 1-15. The most
interestingrecent contributions are Ernest Lee Tuveson, Redeemer Nation: The Idea of
America'sMillennial Role (Chicago: University of Chicago Press, 1968); J. F. Maclear,
"TheRepublic and the Millennium," in Smith, ed.. Religion of the Republic, pp. 183216;Ernest R. Sandeen, The Roots of Fundamentalism: British and American
Millenarian-ism, 1800-1930 (Chicago: University of Chicago Press, 1970); Christopher
MerrimanBeam, "Millennialism in American Thought" (doctoral thesis, University of
Illinois,1976); and J. F. C. Harrison, The Second Coming: Popular Millenarianism,
1780-1850 (New Brunswick, N.J.: Rutgers University Press, 1979). Following
Tuveson'ssuggestion in Redeemer Nation, I am using "millenarian" to signify the belief
in a dra-matic second coming of Christ and "millennial" to signify a gradual triumph of
Chris-tian principles in the world.
The origin of the design for the Great Seal of the United States is discussed in ThePapers
of Thomas Jefferson, edited by Julian P. Boyd (19+ vols.; Princeton, N.J.:Princeton
University Press, 1950- ), I, 474-497, and Richard S. Patterson and Rich-ardson Dougall,
The Eagle and the Shield: A History of the Great Seal of the UnitedStates (Washington,
D.C.: Department of State, 1976).
Chapter 1: Benevolent Pieties
At least five biographies of Thomas Paine appeared during the 1970's: Audrey Williamson, Thomas Paine: His Life, Work and Times (London: George Allen &
Unwin,1973); Samuel Edwards, Rebel! A Biography of Tom Paine (New York:
Praeger,1974); David Freeman Hawke, Paine (New York: Harper & Row, 1974); Eric
Foner,Tom Paine and Revolutionary America (New York: Oxford University Press,
1976);and Jerome D. Wilson and William F. Ricketson, Thomas Paine (Boston:
TwaynePublishers, 1978). Of the five, the Hawke and Foner volumes are the most useful
toscholars. Harry Hayden Clark's introduction to Thomas Paine: Representative Selections, with Introduction, Bibliography, and Notes (New York: American Book Company, 1944) remains the best general discussion of Paine's thought. Clark's "An Historical Interpretation of Thomas Paine's Religion," University of California
Chronicle,XXXV (1933), 56-87; "Thomas Paine's Relation to Voltaire and Rousseau,"
RevueAnglo-Amencaine, IX (1932), 305-318, 393-405; and "Thomas Paine's Theories

ofRhetoric," Transactions of the Wisconsin Academy of Sciences, Arts and
Letters,XXVIII (1933), 307-339, are similarly illuminating. The standard collections
ofPaine's works are The Writings of Thomas Paine, edited by Moncurc Daniel
Conway(4 vols.; New York: G. P. Putnam's Sons, 1894-1896), and The Complete
Writings ofThomas Paine, edited by Philip S. Foner (2 vols.; Secaucus, N.J.: The Citadel
Press,1945). The international context of Paine's thought is developed in R. R. Palmer,
TheAge of the Democratic Revolution: A Political History of Europe and America,
1760-1800 (2 vols.; Princeton, N.J.: Princeton University Press, 1959-1964); Carl B.
Cone,The English Jacobins: Reformers in iMte 18th Century England (New York:
CharlesScribner's Sons, 1968); and Albert Goodwin, 7he Friends of Liberty: The
EnglishDemocratic Movement in the Age of the French Revolution (Cambridge, Mass.:
Har-vard University Press, 1979). American deism and Paine's role in the deist
movementare dealt with in G. Adolf Koch, Republican Religion: The American
Revolution and
the Cult of Reason (New York: Henry Holt and Company, 1933) and Herbert M.Morals,
Deism in Eighteenth Century America (New York: Columbia UniversityPress, 1934).
The continued vitality of Paine's ideas in nineteenth-century America isdocumented in
Albert Post, Popular Freethought in America, 1825-1850 (New York:Columbia
University Press, 1943). The role of education in the deist Utopia Equality—A Political
Romance is discussed in Charles Orville Burgess, "The Educational State inAmerica:
Selected Views on Learning as the Key to Utopia, 1800-1924" (doctoral the-sis,
University of Wisconsin, 1962). The work itself was republished as Equality; or,
AHistory of Lithconia (Philadelphia: The Liberal Union, 1837).
The most incisive recent discussion of the life, work, and thought of Samuel Stan-hope
Smith is Douglas Sloan, The Scottish Enlightenment and the American CollegeIdeal
(New York: Teachers College Press, 1971). Sloan includes a discriminating re-view of
the literature on Smith in the bibliography of that volume. Other useful writ-ings on
Smith include Samuel Holt Monk, "Samuel Stanhope Smith: Friend of Ration-al
Liberty," in Willard Thorp, ed.. The Lives of Eighteen from Princeton (Princetoh,N.J.:
Princeton University Press, 1946); William H. Hudnut III, "Samuel StanhopeSmith:
Enlightened Conservative," Journal of the History of Ideas, XVII (1956), 540-552;
Winthrop D. Jordan's introduction to the John Harvard Library edition of the1810
printing of Smith's An Essay on the Causes of the Variety of Complexion and Fig-ure in
the Human Species (Cambridge, Mass.: Harvard University Press, 1965); andthe
substantial sections on Smith in John Maclean's older but eminently illuminatingHistory
of the College of New Jersey, from Its Origin in 1746 to the Commencement of1854 (2
vols.; Philadelphia: J. B. Lippincott & Company, 1877). The standard editionsof Smith's
works are The Lectures, Corrected and Improved, Which Have Been Deliv-ered for a
Series of Years, in the College of New Jersey; on the Subjects of Moral andPolitical
Philosophy (2 vols.; Trenton: Daniel Fenton, 1812) and Sermons of SamuelStanhope
Smith (2 vols.; Philadelphia: S. Potter, 1821).'The largest collection of Smithpapicrs is in
the Princeton University Library.

Gladys Bryson, Man and Society: The Scottish Inquiry of the Eighteenth
Century(Princeton, N.J.: Princeton University Press, 1945) remains an indispensable
guide tothe social thought of the leading Scottish philosophers. Sloan, The Scottish
Enlighten-ment and the American College Ideal; Sydney E. Ahlstrom, "The Scottish
Philosophyand American Theology," Church History, XXIV (1955), 257-272; Andrew
DunnettHook, "Literary and Cultural Relations Between Scotland and America, 17631830"(doctoral thesis, Princeton University, 1960); Richard J. Petersen, "Scottish
CommonSense in America, 1768-1850: An Evaluation of Its Influence" (doctoral thesis,
TheAmerican University, 1963); Wilson Smith, Professors & Public Ethics: Studies
ofNorthern Moral Philosophers Before the Civil War (Ithaca, N.Y.: Cornell
UniversityPress, 1956); D. H. Meyer, The Instructed Conscience: The Shaping of the
AmericanNational Mind (Philadelphia: University of Pennsylvania Press, 1972); and
ElizabethFlower and Murray G. Murphy, A History of Philosophy in America (2 vols.;
NewYork: Capricorn Books, 1977) are helpful in estimating the influence of the
Scottishphilosophy on American thought and education. D. L. LeMathieu, The Mind of
Wil-liam Paley: A Philosopher and His Age (Lincoln: University of Nebraska Press,
1976)is an incisive analysis of Paley's philosophy and theology.
The best sources for the life and thought of William Ellery Channing are RobertL.
Patterson, The Philosophy of William Ellery Channing (New York: Bookman Associates, 1952); David P. Edgell, William Ellery Channing: An Intellectual Portrait
(Boston: Beacon Press, 1955); Arthur W. Brown, Always Young for Liberty: A Biography of William Ellery Charming (Syracuse, N.Y.: Syracuse University Press, 1956);and
Madeleine H. Rice, Federal Street Pastor: The Life oj William Ellery Channing(New
Haven: College and University Press, 1961). Conrad Wright's introduction toThree
Prophets of Religious Liberalism: Channing, Emerson, Parker (Boston: BeaconPress,
1961) and his essay on Channing in The Liberal Christians: Essays on
AmericanUnitarian History (Boston: Beacon Press, 1970) are incisive in relating
Channing toUnitarianism. Wright's The Beginnings of Unitarianism in America (Boston:
StarrKing Press, 1955) remains the definitive study of the origins of Unitarian thought.
Theearliest edition of Channing's collected writings is The Works of William E.
Channing(6 vols.; Boston: J. Munroe and Company, 1841-1845); I used the more
convenientone-volume edition published as The Works of William E. Channing (new
ed.; Boston:American Unitarian Association, 1886). On Channing and
Transcendentalism, seeHarold Clarke Goddard, Studies in New England
Transcendentalism (New York: Co-lumbia University Press, 1908), which concludes that
Channing was a Transcendental-ist; Arthur I. Ladu, "Channing and Transcendentalism,"
American Literature, XI(1939), 129-137, which concludes that he was not a
Transcendentalist; and Arthur W.Brown, William Ellery Channing (New Haven: College
and University Press, 1961),which concludes that he maintained a warm but critical
relationship with Transcen-dentalism. For the incorporation of Channing's values and
attitudes into some of themore influential belles-lettres of the nineteenth century, see
Vernon Louis Parrington,Main Currents in American Thought: The Romantic

Revolution, 1800-1860 (NewYork: Harcourt, Brace and Company, 1927) and Van Wyck
Brooks, The Flowering ofNew England, 1815-1865 (New York: E. P. Button & Co.,
1936). For the special ver-sion of Channing's values and attitudes that appeared as
Harvard moral philosophy,see Daniel Walker Howe, The Unitarian Conscience: Harvard
Moral Philosophy,1805-1861 (Cambridge, Mass.: Harvard University Press, 1970).
James Walter Fraser, "Pedagogue for God's Kingdom: Lyman Becchcr and theSecond
Great Awakening" (doctoral thesis, Teachers College, Columbia University,1975) is an
incisive and comprehensive study of Beecher's educational ideas and activi-ties, with a
discriminating annotated bibliography of primary and secondary sources.Vincent
Harding, "Lyman Beecher and the Transformation of American Protestant-ism, 17751863" (doctoral thesis, University of Chicago, 1965); Raymond Lee Wood,"Lyman
Beecher, 1775-1863: A Biographical Study" (doctoral thesis, Yale University,1970); and
Stuart C. Henry, Unvanquished Puritan: A Portrait of Lyman Beecher(Grand Rapids,
Mich.: William B. Eerdmans Publishing Company, 1973) are usefulbiographical
accounts. I have always regarded Constance Rourke's more popular por-trait in Trumpets
of Jubilee (New York: Harcourt, Brace and Company, 1927) as apioneering effort. The
Autobiography of Lyman Beecher, edited by Barbara M. Cross(2 vols.; Cambridge,
Mass.: Harvard University Press, 1961) is the John Harvard Li-brary edition of the 1864
version edited by Charles Beecher; it is a treasure trove of in-formation about Beecher's
views and perceptions of the world. The standard edition ofBeecher's writings is
Beecher's Works (3 vols.; Boston: John P. Jcwctt, 1852-53). APlea for the West (2d ed.;
Cincinnati: Truman & Smith, 1835) and A Plea for Colleges(2d ed.; Cincinnati: Truman
& Smith, 1836) are essential for an understanding ofBeecher's views on education; The
Memory of Our Fathers (Boston: T. R. Marvin,1828) is essential for an understanding,
not only of Beecher's millennialism, but also ofthe millennialism that suffused the
discussion of educational affairs during the first century of national life. Sidney E. Mead, "Lyman Beechcr and Connecticut
Orthodoxy'sCampaign Against the Unitarians, 1819-1826," Church History, IX (1940),
218-234,documents Beccher's role in the attack on the "Unitarian heresy."
The best systematic biography of Charles Grandison Finney is James E. Johnson,"The
Life of Charles Grandison Finney" (doctoral thesis, Syracuse University, 1959).The best
sources for Finney's ideas are William G. McLoughlin, Jr., Modem Revival-ism: Charles
Grandison Finney to Billy Graham (New Ybrk: The Ronald Press Com-pany, 1959);
William Lester McClelland, "Church and Ministry in the Life andThought of Charles G.
Finney" (doctoral thesis, Princeton Theological Seminary,1967); James E. Johnson,
"Charles G. Finney and Oberlin Perfectionism," Journal ofPresbyterian History, XLVI
(1968), 42-57, 128-138, and "Charles G. Finney and aTheology of Revivalism," Church
History, XXXVIII (1968), 338-358; and J. StanleyMattson, "Charles Grandison Finney
and the Emerging Tradition of 'New Measure'Revivalism" (doctoral thesis. University of
North Carolina, 1970). Finney's contribu-tions at Oberlin are depicted in James William
Lee, "The Development of Theology atOberlin" (doctoral thesis. Drew University, 1952)

and Robert Samuel Fletcher, A His-tory of Oberlin College from Its Foundation Through
the Civil War (2 vols.; Oberlin,Ohio: Oberlin College, 1943). Finney's preaching and
views on preaching are discussedby William G. McLoughlin in his introduction to the
John Harvard Library edition ofFinney's Lectures on Revivals of Religion (Cambridge,
Mass.: Harvard UniversityPress, 1960), as well as in Roy Alan Cheesebro, "The
Preaching of Charles G. Fin-ney" (doctoral thesis, Yale University, 1948). There is no
standard edition of Finney'swritings. In addition to the Lectures on Revivals of Religion,
there are two volumes ofLectures on Systematic Theology (Oberlin, Ohio: James M.
Fitch, 1846-47) and Mem-oirs of Rev. Charles G. Finney, Written by Himself (New
York: A. S. Barnes & Com-pany, 1876). There are comprehensive bibliographies of the
writings of Finney in theCheesebro and McClelland theses. The principal collection of
Finney papers is in theOberlin College Library.
Charles Robert Foster, "Horace Bushnell on Education" (doctoral thesis,
TeachersCollege, Columbia University, 1971) is a thoughtful study of Bushnell's
educationalideas, with a useful critical bibliography. Barbara M. Cross, Horace
Bushnell: Ministerto a Changing America (Chicago: University of Chicago Press, 1958)
and Howard A.Barnes, "Horace Bushnell: An American Christian Gentleman" (doctoral
thesis. Uni-versity of Iowa, 1970) are discerning biographies, though Barnes is highly
critical ofCross's fX)rtrayal of Bushnell as a person. The Barnes thesis also includes an
excellentcritical bibliography. The best study on Bushnell's chief work, Christian
Nurture, isRachel Henderlite, "The Theological Basis of Horace Bushnell's Christian
Nurture''(doctoral thesis, Yale University, 1947); David Stanley Steward, "Horace
Bushnell andContemporary Christian Education: A Study of Revelation and Nurture"
(doctoral the-sis, Yale University, 1966) is also useful. Frank Hugh Foster, A Genetic
History of theNew England Theology (Chicago: University of Chicago Press, 1907)
develops the in-tellectual context for Bushnell's thought. Louise Weeks, "Horace
Bushnell on BlackAmerica," Religious Education, LXVIII (1973), 28-41, points
incisively to the blind-ness on Bushnell's part to the spiritual and educational needs of
blacks, a blindnesswidely shared by Bushnell's clerical contemporaries. The best source
of material onBushnell's life is his daughter's work Life and Letters of Horace Bushnell,
edited byMary Bushnell Cheney (New York: Harp)er & Brothers, 1880). There is no
standardedition of Bushnell's writings, though a complete list of his published works is
given in
Horace Bushnell, The Spirit in Man (New York: Charles Scribner's Sons, 1903).
H.Shelton Smith, cd., Horace Bushnell (New York: Oxford University Press, 1965) presents an admirable selection of Bushnell's writings, with an incisive introduction. Horace Bushnell, Christian Nurture, with an introduction by Luther A. Weigle (New Ha-ven:
Yale University Press, 1966) is a convenient edition of Bushnell's best-knowntreatise.
Chapter 2: The Evangelical Crusade

An immense body of scholarship over the past quarter-century has conclusively established the evangelical Protestant tradition as the decisive religious tradition of nineteenth-century America. Put in educational terms, this is to say that the American paideia as defined by Lyman Beecher, Charles Grandison Finney, Horace Bushnell,
andkindred intellectuals came to predominate in all parts of the country. It was by
nomeans the sole definition, for a kind of existential pluralism prevailed in the
openspaces of early national America that left room for variant versions of the
Americanpaideia; but the evangelical Protestant version did triumph, affecting
nonevangelicalsand non-Protestants, if only in forcing them to define and inculcate
alternative paideias.The best general work is Sydney E. Ahlstrom, A Religious History
of the AmericanPeople (New Haven: Yale University Press, 1972). The earlier works of
William War-ren Sweet, including Revivalism in America: Its Origins, Growth and
Decline (NewYork: Charles Scribner's Sons, 1944), Religion in the Development of
American Cul-ture, 1765-1840 (New York: Charles Scribner's Sons, 1952), and Religion
on theAmerican Frontier (reprint ed.; New York: Cooper Square Publishers, 1964),
remainhighly useful. Also valuable are Charles Roy Keller, The Second Great
Awakening inConnecticut (New Haven: Yale University Press, 1942); Charles E.
Cunningham,Timothy Dwight, 1752-1817: A Biography (New York: The Macmillan
Company,1942); Whitney R. Cross, The Burned-Over District: The Social and
Intellectual Histo-ry of Enthusiastic Religion in Western New York, 1800-1850 (Ithaca,
N.Y.: CornellUniversity Press, 1950); Timothy L. Smith, Revivalism and Social Reform
in Mid-Nineteenth-Century America (New York: Abingdon Press, 1957); Sidney E.
Mead,The Lively Experiment: The Shaping of Christianity in America (New York:
Harper& Row, 1963), Nathaniel William Tayler, 1786-1858: A Connecticut Liberal
(Chica-go: University of Chicago Press, 1942), and "The Rise of the Evangelical
Conceptionof the Ministry in America (1607-1850)," in H. Richard Niebuhr and Daniel
D. Wil-liams, The Ministry in Historical Perspectives (New York: Harper & Brothers,
1956),chap, viii; William G. McLoughlin, Jr., Modem Revivalism: Charles Grandison
Fin-ney to Billy Graham (New York: The Ronald Press Company, 1959); Perry
Miller,"From the Covenant to the Revival," in James Ward Smith and A. Leland
Jamison,cds., The Shaping of American Religion (Princeton, N.J.: Princeton University
Press,1961), pp. 322-368, and The Life of the Mind in America from the Revolution to
theCivil War (New York: Harcourt, Brace & World, 1965); Walter Brownlow
Posey,Frontier Mission: A History of Religion West of the Southern Appalachians to
1861(Lexington: University of Kentucky Press, 1966); John Opic, Jr., "James
McGrcady:Theologian of Frontier Revivalism," Church History, XXXIV (1965), 445456; Mar-tin E. Marty, Righteous Empire: The Protestant Experience in America (New
York:The Dial Press, 1970); Lois Wendland Banner, "The Protestant Crusade:
ReligiousMissions, Benevolence, and Reform in the United States, 1790-1840" (doctoral
thesis,
Columbia University, 1970); Ernest Trice Thompson, Presbyterians in the South (3vols.;
Richmond, Va.: John Knox Press, 1963-1973); John B. Boles, The Great Reviv-al, 1787-

1805: The Origins of the Southern Evangelical Mind (Lexington; The Uni-versity Press
of Kentucky, 1972); Milton C. Sernett, Black Religion and AmericanEvangelicalism:
White Protestants, Plantation Missions, and the Flowering of NegroChristianity, 17871865 (Metuchen, N.J.: Scarecrow Press, 1975); Donald G. Math-ews, Religion in the
Old South (Chicago: University of Chicago Press, 1-977); and E.Brooks Holifield, The
Gentlemen Theologians: American Theology in Southern Cul-ture, 1795-1860 (Durham,
N.C.: Duke University Press, 1978).
The camp meeting as a religious and social phenomenon is portrayed in Charles
A.Johnson, The Frontier Camp Meeting: Religion's Harvest Time (Dallas:
SouthernMethodist University Press, 1955); Bernard A. Weisbcrger, They Gathered at
the River:The Story of the Great Revivalists and Their Impact upon Religion in America
(Boston:Little, Brown and Company, 1958); Dickson D. Bruce, And They All Sang
Hallelujah:Plain-Folk Camp-Meeting Religion, 1800-1845 (Knoxville: University of
TennesseePress, 1974); John B. Boles, The Great Revival, 1787-1805; and Whitney R.
Cross,TJie Burned-Over District. The urban side of the evangelical movement is
discussed inCharles L Foster, "The Urban Missionary Movement, 1814-1837,"
PennsylvaniaMagazine of History and Biography, LXXV (1951), 47-65; Richard
Carwardine, "TheSecond Great Awakening in the Urban Centers: An Examination of
Methodism and the'New Measures,' " Journal of American History, LIX (1972-73), 327340; CarrollSmith Rosenberg, Religion and the Rise of the American City: The New
York City Mis-sion Movement 1812-1870 (Ithaca, N.Y.: Cornell University Press,
1971); Paul Boyer,Urban Masses and Moral Order in America, 1820-1920 (Cambridge,
Mass.: HarvardUniversity Press, 1978); and, interestingly. Jay P. Dolan, Catholic
Revivalism: TheAmerican Experience, 1830-1900 (Notre Dame, Ind.: University of
Notre Dame Press,1978). The transatlantic character of the movement is discussed in
Frank Thistleth-waite. The Anglo-American Connection in the Early Nineteenth Century
(Philadelphia:University of Pennsylvania Press, 1959); Charles L Foster, An Errand of
Mercy: TheEvangelical United Front, 1790-1837 . (Chapel Hill: University of North
CarolinaPress, 1960); and Richard Carwardine, Transatlantic Revivalism: Popular
Evangelical-ism in Britain and America, 1790-1865 (Westport, Conn.: Greenwood Press,
1978).With respect to the British side, Maurice J. Quinlan, Victorian Prelude: A History
ofEnglish Manners, 1700-1830 (New York: Columbia University Press, 1941); Ford
K.Brown, Fathers of the Victorians: The Age of Wilberforce (Cambridge: Cambridge
Uni-versity Press, 1961); Paul Sangster, Pity My Simplicity: The Evangelical Revival
andthe Religious Education of Children, 1738-1800 (London: The Epworth Press,
1963);John McLeisch, Evangelical Religion and Popular Education: A Modern
Interpretation(London: Methuen & Co., 1969); J. M. Goldstrom, The Social Content of
Education,1808-1870: A Study of the Working Class School Reader in England and
Ireland (Shan-non: Irish University Press, 1972); and Thomas Walter Laqueur, Religion
and Re-spectability: Sunday Schools and Working Class Culture, 1780-1850 (New
Haven: YaleUniversity Press, 1976) are especially helpful.

The thought of the clergy on social issues is explicated in John R. Bodo, The Prot-estant
Clergy and Public Issues, 1812-1848 (Princeton, N.J.: Princeton UniversityPress, 1954);
Charles C. Cole, Jr., The Social Ideas of the Northern Evangelists, 1826-1860 (New
York: Columbia University Press, 1954); Walter Brownlow Posey, FrontierMission, John
Lee Eighmy, Churches in Cultural Captivity: A History of the Social Attitudes of'Southern Baptists (Knoxville: University of Tennessee Press, 1972),
ConradJames Engelder, "The Churches and Slavery: A Study of the Attitudes Toward
Slaveryof the Major Protestant Denominations" (doctoral thesis, University of
Michigan,1964); Donald G. Mathews, Slavery and Methodism: A Chapter in American
Morality,1780-1845 (Princeton, N.J.: Princeton University Press, 1965) and Religion in
the OldSouth; and James H. Moorhead, American Apocalypse: Yankee Protestants and
theCivil War, 1860-1869 (New Haven: Yale University Press, 1978). The structure of denominationalism associated with evangelical Protestantism is discussed in Sidney
Mead,The Lively Experiment, chap, vii; Martin Marty, Righteous Empire, chap, vii;
Timo-thy L. Smith, "Congregation, State, and Denomination: The Forming of the
AmericanReligious Structure," William and Mary Quarterly, 3d ser., XXV (1968), 155176;and Samuel C. Pearson, Jr., "From Church to Denomination: American
Congregation-alism in the Nineteenth Century," Church History, XXXVIII (1969), 6787.
Emory Stevens Bucke, ed.. The History of American Methodism (3 vols.; NewYork:
Abingdon Press, 1964) is the standard work. It is usefully supplemented on thedomestic
side by John L. Peters, Christian Perfection and American Methodism (NewYork:
Abingdon Press, 1956); Walter Brownlow Posey, The Development of Method-ism in
the Old Southwest, 1783-1824 (Tuscaloosa, Ala.: Weatherford Printing Com-pany,
1933); Wade C. Barclay et ai, History of Methodist Missions (4+ vols.; NewYork: Board
of Missions and Church Extension of the Methodist Church, 1949- ), I;and Donald G.
Mathews, "The Methodist Mission to the Slaves, 1829-1844," fournalof American
History, LI (1964-65), 615-31; and on the transatlantic side by Robert F.Wearmouth,
Methodism and the Working-Class Movements of England, 1800-1850(London: The
Epworth Press, 1937) and Methodism and the Common People of theEighteenth Century
(London: The Epworth Press, 1945) and Bernard Semmel, TheMethodist Revolution
(New York: Basic Books, 1973). H. K. Carroll, Francis Asburyin the Making of
American Methodism (New York: Methodist Book Concern, 1923);La Vere C. Rudolph,
Francis Asbury (New York: Abingdon Press, 1966) and TheJournal and Letters of
Francis Asbury, edited by Elmer T. Clark et al. (3 vols.; Nash-ville, Tenn.: Abingdon
Press, 1958) are the principal sources for Asbury's life andthought.
I found Donald G. Mathews, "The Second Great Awakening as an OrganizingProcess,
1780-1830: An Hypothesis," American Quarterly, XXI (1969), 23-43, draw-ing as it
does upon T. Scott Miyakawa, Protestants and Pioneers: Individualism andConformity
on the American Frontier (Chicago: University of Chicago Press, 1964), aseminal work
of synthesis. Edwin Scott Gaustad, Historical Atlas of Religion in Ameri-ca (New York:

Harper & Row, 1962) and Nelson R. Burr et al., A Critical Bibliogra-phy of Religion in
America (2 vols.; Princeton, N.J.: Princeton University Press, 1961)remain the standard
reference sources.
The rise of interdenominational—or paradenominational—organizations is depict-ed in
Charles I. Foster, An Errand of Mercy and Clifford S. Griffin, Their Brothers'Keepers:
Moral Stewardship in the United States, 1800-1865 (New Brunswick, N.J.:Rutgers
University Press, 1960). The theological underpinnings of the organizationalmovement
in the doctrine of "disinterested benevolence" are explicated by Oliver Wen-dell Elsbree,
"Samuel Hopkins and His Doctrine of Benevolence," New EnglandQuarterly, VIII
(1935), 534-550; the theological underpinnings in a reformulated rela-tionship between
church and state are explicated in James Fulton Maclcar, " 'Tlie
True American Union' of Church and State: The Reconstruction of the
TheocraticTradition," Church History, XXVIII (1959), 41-62; the theological
underpinnings in aconception of Christian unity are explicated in Lefferts A. Loetscher,
"The Problem ofChristian Unity in Early Nineteenth-Century America," Church History,
XXXII(1963), 3-16. Griffin takes issue with the notions of disinterestedness and
benevolencein "Religious Benevolence as Social Control, 1815-1860," Mississippi
Valley HistoricalReview, XLVI (1957-58), 423-444; Lois W. Banner in turn takes issue
with Griffinin "Religious Benevolence as Social Control: A Critique of an
Interpretation," Journalof American History, LX (1973-74), 23-41. Foster includes a
fairly comprehensive listof the societies on pp. 275-280 of his book.
Clifton Jackson Phillips, Protestant America and the Pagan World: The First
HalfCentury of the American Board of Commissioners for Foreign Missions, 18101860(Cambridge, Mass.: Harvard University Press, 1969) is the standard history. The papers of the Board are at the Houghton Library at Harvard University and at the Congregational Library in Boston. Natalie Ann Naylor, "Raising a Learned Ministry:
TheAmerican Education Society, 1815-1860" (doctoral thesis. Teachers College,
ColumbiaUniversity, 1971) is the standard history. David F. AUmendinger, Jr., Paupers
andScholars: The Transformation of Student Life in Nineteenth-Century New
England(New York: St. Martin's Press, 1975) includes a substantial section on the
AmericanEducation Society. The papers of the Society are at the Congregational Library
in Bos-ton. Henry Otis Dwight, The Centennial History of the American Bible Society
(NewYork: The Macmillan Company, 1916) and John M. Gibson, Soldiers of the
Word:The Story of the American Bible Society (New York: Philosophical Library, 1958)
arecelebratory accounts, with no scholarly apparatus, but they remain the fullest
chroniclesof events. The papers of the Society are at the Society's headquarters in New
YorkCity. E^win Wilbur Rice, The Sunday-School Movement and the American
Sunday-School Union, 1780-1917 (Philadelphia: American Sunday-School Union,
1917) is un-critical but reliably informative. Anne Mary Boylan, " 'The Nursery of the
Church':Evangelical Protestant Sunday Schools, 1820-1880" (doctoral thesis, University
ofWisconsin, 1973) is a substantial scholarly study that includes a good deal on

theASSU. William Bean Kennedy, The Shaping of Protestant Education: An Interpretation of the Sunday School and the Development of Protestant Educational Strategy inthe
United States, 1789-1860 (New York: Association Press, 1966) and Robert W.Lynn and
Elliott Wright, The Big Little School: Sunday Child of American Protestant-ism (New
York: Harper & Row, 1971) are brief interpretive studies of the movement,with the
ASSU in the background. The papers of the Union are at the PresbyterianHistorical
Society in Philadelphia. Harvey George Neufeldt, "The American Tract So-ciety, 18251865: An Examination of Its Religious, Economic, Social, and PoliticalIdeas" (doctoral
thesis, Michigan State University, 1971) is a substantial scholarlystudy. Most of the
papers of the ATS were destroyed by fire years ago; those that re-main are at the
headquarters of the American Bible Society in New York City. ColinBrummitt
Goodykoontz, Home Missions on the American Frontier with Particular Ref-erence to
the American Home Missionary Society (Caldwell, Idaho: The Caxton Print-ers, 1939)
is uncritical but, again, informative. The papers of the AHMS are at theChicago
Theological Seminary Library. The English Dudley system for organizing andcanvassing
a rural region or urban neighborhood and its importation into the UnitedStates are
discussed in Charles I. Foster, An Errand of Mercy. Foster also includes a
description of the "great campaign" to "civilize" the West and save it from barbarism(and
Cathohcism), as do Ray Allen Billington, The Protestant Crusade, 1800-1860: AStudy of
the Origins of American Nativism (New York: The Macmillan Company,1938); Richard
Lyle Power, "A Crusade to Extend Yankee Culture, 1820-1865," NewEngland Quarterly,
XIII (1940), 638-653; and Malcolm Lyle Warford, "Piety Poli-tics, and Pedagogy: An
Evangelical Protestant Tradition in Higher Education at Lane,Oberlin, and Berea, 18341904 (doctoral thesis, Teachers College, Columbia Universi-ty. 1973).
The evangelical thrust via the new childrearing literature is discussed in Anne L.Kuhn,
The Mother's Role in Childhood Education: New England Concepts, 1830-1860(New
Haven: Yale University Press, 1947); Robert Sunley, "Early Nineteenth-Cen-tury
American Literature on Child Rearing," in Margaret Mead and Martha Wolfen-stein,
eds., Childhood in Contemporary Cultures (Chicago: University of Chicago Press,1955),
chap, ix; Bernard Wishy, The Child and the Republic: The Dawn of ModemChild
Nurture (Philadelphia: University of Pennsylvania Press, 1968); Peter GreggSlater,
"Views of Children and of Child Rearing During the Early National Period: AStudy in
the New England Intellect" (doctoral thesis, University of California, Berke-ley, 1970);
Mary Patricia Ryan, "American Society and the Cult of Domesticity" (doc-toral thesis,
University of California, Santa Barbara, 1971); and Philip Greven, TheProtestant
Temperament: Patterns of Child-Rearing, Religious Experience, and the Selfin Early
America (New York: Alfred A. Knopf, 1977).
The evangelical thrust via the Sunday school is depicted in Anne Mary Boylan,"'The
Nursery of the Church': Evangelical Protestant Sunday Schools, 1820-1880";William
Bean Kennedy, The Shaping of Protestant Education; and Robert W. Lynnand Elliott
Wright, The Big Little School. The close interrelationship between Sundayschools and

public schools is developed in David Marion McCord, "Sunday School andPublic
School: An Exploration of Their Relationship with Special Reference to Indi-ana, 17901860" (doctoral thesis, Purdue University, 1976).
Curiously, the public schools have been traditionally portrayed as less related tothe
evangelical Protestant movement than they actually were, while the colleges havebeen
traditionally portrayed as more exclusively related to the evangelical
Protestantmovement than they actually were. A traditional view of the public schools is
presentedin my own work. The American Common School: An Historic Conception
(New York:Bureau of Publications, Teachers College, Columbia University, 1951); the
sense ofseparation between the public school movement and nondenominational
Protestantismconveyed there doubtless derives from a tendency to read twentiethcentury distinctionsbetween the public and the private back into the nineteenth, a
tendency supported bythe overgeneralization of Horace Mann's wars with the Protestant
clergy in Massachu-setts to the rest of the country. A traditional view of the colleges is
presented in DonaldG. Tewksbury, The Founding of American Colleges and Universities
Before the CivilWar (New York: Bureau of Publications, Teachers College, Columbia
University,1932); the sense of close relationship between the denominations and the
colleges con-veyed there probably derives from a similar tendency to read twentiethcentury distinc-tions between the public and the private back into the nineteenth. The
corrective to thetraditional view of public schooling is provided in Timothy L. Smith,
"ProtestantSchooling and American Nationality, 1800-1850," fournal of American
History, LIII(1966-67), 619-195, and David Tyack, "The Kingdom of God and the
Common
School," Harvard Educational Review, XXXVI (1966), 447-469; while the correctiveto
the traditional view of the colleges is provided in David B. Potts, "American Collegesin
the Nineteenth Century: From Localism to Denominationalism," History oj Educa-tion
Quarterly, XI (1971), 363-380, and '"College Enthusiasm!' as Public Response,18001860," Harvard Educational Review, XLVII (1977), 28-42. In both instances, ofcourse,
the intellectual thrust of the correctives derives from a fuller understanding ofnineteenthcentury nondenominational Protestantism and its relation to the public lifeof the nation.
For the founding of the YMCA, see Charles Howard Hopkins, History of theY.M.C.A. in
North America (New York: Association Press, 1951) and Paul Boyer, Ur-ban Masses
and Moral Order in America, 1820-1920. Evangelicism was also a signifi-cant factor in
the founding of rehabilitative and custodial institutions, which are dis-cussed in W.
David Lewis, From Newgate to Dannemora: The Rise of the Penitentiaryin New York,
1796-1838 (Ithaca, N.Y.: Cornell University Press, 1965); Robert S.Pickett, House of
Refuge: Origins of Juvenile Reform in New York State, 1815-1857(Syracuse, N.Y.:
Syracuse University Press, 1969); David J. Rothman, The Discoveryof the Asylum:
Social Order and Disorder in the New Republic (Boston: Little, Brownand Company,
1971); Joseph M. Hawes, Children in Urban Society: Juvenile Delin-quency in
Nineteenth-Century America (New York: Oxford University Press, 1971);Gerald N.

Grob, Mental Institutions in America: Social Policy to 1875 (New York:The Free Press,
1973); Robert M. Mennel, Thorns ix Thistles: Juvenile Delinquents inthe United States,
1825-1940 (Hanover, N.H.: The University Press of New England,1973); and Steven L.
Schlossman, Love and the American Delinquent: The Theory andPractice of
"Progressive" Juvenile Justice, 1825-1920 (Chicago: University of ChicagoPress, 1977).
For the notion of spiritualizing the factory, see Thomas Bender, Towardan Urban Vision:
Ideas and Institutions in Nineteenth-Century America (Lexington:The University Press
of Kentucky, 1975).
The similarities and overlaps in the materials used in the Sunday schools and pub-lic
schools and circulated by the American Tract Society are best discerned, of course,by
perusing the materials themselves, which are widely available in the original. Thevalues
expounded by the materials prepared by the American Sunday-School Union areset forth
in Edwin Wilbur Rice, The Sunday-School Movement and the American Sun-daySchool Union, 1780-1917. It should be borne in mind, however, as noted in
DavidMarion McCord, "Sunday School and Public School: An Exploration of Their
Rela-tionship with Special Reference to Indiana, 1790-1860," that the full range of
materi-als or even part of it was not always available to individual Sunday schools. The
wayin which the materials were taught, with emphasis on the stimulation of conversion,
isdiscussed in Anne Mary Boylan, '"The Nursery of the Church': Evangelical
ProtestantSunday Schools, 1820-1880." The British origins of the Sunday-school
literature areilluminated by Paul Sangster, Pity My Simplicity: The Evangelical Revival
and theReligious Education of Children, 1738-1800. The values conveyed by the
materialsprepared by the American Tract Society arc set forth in Harvey George
Neufeldt,"The American Tract Society, 1825-1865: An Examination of Its Religious,
Economic,Social, and Political Ideas."
There is a considerable literature on the McGuflfeys and the McGuffey readers.William
Holmes McGuffey compiled the first four readers; his brother AlexanderHamilton
McGuffey compiled the fifth and sixth. James Arnold Scully, "A Biography
of William Holmes McGuffey" (doctoral thesis, University of Cincinnati, 1967) is
ascholarly work; Alice McGuflfey Ruggles, The Story oj the McGuffeys (New
York:American Book Company, 1950) is more popular. Harvey C. Minnich,
WilliamHolmes McGuffey and His Readers (New York: American Book Company,
1936);Richard D. Mosier, Making the American Mind: Social and Moral Ideas in the
Mc-Guffey Readers (New York: King's Crown Press, 1947); Robert Wood Lynn,
"CivilCatechetics in Mid-Victorian America: Some Notes About American Civil
Religion,Past and Present," Religious Education, LXVIII (1973), 5-27; and John H.
Wester-hoflP III, McGuffey and His Readers: Piety, Morality, and Education in
Nineteenth-Century America (Nashville: Abingdon, 1978) are analyses of the substance
of thereaders. The Westerhoff study includes a systematic content analysis of the first
fourreaders and is the most effective of the four in locating the readers within the
evangeli-cal tradition. The Mosier study, given its title, elicited a sharp critique by Philip

D.Jordan in the American Historical Review, LIII (1947-48), 569, of the so-called McGuffey myth, propagated above all by Mark Sullivan in the second volume of OurTimes:
The United States, 1900-1925 (6 vols.; New York: Charles Scribncr's Sons,1926-1935),
to the effect that the readers had shaped the American mind and charac-ter. It was rather
the other way around, Jordan averred: the American mind hadshaped the readers. The
debate, of course, raised the perennial chicken-egg question.The readers alone did not
shape the American mind; nor, however, were they unin-fluential, particularly insofar as,
in concert with similar materials circulated by otherinstitutions, they nurtured and
sustained the values and outlooks of the dominantAmerican paideia of their time. Put
otherwise, Jordan's argument and Mosier's havebeen incorporated into my own. Stanley
W. Lindberg, The Annotated McGuffey: Selec-tions from the McGuffey Eclectic
Readers, 1836-1920 (New York: Van Nostrand Rein-hold Company, 1976) explores the
changing content of the readers over the years andtraces the origins of many of the
commonplaces that were included. The best collectionof McGuffeyiana is at Miami
University, Oxford, Ohio, where there is also a McGuf-fey museum.
For the more general context of nineteenth-century children's literature, Rosalie
V.Halsey, Forgotten Books of the American Nursery: A History of the Development of
theAmerican Storybook (Boston: Goodspeed, 1911); A. S. W. Rosenbach, Early
AmericanChildren's Books (1933; reprint ed.; New York: Kraus Reprint Corporation,
1966);Monica Kiefer, American Children Through Their Books, 1700-1835
(Philadelphia:University of Pennsylvania Press, 1948); John Nietz, Old Textbooks
(Pittsburgh: Uni-versity of Pittsburgh Press, 1961); Charles Carpenter, History of
American Schoolbooks(Philadelphia: University of Pennsylvania Press, 1963); Ruth
Miller Elson, Guardiansof Tradition: American Schoolbooks of the Nineteenth Century
(Lincoln: University ofNebraska Press, 1964); and F. J. Harvey Darton, Children's Books
in England: FiveCenturies of Social Life (Cambridge: Cambridge University Press,
1966) arc usefulsources.
Chapter 3: Modes of Sectarianism
The best scholarly review of the various communitarian experiments of the first twothirds of the nineteenth century remains Alice Felt Tyler, Freedom 's Ferment: Phasesof
American Social History to 1860 (Minneapolis: University of Minnesota Press,
1944). Characteristically for the era during which she wrote, Tyler divided her sectionon
"Cults and Utopias" into a first part, on religious communities, and a second part,on
socialist communities. The more recent reinterpreiation of communitarian strivingarising
from studies of millennialism reveals the distinction to be artificial; hence, mygrouping
of New Harmony, Fruitlands, and the Great Basin Kingdom in a singlechapter as "modes
of sectarianism." Arthur Eugene Bestor, Jr., Backwoods Utopias:The Sectarian and
Owenite Phases of Communitarian Socialism in America, 1663-7829(Philadelphia:
University of Pennsylvania Press, 1950) and "Patent-OflFice Models ofthe Good
Society: Some Relationships Between Social Reform and Westward Expan-sion,"

American Historical Review, LVIII (1952-53), 505-526, are illuminating, asare a
succession of more popular works from John Humphrey Noyes, History of Amer-ican
Socialisms (1870; reprint ed.; New York: Hillary House, 1961) to Everett Web-ber,
Escape to Utopia: The Communal Movement in America (New York: HastingsHouse
Publishers, 1959). Frank E. Manuel, ed., Utopias and Utopian Thought (Bos-ton:
Houghton Mifflin Company, 1966) is a useful collection of essays.
The best work on the Owenite movement as a transatlantic phenomenon is J. F.C.
Harrison, Quest for the New Moral World: Robert Owen and the Owenites in Brit-ain
and America (New York: Charles Scribner's Sons, 1969), which includes a comprehensive scholarly bibliography. Archibald Muir Black, "The Educational Work ofRobert
Owen" (doctoral thesis, St. Andrews University, 1949); Arthur Eugene Bestor,Jr.,
Backwoods Utopias; and Harold Silver, The Concept of Popular Education: AStudy of
Ideas and Social Movements in the Early Nineteenth Century (London: Mac-gibbon &
Kee, 1965) discuss Owen's views and the experiments at New Lanark. FrankPodmore,
Robert Owen: A Biography (2 vols.; London: Hutchinson, 1906); G. D. H.Cole, Robert
Owen (Boston: Little, Brown and Company, 1925); Roland Hill Harvey,Robert Owen:
Social Idealist (Berkeley: University of California Press, 1949); andMargaret Cole,
Robert Owen of New Lanark, 1771-1858 (London: Batchworth Press,1953) are useful
biographies. The Life of Robert Owen, Written by Himself Q. vols.;London: Effingham,
Wilson, 1857-1858) is an autobiography, with an appendix re-printing Owen's
publications to 1820. Robert Owen, A New View of Society and OtherWritings, edited
by G. D. H. Cole (London: J. M. Dent & Sons, 1927); John F. C.Harrison, ed.,
Utopianism and Education: Robert Owen and the Owenites (New York:Teachers College
Press, 1968); and Harold Silver, Robert Owen on Education (Cam-bridge: Cambridge
University Press, 1969) are convenient selections of Owen's writ-ings. Kate Silber,
Pestalozzi: The Man and His Work (London: Routledge and KeganPaul, 1960) and Hugh
M. Pollard, Pioneers of Popular Education, 1760-1850 (Cam-bridge, Mass.: Harvard
University Press, 1957) explicate the work at Hofwyl thatmade such a profound
impression on Owen. Donald E. Pitzer, ed., Robert Owen'sAmerican Legacy
(Indianapolis: Indiana Historical Society, 1972), the published pro-ceedings of the
Robert Owen Bicentennial Conference, held in 1971 at New Harmonyin celebration of
the two hundredth anniversary of Owen's birth, is a first-class collec-tion of historical
assessments.
Beyond Harrison's Quest for a New Moral World and Bestor's Backwoods Utopias,the
best sources for the New Harmony experiment are George G. Lockwood, The
NewHarmony Movement (1905; reprint ed.; New York: Dover Publications, 1971)
andWilliam E. Wilson, The Angel and the Serpent: The Story of New Harmony (Bloomington: Indiana University Press, 1964). Karl J. R. Arndt, George Rapp's Harmony
Society, 1785-1847 (Philadelphia: University of Pennsylvania Press, 1965) is a scholarly account of the Rappites, from whom Owen purchased New Harmony. Richard William Leopold, Robert Dale Owen (Cambridge, Mass.: Harvard University Press,

1940)and Keith Heathcote Thompson, "The Educational Work of Robert Dale Owen"
(doc-toral thesis, University of California, Berkeley, 1948) are the best sources for the
lifeand work of Owen's eldest son. Robert Dale Owen, Threading My Way: Twenty-Seven Years of Autobiography (New York: G. W. Carleton, 1874) is illuminating not onlyfor
Owen but also for New Harmony. There is an excellent collection of documents re-lating
to the New Harmony experiment, including the New-Harmony Gazette, theNewHarmony and Nashoba Gazette, and the Disseminator of Useful Knowledge, and
asubstantial collection of Robert Dale Owen papers, at the Workingmen's Institute
atNew Harmony. Other collections of Robert Dale Owen papers are at the Indiana Historical Society and the Purdue University Library.
Harvey L. Carter, "William Maclure," Indiana Magazine of History, XXXI(1935), 83-91;
J. Percy Moore, "William Maclure—Scientist and Humanitarian,"Proceedings of the
American Philosophical Society, XLI (1947), 234-249; W. H. G.Armytage, "William
Maclure, 1763-1840: A British Interpretation," Indiana Maga-zine of History, XLVII
(1951), 1-20; and William Frank Kipnis, "Propagating thePestalozzian: The Story of
William Maclure's Involvement in Efforts to Aflfect E-duca-tional and Social Reforms
in the Early Nineteenth Century" (doctoral thesis, LoyolaUniversity of Chicago, 1972)
are informative on Maclure, as is Arthur Eugene Bestor,Jr., ed., "Education and Reform
at New Harmony: Correspondence of William Mac-Lure and Marie Duclos Fretageot,
1820-1833," Indiana Historical Society Publica-tions, XV (1948), 283-417. William
Maclure, Opinions on Various Subjects, Dedicatedto the Industrious Producers (3 vols.;
New Harmony, Ind.: printed at the school press,1831-1838) is an edition of Maclure's
writings, taken largely from the Disseminator ofUseful Knowledge. The work of
Maclure and of Joseph Neef at New Harmony is dis-cussed in Charles Orville Burgess,
"The Educational State in America: Selected Viewson Learning as the Key to Utopia,
1800-1924" (doctoral thesis. University of Wiscon-sin, 1962); Thomas A. Barlow,
"Channels of Pestalozzianism into the United States"(doctoral thesis, University of
Kansas, 1963); and Gerald Lee Gutek, foseph Neef TheAmericanization of
Pestalozzianism (Tuscaloosa: The University of Alabama Press,1978).
The subsequent history of Robert Dale Owen's ideas during the late 1820's andthe 1830's
and 1840's can be found in Richard William Leopold, Robert Dale Owen;Keith
Heathcote Thompson, "The Educational Work of Robert Dale Owen"; Law-rence A.
Cremin, The American Common School: An Historic Conception (New York:Bureau of
Publications, Teachers College, Columbia University, 1951); and RushWelter, Popular
Education and Democratic Thought in America (New York: ColumbiaUniversity Press,
1962).
The definitive biography of Amos Bronson Alcott is Odcll Shcpard, Pedlar's Prog-ress:
The Life of Bronson Alcott (Boston: Little, Brown and Company, 1937).
Alcott'seducational ideas are set forth in George E. Hacfncr, A Critical Estimate of the
Educa-tional Theories and Practices of A. Bronson Alcott (New York: Columbia
UniversityPress, 1937); Dorothy McCuskey, Bronson Alcott, Teacher (New York: The

Macmil-lan Company, 1940); and David B. Ripley, "The E-ducational Ideas,
Implementationsand Influences of A. Bronson Alcott" (doctoral thesis. University of
Iowa, 1971). Aloott's child-rearing practices, including his remarkable journals of the development ofhis
elder daughters, Anna and Louisa May, are depicted in Charles Strickland,
"ATransccndentalist Father: The Child Rearing Practices of Bronson Alcott," Perspectives in American History, III (1969), 5-73. His work at the Temple School during
the1830's is described in [Elizabeth Peabody], Record of a School: Exemplifying the
Gen-eral Principles of Spiritual Culture (2d ed.; Boston: Russell, Shattuck &
Company,1836) and his own Conversations with Children on the Gospels (2 vols.;
Boston: JamesMunroc, 1836-1837). And his efforts as superintendent of the Concord,
Massachusetts,public schools between 1859 and 1865 (at an annual salary of 1100) are
documented inhis reports reprinted in Amos Bronson Alcott, Essays on Education (J8301862), edit-ed by Walter Harding (Gainesville, Fla.: Scholar's Facsimiles & Reprints,
1960). OdcllShepard, ed.. The Journal of Bronson Alcott (Boston: Little, Brown and
Company,1938) and Richard Herrnstadt, ed.. The Letters of A. Bronson Alcott (2 vols.;
Ames:Iowa State University Press, 1969) present selections from Alcott's voluminous
pap)ers;the papers themselves are at the Houghton Library at Harvard University.
Alcott's critically important friendship with Ralph Waldo Emerson is described inHubert
Hocltje, Sheltering Tree: A Story of the Friendship of Ralph Waldo Emersonand Amos
Bronson Alcott (Durham, N.C.: Duke University Press, 1943) and H. Bur-nell Pannill,
"Bronson Alcott: Emerson's 'Tedious Archangel,' " in Stuart C. Henry,ed., A Miscellany
of American Christianity: Essays in Honor of H. Shelton Smith (Dur-ham, N.C.: Duke
University Press, 1963), pp. 225-247. Alcott's place in the Transcen-dentalist movement
is discussed in Octavius Brooks Frothingham, Transcendentalism inNew England [1876]
(reprint ed.; New York: Harper & Brothers, 1959); F. O. Mat-thiessen, American
Renaissance: Art and Expression in the Age of Emerson and Whit-man (London: Oxford
University Press, 1941); Perry Miller, ed.. The Transcendental-ists: An Anthology
(Cambridge, Mass.: Harvard University Press, 1950); Frederick I.Carpenter, American
Literature and the Dream (New York: Philosophical Library,1955); William R.
Hutchison, The Transcendentalist Ministers: Church Reform inthe New England
Renaissance {New Haven: Yale University Press, 1959); Herbert W.Schneider, A
History of American Philosophy (2d ed.; New York: Columbia UniversityPress, 1963);
Lawrence Buell, Literary Transcendentalism: Style and Vision in theAmerican
Renaissance (Ithaca, N.Y.: Cornell University Press, 1973); and ElizabethFlower and
Murray G. Murphy, A History of Philosophy in America (2 vols.; NewYork: Capricorn
Books, 1977). The exf)criment at Fruitlands is dealt with in FranklinB. Sanborn,
Bronson Alcott at Alcott House, England and Fruitlands, New England(1842-1844)
(Cedar Rapids, Iowa: Torch Press, 1908) and Clara Endicott Sears, ed.,Bronson Alcott's
Fruitlands (Boston: Houghton Mifflin and Company, 1915). For Lou-isa May Alcott, see
Martha Saxton, Louisa May: A Modern Biography of Louisa MayAlcott (Boston:
Houghton Mifflin Company, 1977).

The classic history of the Mormons is B. H. Roberts, Comprehensive History ofthe
Church of Jesus Chnst of Latter-day Saints (6 vols.: Salt Lake City, Utah: pub-lished by
the Church, 1930). It is celebratory but rich in reliable information and de-tail. Davis
Britton, "B. H. Roberts as Historian," Dialogue: A Journal of MormonThought (1968),
25-44, is a sympathetic but critical review. During the half-centurysince Roberts
published his work, and particularly during the last twenty-five years,there has been an
impressive flow of revisionist historical scholarship, originating fromboth within the
fold and without. Marvin S. Hill, "The Historiography of Mormonism," Church History (1959), 418-426; Leonard J. Arrington, "Scholarly Studies
ofMormonism in the Twentieth Century," Dialogue, I (1966), 15-32; "Reappraisals
ofMormon History," ibid., vol. I, no. 3 (Autumn, 1966), pp. 23-134; and the
continuingreviews of the literature in Dialogue are helpful guides to the new material.
Among the works that have been most valuable for my own studies are EphraimEdward
Ericksen, The Psychological and Ethical Aspects of Mormon Group Life (Chi-cago:
University of Chicago Press, 1922); Lowry Nelson, "The Mormon Village: AStudy in
Social Origins," Proceedings of the Utah Academy of Sciences, VII (1930), 11-37;
William J. McNifT, Heaven on Earth: A Planned Mormon Society (Oxford, Ohio:The
Mississippi Valley Press, 1940); Fawn M. Brodie, No Man Knows My History:The Life
of Joseph Smith (2d ed., rev.; New York: Alfred A. Knopf, 1971); DavidBrion Davis,
"The New England Origins of Mormonism," The New England Quar-terly, XXVI
(1953), 147-168, Kimball Young, Isn't One Wife Enough? (New York:Henry Holt and
Company, 1954); Stanley S. Ivins, "Notes on Mormon Polygamy,"Western Humanities
Review, X (1956), 229-239; Thomas F. O'Dea, The Mormons(Chicago: University of
Chicago Press, 1957); Leonard J. Arrington, Great BasinKingdom: An Economic
History of the Latter-day Saints, 1830-1900 (Cambridge,Mass.: Harvard University
Press, 1958); Sterling M. McMurrin, The TheologicalFoundations of the Mormon
Religion (Salt Lake City: University of Utah Press, 1965);Robert Bruce Flanders,
Nauvoo: Kingdom on the Mississippi (Urbana: University ofIllinois Press, 1965); Klaus
J. Hansen, Quest for Empire: The Political Kingdom ofGod and the Council of Fifty in
Mormon History (Lansing: Michigan State UniversityPress, 1967); Leonard J.
Arrington, Feramorz Y. Fox, and Dean L. May, Building theCity of God: Community ir
Cooperation among the Mormons (Salt Lake City, Utah:Deseret Book Company, 1976);
and J. F. C. Harrison, The Second Coming: PopularMillenarianism, 1780-1850 (New
Brunswick, N. J.; Rutgers University Press, 1979).
The fullest printed collection of documents relating to the early Mormons is TheHistory
of the Church of Jesus Christ of Latter-day Saints: Period I, History of JosephSmith, by
himself, with an introduction and notes by B. H. Roberts (6 vols.. Salt LakeCity, Utah:
published by the Church, 1902). William Mulder and A. Russell Morten-son, eds..
Among the Mormons: Historic Accounts by Contemporary Observers (NewYork: Alfred
A. Knopf, 1958) is a convenient modern collection of primary sources.Marvin S. Hill
and James B. Allen, eds., Mormonism and American Culture (NewYork: Harper & Row,

1972) is an excellent collection of interpretive articles. The prin-cipal collection of
papers relating to the early history of the Mormons is at the ChurchArchives of The
Church of Jesus Christ of Latter-day Saints in Salt Lake City, Utah.
Introduction to Part II: The Virtuous Republic
As mentioned above, the commonplaces of republican argument with respect to education are discussed in Frederick Rudolph, ed., Essays on Education in the Early Repub-lic
(Cambridge, Mass.: Harvard University Press, 1965); Eva T. H. Brann, Paradoxesof
Education in a Republic (Chicago: University of Chicago Press, 1979); David
Tyack,"Forming the National Character: Paradox in the Educational Thought of the
Revolu-tionary Generation," Harvard Educational Review, XXXVI (1966), 29-41;
JonathanMesserli, "The Columbian Complex: The Impulse to National Consolidation,"
Historyof Education Quarterly, VII (1967), 417-431; Linda K. Kerbcr, "Daughters of
Colum-bia: Educating Women for the Republic, 1787-1805," in Stanley Elkins and Eric
McKitrick, cds., The Hojstadter Aegis: A Memorial (New York: Alfred A. Knopf,1974);
Victor Daniel Brooks, Jr., "Education and Politics in the New Nation—AStudy of the
Educational Policies of the Federalists" (doctoral thesis. University ofPennsylvania,
1974); Daniel J. Boorstin, The Lost World of Thomas Jefferson (NewYork: Henry Holt
and Company, 1948); and Allen O. Hansen, Liberalism and Ameri-can Education in the
Eighteenth Century (New York: The Macmillan Company,1926). A convenient summary
is given in Russel Blaine Nye, The Cultural Life of theNew Nation, 1776-1830 (New
York: Harper & Brothers, 1960). The best sources forthe more general political thought
of the Revolutionary generation are Gordon S.Wood, The Creation of the American
Republic, 1776-1787 (Chapel Hill: University ofNorth Carolina Press, 1969) and Gerald
Stourzh, Alexander Hamilton and the Idea ofRepublican Government (Stanford, Calif.:
Stanford University Press, 1970); both, in-terestingly, pay only slight attention to
education, which loomed large in the politicaltheory of the Revolutionary generation.
The best source for the millennial strain in thepolitical thought of the Revolutionary
generation is Ernest Lee Tuveson, RedeemerNation: The Life of America's Millennial
Role (Chicago: University of Chicago Press,1968).
Chapter 4: Republican Civilities
The definitive biography of Thomas Jefferson is Dumas Malone, Jefferson and HisTime
(5+ vols.; Boston: Little, Brown and Company, 1948- ); Merrill D. Peterson,Thomas
Jefferson & the New Nation: A Biography (New York: Oxford UniversityPress, 1970) is
the best one-volume life. Autobiography of Thomas Jefferson, with anintroduction by
Dumas Malone (New York: Capricorn Books, 1959) is a convenientedition. The Papers
of Thomas Jefferson, edited by Julian Boyd et al. (19+ vols.;Princeton, N.J.: Princeton
University Press, 1950- ) promises to be the standard edi-tion. Meanwhile, these remain
useful: The Writings of Thomas Jefferson, edited byPaul Leicester Ford (10 vols.; New
York: G. P. Putnam's Sons, 1892-1899); TheWritings of Thomas Jefferson, edited by

Andrew A. Lipscomb and Albert Ellery Bergh(20 vols.; Washington, D.C.: Thomas
Jefferson Memorial Association, 1903-1904);Saul K. Padover, ed., The Complete
Jefferson (New York: Tudor Publishing Company,1943); and Philip S. Foner, ed., Basic
Writings of Thomas Jefferson (New York: WilleyBook Company, 1944).
Correspondence Between Thomas Jefferson and Pierre SamuelDu Pont de Nemours,
1798-1817, edited by Dumas Malone (Boston: Houghton Miff-lin Company, 1930) and
The Adams-Jefferson Letters: The Complete CorrespondenceBetween Thomas Jefferson
and Abigail and John Adams, edited by Lester J. Cappon (2vols.; Chapel Hill:
University of North Carolina Press, 1959) are important, morelimited collections.
Gilbert Chinard, Jefferson et les Ideologues d'apres Sa Correspon-dence Inedite avec
Destutt de Tracy, Cabanis, J.-B. Say, et Auguste Comte, The JohnsHopkins Studies in
Literatures and Languages, extra vol. I (Baltimore: The JohnsHopkins University Press,
1925) is excellent for the French motif in Jefferson'sthought. Adrienne Koch, The
Philosophy of Thomas Jefferson (New York: ColumbiaUniversity Press, 1943) deals
incisively with Jefferson's thought, devoting appropriateattention to the French
influence; and, given that influence, Emmet Kennedy, A Philos-opher in the Age of
Revolution: Destutt de Tracy and the Origins of "Ideology" (Phila-delphia: American
Philosophical Society, 1978) is especially relevant.
Roy J. Honeywell, The Educational Work of Thomas Jefferson (Cambridge,
Mass.: Harvard University Press, 1931); James B. Conant, Thomas Jefferson and
theDevelopment of American Public Education (Berkeley: University of California
Press,1962), and Robert D. Heslep, Thomas Jefferson ir Education (New York:
RandomHouse, 1969) are useful studies of Jefferson's thought and activities with respect
to theschools and the University of Virginia. Early History of the University of Virginia
asContained in the Letters of Thomas Jefferson and Joseph C. Cabell (Richmond.: T.
W.Randolph, 1856) is especially illuminating with respect to the university. R.
FreemanButts, The American Tradition in Religion and Education (Boston: Beacon
Press,1951) is useful on Jefferson's thought and activities with respect to the
establishment ofreligion. And Frank Luther Mott, Jefferson and the Press (Baton Rouge:
LouisianaState University Press, 1943) is useful on Jefferson's thought and activities
with respectto the press. It is interesting to contrast Conant's interpretation with that of
RushWelter in Popular Education and Democratic Thought in America (New York:
Colum-bia University Press, 1962) on the question of Jefferson's elitism. Gordon C. Lee,
ed.,Crusade Against Ignorance: Thomas Jefferson on Education (New York: Teachers
Col-lege Press, 1961) is a convenient collection of documents.
Bernard W. Sheehan, Seeds of Extinction: Jeffersonian Philanthropy and theAmerican
Indian (Chapel Hill: University of North Carolina Press, 1973); WilliamCohen, "Thomas
Jefferson and the Problem of Slavery," Journal of American History,LVI (1969-70), 503526; and Frederick M. Binder, The Color Problem in Early Na-tional America as Viewed
by John Adams, Jefferson, and Jackson (The Hague: Mou-ton, 1968) discuss Jefferson's
attitudes toward the education of Indians and blacks.Charles Maurice Wiltse, The

Jeffersonian Tradition in American Democracy (Chap)elHill: University of North
Carolina Press, 1935) and Merrill D. Peterson, The Jefferso-nian Image in the American
Mind (New York: Oxford University Press, 1960) tracethe continuing relevance of
Jeffersonian ideas and American perceptions of that rel-evance. The chief collections of
Jefferson papers are at the Library of Congress, theUniversity of Virginia, and the
Massachusetts Historical Society.
The best biography of Benjamin Rush remains Nathan G. Goodman, BenjaminRush:
Physician and Citizen, 1746-1813 (Philadelphia: University of PennsylvaniaPress,
1934). Among the more recent works, Carl Binger, Revolutionary Doctor: Ben-jamin
Rush, 1746-1813 (New York: W. W. Norton & Company, 1966) stressesRush's role as a
physician; David Freeman Hawke, Benjamin Rush: RevolutionaryGadfly (Indianapolis:
The Bobbs Merrill Company, 1971) stresses his role in the poli-tics of the Revolutionary
era; and Donald J. D'Elia, Benjamin Rush: Philosopher ofthe American Revolution
(Philadelphia: The American Philosophical Society, 1974)stresses the development of
his thought. The Autobiography of Benjamin Rush, editedby George W. Corner
(Princeton, N.J.: Princeton University Press, 1948) brings to-gether his "Travels Through
Life" and his commonplace book. Letters of BenjaminRush, edited by L. H. Butterfield
(2 vols.; Princeton, N.J.: Princeton University Press,1951) brings together his
correspondence; and John A. Schutz and Douglass Adair,eds., The Spur of Fame:
Dialogues of John Adams and Benjamin Rush, 1805-1813(San Marino, Calif.: The
Huntington Library, 1966) brings together the appropriateletters from the Butterfield
collection with Adams's replies.
James A. Bonar, "Benjamin Rush and the Theory and Practice of RepublicanExlucation
ia Pennsylvania" (doctoral thesis, The Johns Hopkins University, 1965) isthe best
introduction to Rush's efforts in education, though it concentrates heavily on
his role in the founding of Dickinson College. L. H. Butterfield, "Benjamin Rush andthe
Beginnings of 'John and Mary's College' over Susquehanna," in Bulwark of Liber-ty:
Early Years at Dickinson: The Boyd Lee Spahr Lectures in Americana (New
York:Fleming H. Revell Company, 1950), I, (1947-1950), 29-53, and "Benjamin Rush as
aPromoter of Useful Knowledge," Proceedings of the American Philosophical
Society,XCII (1948), 26-36; Donald J. D'Elia, "Benjamin Rush, America's Philosopher
ofRevolutionary Erducation," in The Boyd Lee Spahr Lectures in Americana (York,
Pa.:York Composition Company, 1970), IV (1962-1969), 57-82, "The Republican Theology of Benjamin Rush," Pennsylvania History, XXX (1966), 187-203, and
"Jefferson,Rush, and the Limits of Philosophical Friendship," Proceedings of the
American Philo-sophical Society, CXVII (1973), 333-343; and Hyman Kuritz,
"Benjamin Rush: HisTheory of Republican E.ducation," History of Education Quarterly,
VII (1967), 432-451, are also helpful. Harry G. Good, Benjamin Rush and His Services
to AmericanEducation (Berne, Ind.: Witness Press, 1918) and Dagobert D. Runes, ed.,
The Select-ed Writings of Benjamin Rush (New York: Philosophical Library, 1947) are

conve-nient selections of writings. The Rush papers are at the Historical Society of
Pennsyl-vania.
For many years, the standard reference on the early plans for a national system
ofeducation was Allen Oscar Hansen, Liberalism and American Education in the Eighteenth Century (New York: The Macmillan Company, 1926), which includes a substantial section on the activities of the American Philosophical Society on behalf of
anational system. The work presents a simplistic view of American republicanism, however, and confines its attention with respect to the Society's contest of 1795 to the winning plans of Samuel Knox and Samuel Harrison Smith. More recently, Frederick Rudolph included the Knox and Smith plans in Essays on Education in the EarlyRepublic
(Cambridge, Mass.: Harvard University Press, 1965), along with the
roughlycontemporary plans of Benjamin Rush, Noah Webster, Robert Coram, Simeon
Dog-gett, and Amable-Louis-Rose de Lafitte du Corteil; but, again, he chose to give no
at-tention to the other plans that were submitted in the Society's contest.
The development of the Society during the eighteenth century is recounted inBrooke
Hindle, The Pursuit of Science in Revolutionary America, 1735-1789 (ChapelHill:
University of North Carolina Press, 1956) and "The Rise of the American Philo-sophical
Society, 1776-1787" (doctoral thesis. University of Pennsylvania, 1949);Gilbert Chinard,
"The American Philosophical Society and the World of Science(1768-1800),"
Proceedings of the American Philosophical Society, LXXXVI (1942-43), 91-102; Carl
Van Doren, "The Beginnings of the American Philosophical Soci-ety," ibid., 277-289;
and Linda K. Kerber, Federalists in Dissent: Imagery and Ideolo-gy in Jejffersonian
America (Ithaca, N.Y.: Cornell University Press, 1970). The planssubmitted in response
to the contest of 1795 are in the library of the American Philo-sophical Society. Merle
M. Odgers discusses the several plans, along with the educa-tional ideas of Jefferson, Du
Pont de Nemours, Rush, Coram, and Lafitte du Corteil in"Education and the American
Philosophical Society," Proceedings of the AmericanPhilosophical Society, LXXXVII
(1943-44), 12-24; David Madsen discusses the con-temporary proposals for a national
university in The National University: EnduringDream of the USA (Detroit: Wayne
State University Press, 1966). Ashley Foster, "TheExlucational Views of Samuel Knox"
(doctoral thesis, New York University, 1951) andSeymour Brostoff, "The Social and
Political Views of Samuel Harrison Smith" (doctoral thesis, New York University, 1951) are informative studies of the two
winners.Pierre Samuel Du Pont de Nemours's plan is printed as Du Pont de Nemours,
Nation-al Education in the United States of America, translated by B. G. Du Pont
(Newark,Del.: University of Delaware Press, 1923). Ambrose Saricks, Pierre Samuel Du
Pontde Nemours (Lawrence: University of Kansas Press, 1965) is a recent biography.
Myarguments with respect to a republican style in education also draw upon the data
andconclusions in Daniel Jules Booth, "Popular Educational Thought of the Early National Period in America, 1776-1830: A Survey and Analysis of Published Essays
andAddresses" (doctoral thesis, University of Colorado, 1974).

The standard biography of Adam Smith remains John Rae, Life of Adam Smith(1895),
with an introduction by Jacob Viner (New York: Augustus M. Kelley, 1965).C. R. Fay,
Adam Smith and the Scotland of His Day (Cambridge: Cambridge Univer-sity Press,
1956) and E. G. West, Adam Smith (New Rochelle, N.Y.: Arlington House,1969) are
also useful. J. Ralph Lindgren, The Social Philosophy of Adam Smith (TheHague:
Martinus NyhofT, 1973); Samuel Hollander, The Economics of Adam Smith(Toronto:
University of Toronto Press, 1973); D. A. Riesman, Adam Smith's Sociologi-cal
Economics (London: Groom Helm, 1976); and Charles Flinn Arrowood, The The-ory of
Education in the Political Philosophy of Adam Smith (Austin, Tex.: privatelyprinted,
1945) discuss Smith's social and educational theories. The essays in Fred R.Glahe, ed.,
Adam Smith and the Wealth of Nations, 1776-1976 (Boulder: Colorado As-sociated
University Press, 1976) undertake a bicentennial appraisal. Adam Smith, AnInquiry into
the Nature and Causes of the Wealth of Nations, edited by Edwin Cannan(New York:
Random House, 1937) is a convenient edition. For Bernard Mandeville'sideas and their
influence on British educational thought and practice, see BernardMandeville, The Fable
of the Bees, or Private Vices, Publick Benefits, edited by K. F.B. Kaye (2 vols.: Oxford:
Clarendon Press, 1924) and M. G. Jones, The CharitySchool Movement: A Study of
Eighteenth Century Puritanism in Action (1938; reprinted.; Hamden, Conn.: Archon
Books, 1958). For Jean Baptiste Say as an explicator ofSmith's ideas, Ernest Teilhac,
L'Oeuvre Economique de fean Baptiste Say (Paris: F.Alcan, 1927) remains the most
illuminating discussion.
Joseph Dorfman's magisterial The Economic Mind in American Civilization (5vols.;
New York: The Viking Press, 1946-1959) is the most comprehensive account ofthe
development of American economic thought. Ernest Teilhac, Pioneers of
AmericanEconomic Thought in the Nineteenth Century, translated by E. A. J. Johnson
(NewYork: The Macmillan Company, 1936), and Drew Randall McCoy, "The
RepublicanRevolution: Political Economy in Jeffersonian America, 1776-1817"
(doctoral thesis.University of Virginia, 1976) concentrate on the early national era.
Michael JosephLalor O'Connor, Origins of Academic Economics in the United States
(New York: Co-lumbia University Press, 1944) focuses on the economics taught in the
colleges andschools. In addition, Charles Patrick Neill, Daniel Raymond: An Early
Chapter in theHistory of Economic Theory in the United States (Baltimore: The Johns
Hopkins Uni-versity Press, 1897) is useful for Raymond; Edward Pessen, "The Ideology
of StephenSimpson, Upper Class Champion of the Early Philadelphia Workingmcn's
Move-ment," Pennsylvania History, XXII (1965), 328-340, is useful for Simpson; and
Theo-dore Rawson Crane, "Francis Wayland and Brown University, 1796-1841"
(doctoralthesis. Harvard University, 1959) is useful for Wayland. Roscoc Dale LeCount,
Jr.,"The Politics of Public Education: New York State, 1795-1841" (doctoral thesis,
Teachers College, Columbia University, 1971) stresses the arguments deriving from political economy in the development of public education in New York State, as does E.G.
West, "The Political Economy of American Public School Legislation," Journal ofLaw
and Economics, X (1967), 101-128, which should be read along with West's Edu-cation

and the State: A Study in Political Economy (London: The Institute of EconomicAffairs,
1965) and Education and the Industrial Revolution (New York: Barnes & No-ble, 1975).
Jonathan Messerli, Horace Mann: A Biography (New York: Alfred A. Knopf,1972) is
the best portrayal. It replaces a succession of filiopietistic accounts runningfrom Mary
Peabody Mann, Life of Horace Mann, By His Wife, first published in 1867and
subsequently republished as the first volume of Life and Works of Horace Mann (5vols.;
Boston: Lee and Shepard, 1891), to E. I. F. Williams, Horace Mann (New York:The
Macmillan Company, 1937). Raymond B. Culver, Horace Mann and Religion inthe
Massachusetts Public Schools (New Haven: Yale University Press, 1929); MerleCurti,
The Social Ideas of American Educators (New York: Charles Scribner's Sons,1935);
Robert L. Straker, The Unseen Harvest: Horace Mann and Antioch College(Yellow
Springs, Ohio: Antioch College, 1955); Neil Gerard McCluskey, PublicSchools and
Moral Education: The Influence of Horace Mann, William Torrey Harris,and John
Dewey (New York: Columbia University Press, 1958); Jonathan C. Messerli,"Horace
Mann and Teacher Education," in George Z. F. Bereday and Joseph A.Lawerys, eds..
The Education and Training of Teachers: The Year Book of Education,1963 (New York:
Harcourt, Brace & World, 1963), pp. 70-84; Kathleen EdgertonKendell, "Education as
'the Balance Wheel of Social Machinery': Horace Mann's Ar-guments and Proofs,"
Quarterly Journal of Speech and Education, LIV (1968), 13-21;and Maris A. Vinovskis,
"Horace Mann on the Economic Productivity of Education,"New England Quarterly,
XLIII (1970), 550-571, are useful discussions of Mann's so-cial and educational ideas.
John D. Davies, Phrenology, Fad and Science: A 19th-cen-tury Crusade (New Haven:
Yale University Press, 1955) provides the background forMann's commitment to
phrenology. Lawrence A. Cremin, The American CommonSchool: An Historic
Conception (New York: Bureau of Publications, Teachers College,Columbia University,
1951) deals with the political context of Mann's work as secre-tary of the Massachusetts
Board of Education. Life and Works of Horace Mann re-prints his lectures and annual
reports to the Massachusetts Board of Education. Law-rence A. Cremin, ed., The
Republic and the School: Horace Mann on the Education ofFree Men (New York:
Bureau of Publications, Teachers College, Columbia University,1957) presents excerpts
from Mann's annual reports; Louis Filler, ed., Horace Mannon the Crisis in Education
(Yellow Springs, Ohio: The Antioch Press, 1965) is a moregeneral anthology of Mann's
writings. Clyde S. King, Horace Mann, 1796-1859: ABibliography (Dobbs Ferry, N.Y.:
Oceana Publications, 1966) is a comprehensive bib-liography. The principal collections
of Mann papers arc at the Massachusetts Histori-cal Society and at Antioch College.
Kathryn Kish Sklar, Catharine Beecher: A Study in Domesticity (New Haven:Yale
University Press, 1973) is the definitive biography. Joan N. Burstyn, "CatharineBeecher
and the Education of American Women," New England Quarterly, XLVII(1974), 386403, and Mae Elizabeth Harveson, Catharine Esther Beecher: PioneerEducator
(Philadelphia: University of Pennsylvania, 1932) are thoughtful introductionsto
Beecher's educational ideas. Eleanor Flexner, Mary Wollstonecraft (New York:

Coward, McCann & Geohegan, 1972) and Claire Tomalin, The Life and Death ofMary
Wollstonecraft (New York: Harcourt Brace Jovanovich, 1974) are excellentsources for
Wollstonecraft's influence. Thomas Woody, A History of Women's Educa-tion in the
United States (1929; reprint ed.; 2 vols.; New York: Octagon Books, 1966)and
Willystine Goodsell, ed.. Pioneers of Women's Education in the United States(New
York: McGraw-Hill Book Company, 1931) remain the most informative sourceson the
issue of women's schooling in nineteenth-century America. Barbara M. Cross,ed.. The
Educated Woman in America: Selected Writings of Catharine Beecher, Mar-garet Fuller,
and M. Carey Thomas (New York: Teachers College Press, 1965); MaryPatricia Ryan,
"American Society and the Cult of Domesticity" (doctoral thesis, Uni-versity of
California, Santa Barbara, 1971); Carroll Smith-Rosenberg, "The FemaleWorld of Love
and Ritual: Relations Between Women in Nineteenth-Century Ameri-ca," Signs: Journal
of Women in Culture and Society, I (1975), 1-29; Eleanor Flexner,Century of Struggle:
The Woman's Rights Movement in the United States (rev. ed.;Cambridge, Mass.:
Harvard University Press, 1975); Nancy F. Cott, The Bonds ofWomanhood: "Woman's
Sphere" in New England, 1780-1835 (New Haven: YaleUniversity Press, 1977); Anne
Firor Scott, "What, Then, Is the American: This NewWoman?" Journal of American
History, LXV (1978-79), 679-703; and Maris A. Vin-ovskis and Richard M. Bernard,
"Beyond Catharine Beecher: Female Education in theAntebellum Period," Signs: Journal
of Women in Culture and Society, III (1978), 865-869, provide a useful context for
Beecher's arguments. The principal collections of Bee-cher papers are at the Schlesinger
Library at Radcliffe College, the Yale University Li-brary, and the Stowe-Day
Foundation in Hartford, Connecticut.
Chapter 5: Systems of Schooling
I reviewed the literature on nineteenth-century American schooling in The
WonderfulWorld of Ellwood Patterson Cubberley: An Essay on the Historiography of
AmericanEducation (New York: Bureau of Publications, Teachers College, Columbia
Universi-ty, 1965). My argument there was that the traditional chronicles of American
educa-tion had been narrowly institutional, full of anachronism, and painfully moralistic.
Adecade and a half later, the field is still bedeviled by similar problems. The most significant change in the better literature that has appeared since 1965 has been the development of a far greater degree of precision in the data presented and in the
inferencesdrawn and a far greater richness in the relationships explored between
educational andsocial phenomena. But problems of anachronism have been at the heart
of the majorhistoriographical disagreements since 1965, as scholars have read the
problems of the1960's and 1970's back into the nineteenth century. The results have been
mixed: onthe one hand, there has been a greater political sophistication and skepticism
amonghistorians of education, which is all to the good; on the other hand, there has been
atendency to overdraw judgments of the extent to which schooling has liberated or constrained students. As I have argued elsewhere, schooling, and indeed all educational efforts, invariably do both, but in difi"erent combinations and balances at different
timesfor different individuals (Public Education (New York: Basic Books, 1976), pp. 27-

53,and Traditions of American Education (New York: Basic Books, 1977], pp. 34-38,
85-87, 127-128). One can always find evidence of liberating and constraining elements
inany educational program: the question is in what balance and with what effect upon
which individuals. The question is admittedly fraught with difficulty, but at least itsaves
one from simplistic answers.
The more imaginative of the recent studies of nineteenth-century American
schoolsystems have dealt with city rather than state systems, for example, David Tyack,
"Bu-reaucracy and the Common School: The Example of Portland, Oregon, 18511913,"American Quarterly, XIX (1967), 475-498, and The One Best System: A History
ofAmerican Urban Education (Cambridge, Mass.: Harvard University Press, 1974); Julia Agnes Duffy, "The Proper Objects of a Gratuitous Education: The Free-School Society of the City of New York, 1805-1826" (doctoral thesis. Teachers College, Columbia University, 1968); William Worcester Cutler III, "Philosophy, Philanthropy,
andPublic Education: A Social History of the New York Public School Society, 18051852" (doctoral thesis, Cornell University, 1968) and "Status, Values, and the Educa-tion
of the Poor: The Trustees of the New York Public School Society, 1805-1853,"American
Quarterly, XXIV (1972), 69-85; Michael B. Katz, "The Emergence of Bu-reaucracy in
Urban Education: The Boston Case, 1850-1884," History of EducationQuarterly, VIII
(1968), 155-158, 319-357; Sharon Ordman Geltner, "The CommonSchools of Los
Angeles, 1850-1900" (doctoral thesis, University of California, Los An-geles, 1972);
Carl F. Kaestle, The Evolution of an Urban School System: New YorkCity, 1750-1850
(Cambridge, Mass.: Harvard University Press, 1973); Stanley K.Schultz, The Culture
Factory: Boston Public Schools, 1789-1860 (New York: OxfordUniversity Press, 1973);
Diane Ravitch, The Great School Wars: New York City,1805-1973. A History of the
Public Schools as Battlefield of Social Change (New York:Basic Books, 1974); and
Selwyn K. Trocn, The Public and the Schools: Shaping the St.Louis System, 1836-1929
(Columbia: University of Missouri Press, 1975). But therehave been interesting studies
of state systems as well, among them Alan FrederickQuick, "The History and
Development of Common School Education in Oregon,1849-1872" (doctoral thesis,
University of Oregon, 1963); Hendrik D. Gideonse,"Common School Reform:
Connecticut, 1838-1854" (doctoral thesis, Harvard Univer-sity, 1963); Samuel James
Matheson, "A History of Public Schools in Colorado: 1859-1880" (doctoral thesis,
University of Denver, 1963); Forrest David Mathews, "ThePolitics of Education in the
Deep South: Georgia and Alabama, 1830-1860" (doctoralthesis, Teachers College,
Columbia University, 1965); John Donald PuUiam, "A His-tory of the Struggle for a
Free Common School System in Illinois from 1818 to the Civ-il War" (doctoral thesis,
University of Illinois, 1965); Lloyd P. Jorgenson, The Found-ing of Public Education in
Wisconsin (Madison: State Historical Society of Wisconsin,1966); Roscoe Dale
LeCount, Jr., "The Politics of Public Education: New York State,1795-1851" (doctoral
thesis, Teachers College, Columbia University, 1971); and How-ard Kane Macauley, Jr.,
"A Social and Intellectual History of Elementary Educationin Pennsylvania to 1860"
(doctoral thesis, University of Pennsylvania, 1972).

Charles E. Bidwell, "The Moral Significance of the Common School: A Sociologi-cal
Study of Local Patterns of School Control and Moral Education in Massachusettsand
New York, 1837-1840," History of Education Quarterly, VI (1966), 50-91, is acareful
analysis of the politics of moral and religious education in the communities ofthose
states during a critical period. Michael B. Katz, The Irony of Early School Re-form:
Educational Innovation in Mid-Nineteenth Century Massachusetts (Cambridge,Mass.:
Harvard University Press, 1968) deals with similar issues in one state, suggest-ing, first,
that the school system was imposed on the working class by the middle and
upper classes; second, that one element in the imposition was a new pedagogy
thatsought to internalize restraint; and third, that another element of the imposition
wasthe incorporation of a reform school into the system to rehabilitate youngsters
judgeddelinquent. Further, in "From Voluntarism to Bureaucracy in American
Education,"Sociology of Education, XLIV (1971), 297-332, Katz maintains that four
models of or-ganization (system) prevailed in nineteenth century schooling: paternal
voluntarism,democratic localism, corporate voluntarism, and incipient bureaucracy. He
sees the firstmodel, as exemplified by the Public School Society in New York City, as
preindustrial;the second, as exemplified by rural school districts, and the third, as
exemplified by in-corporated academies, as rural phenomena; and the last, as
exemplified by the Bostonpublic schools at midcentury, as an urban phenomenon. My
own interpretation sug-gests that Katz overgeneralizes from specific findings. By and
large, public schoolingwas not imposed during the first century of national life, except
on the Indians and thedefeated South, though it was not universally preferred either; it
came to prevail via theordinary political processes of the time. Moreover, pedagogies
seeking to nurture socialrestraints in the young were scarcely the invention of
nineteenth-century Americans;they have been in use in one form or another since the
time of the ancient Hebrews, infree as well as unfree societies, so that, once again, the
question is one of the balance atany given time between restraint and empowerment and
of what different studentslearn in any case. As for the four models, they did indeed
coexist and continued to do sothroughout the century; but, in the overwhelming number
of communities where publicschooling prevailed, the organization that Katz labels
"democratic localism" prevailed,even in cities like New York. In the matter of the reform
school, Katz made a durablyoriginal contribution by showing the extent to which public
school systems after mid-century increasingly included rehabilitative and custodial
components for youngstersjudged to be unruly. Katz's work is criticized, along with that
of several other histori-ans, in Diane Ravitch, The Revisionists Revised: A Critique of
the Radical Attack onthe Schools (New York: Basic Books, 1978). Katz responds in "An
Apology for Ameri-can Educational History," Harvard Educational Review, XLIX
(1979), 225-266. Amuch more complex—and precise—picture of schooling in
Massachusetts is given inCarl F. Kaestle and Maris A. Vinovskis, Education and Social
Change in Nineteenth-Century Massachusetts (Cambridge: Cambridge University Press,
1980), which startedout as a comparison of rural and urban education but ended up as a
much broader andmore comprehensive study.

The development of state public school systems is discussed in Lawrence A. Cre-min.
The American Common School: An Historic Conception (New York: Bureau
ofPublications, Teachers College, Columbia University, 1951). Early compulsory
school-ing legislation and its effects are dealt with in William M. Landes and Lewis C.
Sol-mon, "Compulsory Schooling Legislation: An Economic Analysis of Law and
SocialChange in the Nineteenth Century," fournal of Economic History, XXXII (1972),
54-9L The development of colleges and universities in relation to state public school
sys-tems can be gleaned from John S. Brubacher and Willis Rudy, Higher Education
inTransition: A History of American Colleges and Universities, 1636-1976 (3d cd.;
NewYork: Harper & Row, 1976) and Richard Hofstadter and Wilson Smith, cds., American Higher Education: A Documentary History (2 vols.; Chicago: University of Chicago Press, 1961). The Morrill Act is discussed in Edward Danforth Eddy, Colleges forOur
Land and Time: The Land-Grant Idea in American Education (New York: Harper & Brothers, 1957); Allan Ncvins, The State Universities and Democracy
(Urbana:University of Illinois Press, 1972); Gordon C. Lee, "The Morrill Act and
Education,"British Journal of Educational Studies, XII (1963-64), 19-40; and Paul W.
Gates, Ag-riculture and the Civil War (New York: Alfred A. Knopf, 1965).
For New York, the data in those works can be usefully supplemented by ThomasE.
Finegan, ed.. Free Schools: A Documentary History of the Free School Movement
inNew York State (Albany: University of the State of New York, 1921); Franklin
B.Hough, Historical and Statistical Record of the University of the State of New
YorkDuring the Century from 1784 to 1884 (Albany: Weed, Parsons & Company,
1885);Sidney Sherwood, The University of the State of New York: History of Higher
Educa-tion in the State of New York (Washington, D.C.: Government Printing Office,
1900);and Frank C. Abbott, Government Policy and Higher Education: A Study of the
Uni-versity of the State of New York, 1784-1949 (Ithaca, N.Y.: Cornell University
Press,1968). For Massachusetts, George H. Martin's classic The Evolution of the
Massachu-setts Public School System: A Historical Sketch (New York: D. Appleton and
Com-pany, 1908) remains an admirable source of information. For Virginia, William
A.Maddox, The Free School Idea in Virginia Before the Civil War (New York: Bureau
ofPublications, Teachers College, Columbia University, 1918); A. J. Morrison, The Beginnings of Public Education in Virginia, 1776-1860 (Richmond, State Board of Education, 1917); and Philip Alexander Bruce, History of the University of Virginia, 18191919 (5 vols.; New York: The Macmillan Company, 1920-1922) are helpful.
Similarlyuseful for Michigan are John D. Pierce, "Origin and Progress of the Michigan
SchoolSystem," Michigan Pioneer Collections, I (1877), 37-45; Harold B. Brooks,
"Foundingof the Michigan Public School System," Michigan History, XXXIII (1949),
291-306;Archie P. Nevins, "The Kalamazoo Case," ibid., XLIV (1960), 91-100; Frank
B.Woodford, Mr. Jefferson's Disciple: A Life of Justice Woodward (East
Lansing:Michigan State College Press, 1953); Records of the University of Michigan,
1817-1837 (Ann Arbor: published by the University, 1935); Howard H. Peckham,
TheMaking of the University of Michigan, 1817-1967 (Ann Arbor: University of

MichiganPress, 1967); and William C. Ringenberg, "Church Colleges vs. State
University,"Michigan History, LV (1975), 305-320.
For the problem of shifting definitions of the public and the private in educationduring
the early nineteenth century, see Bernard Bailyn, "Education as a Discipline:Some
Historical Notes," in John Walton and James L. Kuethe, eds.. The Discipline
ofEducation (Madison: University of Wisconsin Press, 1963); John Walter Gifford, Historical Development of the New York State High School System (Albany: J. B.
Lyon,1922); Lawrence A. Cremin, The American Common School; Theodore R. Sizer,
ed.,Tlie Age of the Academies (New York: Bureau of Publications, Teachers College,
Co-lumbia University, 1964); Robert D. Cross, "Origins of the Catholic Parochial
Schoolsin America," American Benedictine Review, XVI (1965), 194-209; Julia Agnes
Duffy,"The Proper Objects of a Gratuitous Education"; William Worcester Cutler III,
"Phi-losophy, Philanthropy, and Public E,ducation"; and John S. Whitehead, The Separation of a College and State: Columbia, Dartmouth, Harvard, and Yale, 1776-1876
(NewHaven: Yale University Press, 1973). For the development of the Roman
Catholicschool system, see Vincent P. Lannie, Public Money and Parochial Education:
BishopHughes, Governor Seward, and the New York School Controversy (Cleveland:
ThePress of Case Western Reserve University, 1968); John Webb Pratt, Religion,
Politics,
and Diversity: The Church-State Theme in New York History (Ithaca, N.Y.:
CornellUniversity Press, 1967); Jerome Edward Diffley, "Catholic Reaction to American
Pub-lic Education" (doctoral thesis, Notre Dame University, 1959); and Glen E.
Gabert,Jr., "A History of the Roman Catholic Parochial School System in the United
States: ADocumentary Interpretation" (doctoral thesis, Loyola University of Chicago,
1971).For the effort to develop a Presbyterian parochial school system, see Lewis
JosephSherrill, Presbyterian Parochial Schools: 1846-1870 (New Haven: Yale
UniversityPress, 1932) and John Edwards Trowbridge, "Presbyterian Interest in
ElementaryEducation in New Jersey, 1816-1866" (doctoral thesis, Rutgers University,
1957). Forthe development of Lutheran parochial schools, see John Silber Damm, "The
Growthand Decline of Lutheran Parochial Schools in the United States, 1638-1962"
(doctoralthesis. Teachers College, Columbia University, 1963). Lloyd P. Gartner, ed.,
JewishEducation in the United States: A Documentary History (New York: Teachers
CollegePress, 1969) and "Temples of Liberty Unpolluted: American Jews and the
PublicSchools, 1840-1875" in Bertram Wallace Korn, ed., A Bicentennial Festschrift for
Ja-cob Rader Marcus (New York: Ktav Publishing House, 1976); and Judah Pilch, ed.,
AHistory of Jewish Education in the United States (New York: The American Association for Jewish Education, 1969) document nineteenth-century Jewish ambivalence
onthe question of public versus Jewish schools.
The politics of education is the leading motif of virtually all the works alreadycited in
connection with this chapter. To those already mentioned should be added Sid-ney L.
Jackson, America's Struggle for Free Schools: Social Tension and Education inNew

England and New York, 1827-42 (1941; reprint ed.; New York: Russell & Rus-sell,
1965); Rush Welter, Popular Education and Democratic Thought in America(New York:
Columbia University Press, 1962); Jay Pawa, "The Attitude of Labor Or-ganizations in
New York State Toward Public Education, 1829-1890" (doctoral thesis,Teachers
College, Columbia University, 1964); Mary McDougall Gordon, "Unionwith the
Virtuous Past: The Development of School Reform in Massachusetts, 1789-1837"
(doctoral thesis. University of Pittsburgh, 1974); Samuel Bowles and HerbertGintis,
Schooling in Capitalist America: Education Reform and the Contradictions ofEconomic
Life (New York: Basic Books, 1976); and Alexander James Field, "Educa-tional Reform
and Manufacturing Development in Mid-Nineteenth Century Massa-chusetts" (doctoral
thesis. University of California, Berkeley, 1976) and "EducationalExpansion in MidNineteenth-Century Massachusetts: Human-Capital Formation orStructural
Reinforcement?" Harvard Educational Review, XLVI (1976), 521-552.
With respect to the "friends of education" specifically mentioned in Part IV of
thechapter, all are the subjects of biographies in the Dictionary of American
Biography,with the exception of J. Orville Taylor, who is discussed in Paul D. Travcrs,
"JohnOrville Taylor: A Forgotten Educator," History of Education Quarterly, IX
(1969),57-63. Many of those mentioned, as well as others who might also have been
men-tioned, are portrayed in Henry Barnard, Memoirs of Teachers, Educators, and
Promot-ers and Benefactors of Education, Literature, and Science (2d ed.; New York: F.
C.Brownell, 1861). A number have also been the subjects of recent scholarly
biographies,for example, Jonathan Messerli, Horace Mann: A Biography; Vincent P.
Lannic, ed.,Henry Barhard: American Educator (New York: Teachers College Press,
1974); Rob-ert B. Downs, Henry Barnard (Boston: Twayne Publishers, 1977); Samuel S.
Britt,Jr., "Henry Ruffner, 19th Century Educator" (doctoral thesis. University of Arizona,
1962); Andrew A. Shcrockman, "Caleb Mills: Pioneer Educator in Indiana"
(doctoralthesis, University of Pittsburgh, 1955); John Stanley Marker, "The Life and
Contribu-tions of Calvin Ellis Stowe" (doctoral thesis. University of Pittsburgh, 1951);
KathrynKish Sklar, Catharine Beecher: A Study in American Domesticity (New Haven:
YaleUniversity Press, 1973); and Helen Louise Jennings, "John Mason Peck and the Impact of New England on the Old Northwest" (doctoral thesis, University of
SouthernCalifornia, 1961).
The educational periodicals of the era arc listed by Barnard in the American Jour-nal of
Education, XV (1865), 383-384. They are discussed in Sheldon Emmor
Davis,Educational Periodicals of the Nineteenth Century (Washington, D.C.: United
StatesBureau of Education, 1919); Richard Emmons Thursfield, Henry Barnard's
AmericanJournal of Education (Baltimore: The Johns Hopkins University Press, 1945);
and Sal-ly Harris Wertheim, "Educational Periodicals: Propaganda Sheets for the Ohio
Com-mon Schools" (doctoral thesis, Case Western Reserve University, 1970). The
organiza-tional activities of the "friends of education," which frequently combined
political andprofessional agenda, are portrayed in Paul H. Mattingly, The Classless

Profession:American Schoolmen in the Nineteenth Century (New York: New York
UniversityPress, 1975) and Roman Joseph Schweikert, "The Western Literary Institute
and Col-lege of Professional Teachers: An Instrument in the Creation of a Profession"
(doctoralthesis. University of Cincinnati, 1971). For examples of communications
among the"friends of education," see the selections from the Barnard-Mann
correspondence (atthe New York University Library) in Vincent P. Lannie, ed., Henry
Barnard, and Ed-gar W. Knight, "More Evidence of Horace Mann's Influence in the
South," Educa-tional Forum, XII (1948), 167-184, and "Some Evidence of Henry
Barnard's Influ-ence in the South," ibid., XIII (1949), 301-312. For the early
informational role of theUnited States Bureau of Education, see Lawrence A. Cremin,
The Wonderful World ofEllwood Patterson Cubberley and Donald R. Warren, To
Enforce Education: A Historyof the Founding Years of the United States Office of
Education (Detroit: Wayne StateUniversity Press, 1974). For an interpretation of the
politics of public schooling similarto my own, see David B. Tyack, "The Spread of
Public Schooling in Victorian Ameri-ca: In Search of a Reinterpretation," History of
Education, VII (1978), 173-182.
The statistics in Part V of the chapter are derived from the reports of the UnitedStates
Census. The best recent demographic analyses of pre-Civil War schooling areAlbert
Fishlow, "The American Common School Revival: Fact or Fancy?" in HenryRosovsky,
ed.. Industrialization in Two Systems: Essays in Honor of Alexander Gers-chenkron
(New York: John Wiley & Sons, 1966), pp. 40-67, and "Levels of Nine-teenth-Century
American Investment in Education," fournal of Economic History,XXVI (1966), 418436; and Lee Soltow and Edward Stevens, "Economic Aspects ofSchool Participation in
Mid-Nineteenth-Century United States," Journal of Interdisci-plinary History, VIII
(1977), 221-243. Carl F. Kaestle and Maris A. Vinovskis, Edu-cation and Social Change
in Nineteenth-Century Massachusetts, and Vinovskis,"Trends in Massachusetts
Education, 1826-1860," History of Education Quarterly,XII (1972), 501-529, present a
sophisticated statistical analysis of schooling in a singlestate; while Maris A. Vinovskis
and Richard M. Bernard, "Beyond Catharine Beecher:Female Education in the
Antebellum Period," Signs: Journal of Women in Culture andSociety, III (1978), 856869, presents a similarly sophisticated statistical analysis ofschooling among women.
Herman G. Richey, "Reappraisal of the State School Systems
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of the Prc-Civil-War Period," Elementary School Journal, XLI (1940-41), 118-29,and
"The Persistence of E-ducational Progress During the Decade of the Civil War,"ibid.,
XLII (1941-42), 358-366, 456-463; and Sterling G. Brinkley, "Growth ofSchool
Attendance and Literacy in the United States Since 1840," Journal oj Experi-mental
Education, XXVI (1957-58), 51-66, are older studies that remain useful.
The literature on the outcomes of nineteenth-century schooling is sparse and large-ly
inferential, as it must be, given that schooling is only one among many influences

onstudents and also that individual students come to schools whh different purposes
andpast experiences and hence learn different things in different ways. Frank E.
Coburn,"The Educational Level of the Jacksonians," History of Education Quarterly,
VII(1967), 515-520, is a study of the formal education of American leaders, using 968
bi-ographies of national and state officials from the time of the First Continental
Congressof 1774 to the time of the Thirty-Sixth Congress terminating in 1861. Michael
B.Katz, Class, Bureaucracy, and Schools: The Illusion of Educational Change in
America(New York: Praeger Publishers, 1971) relies heavily on the theory of
bureaucracy toinfer the outcomes of schooling, while Samuel Bowles and Herbert
Gintis, Schooling inCapitalist America: Educational Reform and the Contradictions of
Economic Life (NewYork: Basic Books, 1976) relies in a similar fashion on the Marxian
theory of structur-al correspondence between the social relations of education and the
social relations ofproduction. My own sense of such inferences, which I explicate in
Public Education(New York: Basic Books, 1976), is that, given the particularities of
educational interac-tions, they should be used by historians as indicators of possible
sources of data, butthey should not be used as substitutes for data. Hence, the note of
caution in my asser-tions about the outcomes of schooling.
Granted the caveat, the assertions I have advanced concerning the outcomes ofschooling
are based essentially on the observations and reminiscences of contemporaries,for
example, the sources collected in Barbara Joan Finkelstein, "Governing the
Young,Teacher Behavior in American Primary Schools, 1820-1880: A Documentary
History"(doctoral thesis, Teachers College, Columbia University, 1970) and listed in
Barbara J.Finkelstein, "Schooling and Schoolteachers: Selected Bibliography of
Autobiographiesin the Nineteenth Century," History of Education Quarterly, XIV
(1974), 293-300; thereminiscences collected in Thomas R. Garth, ed.. Old School Days:
Being Reminis-cences of a Passing Generation (Ann Arbor, Mich.: Edwards Brothers,
1925), a copy ofwhich I came upon in the Cubberley Library at Stanford University; the
reminiscencesgathered in The "How I Was Educated" Papers from the Forum Magazine
(NewYork: D. Appleton and Company, 1896), which includes educational
autobiographiesby Edward E. Hale, Thomas Wentworth Higginson, Frederick A. P.
Barnard, JohnH. Vincent, William T. Harris, S. C. Bartlett, J. R. Kendrick, Timothy
Dwight, E. G.Robinson, James B. Angell, and Andrew D. White; the commentaries of
foreign visi-tors, including the ones mentioned on pp. 577-578 infra, the unpublished
documentssynthesized in Geraldine Jon^ich Clifford, "Home and School in 19th Century
Ameri-ca: Some Personal-History Reports from the United States," History of
EducationQuarterly, XVIII (1978), 3-34; the firsthand accounts reported in state
historical jour-nals, an excellent bibliography of which is Lloyd P. Jorgcnson, "Materials
on the His-tory of Education in State Historical Journals," History of Education
Quarterly, VII(1967), 234-254, 369-389, VIII (1968), 510-527, and IX (1969), 73-87;
and a host ofindividual ephemera like Mrs. M. L. T. Hartman, Schools in Wyoming
Valley Seven-

ty-Five Years Ago (Wilkcs-Barrc, Pa.: reprinted from the Wilkes-Barre Record, 1893)or
Marshall A. Barber, The Schoolhouse at Prairie View (Lawrence: University ofKansas
Press, 1953).
With respect to Tables II and III, the best sources for statistical data on schoolingbefore
1876 are the reports of the United States Census and of the several state depart-ments of
education as they developed. Albert Fishlow compares the reliability of thetwo types of
reports in the Appendix to "The Common School Revival: Fact or Fan-cy," in Rosovsky,
ed., Industrialization in Tivo Systems, pp. 40-67. Beginning in 1840,the Bureau of the
Census collected data on the extent of schooling from two sources,school officials and
families. Obviously there were discrepancies in the resulting re-turns, owing not only to
varying degrees of accuracy but also to differing definitions ofschooling. For an analysis
of the discrepancy in Macoupin County, Illinois, in 1850and in 1870, see pp. 434-435
supra. The data for Tables II and III are drawn fromthe reports of school officials. The
American Almanac is also a useful source of statisti-cal data on schooling, though it
should be borne in mind that the Almanac's data arealmost always taken from some
other source; thus, the data on college enrollments dur-ing the pre-Civil War era are
generally taken from the reports of the American Educa-tion Society. With the
establishment of the United States Bureau of Education in 1867and the appointment of
Henry Barnard as the first United States Commissioner ofEducation, the reports of the
commissioner became an excellent source of data onschooling, though, given different
modes and times of data collection, its statistics almostalways differed from those of the
Bureau of the Census.
Chapter 6: Education by Collision
There is a long-standing dearth of good scholarly materials on the history of
Americannewspapers. Frank Luther Mott's American Journalism: A History, 1690-1960
(3d ed.;The Macmillian Company, 1962) has dominated the field since its initial
appearancein 1941; and, while it is an admirable piece of work, it is written from the
perspectiveof a professional journalist. Thus, Mott deplores the "party press" of the early
nationalera and hails the emergence of "professional" journalism during the midnineteenthcentury. The heritage of the press from the American Revolution is discussed
in ArthurM. Schlesinger, Prelude to Independence: The Newspaper War on Britain,
1764-1776(New York: Alfred A. Knopf, 1958); Edmund S. and Helen M. Morgan, The
StampAct Crisis: Prologue to Revolution (rev. ed.; New York: Collier Books, 1963);
BernardBailyn, The Ideological Origins of the American Revolution (Cambridge, Mass.:
Har-vard University Press, 1967); and Philip Davidson, Propaganda and the
AmericanRevolution (Chapel Hill: University of North Carolina Press, 1941). The press
duringthe first years of the Republic is portrayed in David Hackett Fischer, The
Revolutionoj Conservatism: The Federalist Party in the Era of Jeffersoman Democracy
(NewYork: Harper & Row, 1965) and Donald H. Stewart, The Opposition Press of the
Fed-eralist Period (Albany: State University of New York Press, 1969). The Alien and
Se-dition Acts are dealt with in Frank Maloy Anderson, "The Enforcement of the

Alienand Sedition Laws," Annual Report of the American Historical Association,
1912(Washington, D.C.: American Historical Association, 1914); John C. Miller, Crisis
inFreedom: The Alien and Sedition Acts (Boston: Little, Brown and Company,
1952);and James Morton Smith, Freedom's Fetters: The Alien and Sedition Laws and
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can Civil Liberties (Ithaca, N.Y.: Cornell University Press, 1956). Frank H. O'Brien,The
Story of the Sun (1918; new ed.; New York: D. Appleton and Co., 1928); AllanNevins,
The Evening Post: A Century of Journalism (New York: Boni and Liveright,1922); J.
Cutler Andrews, Pittsburgh's Post-Gazette: First Newspaper West of the Al-leghenies
(Boston: Chapman & Grimes, 1936); Oliver Carlson, The Man Who Madethe News:
James Gordon Bennett (New York: Duell, Sloan and Pearce, 1942); JamesEugene Smith,
One Hundred Years of Hartford's Courant, from Colonial TimesThrough the Civil War
(New Haven: Yale University Press, 1949); Francis Brown,Raymond of the Times (New
York: W. W. Norton & Company, 1951); Stanley NelsonWorton, "William Leggett,
Political Journalist: A Study in Democratic Thought"(doctoral thesis, Columbia
University, 1954); Calder M. Pickett, "Six New YorkNewspapers and Their Response to
Technology in the Nineteenth Century" (doctoralthesis. University of Minnesota, 1959);
Bernard A. Weisberger, The American News-paperman (Chicago: University of Chicago
Press, 1961); Dwight Nikkelson, "TheKentucky Gazette: The Herald of a Noisy World"
(doctoral thesis. University of Ken-tucky, 1963); Albert McLean, Jr., William Cullen
Bryant (Boston: Twayne Publish-ers, 1964); and Michael Schudson, Discovering the
News: A Social History of AmericanNewspapers (New York: Basic Books, 1978) are
helpful for the period after the War of1812. The histories of printers and printing are also
valuable, for example, Milton W.Hamilton, The Country Printer: New York State, 17851830 (New York: ColumbiaUniversity Press, 1936); John Clyde Oswald, Printing in the
Americas (New York:The Gregg Publishing Company, 1937); Rollo G. Silver, The
American Printer, 1787-1825 (Charlottesville: The University Press of Virginia, 1967);
and David Kaser, Jo-seph Charless: Printer in the Western Country (Philadelphia:
University of Pennsylva-nia Press, 1963), as are the sections on printers and newspapers
in regional and localhistories—Guion Griffis Johnson, Ante-Bellum North Carolina: A
Social History(Chapel Hill: University of North Carolina Press, 1937), chap, xxv; R.
Carlyle Buley,The Old Northwest: Pioneer Period, 1815-1840 (2 vols.; Bloomington:
Indiana Univer-sity Press, 1950), II, chap, xv; and Allan Nevins, "The Newspapers of
New YorkState, 1783-1900," in Alexander C. Flick, ed., History of the State of New
York (10vols.; New York: Columbia University Press, 1933-1937), IX, 267-305, are
splendidillustrations. I have also profited from the studies of my student Gary Gaffield,
whichhe generously shared with me and which will appear in his forthcoming doctoral
thesis,"The Editor as Educator: Democratic Journalism in America, 1815-1845." All
thesesources draw heavily on the newspapers themselves, to which Clarence S.
Brigham,History and Bibliography of American Newspapers, 1690-1820 (2 vols.;
Worcester,Mass.: American Antiquarian Society, 1947) and Winifred Gregory, ed.,

AmericanNewspapers, 1820-1936: A Union List of Files Available in the United States
and Can-ada (New York: The H. W. Wilson Company, 1937) remain indispensable
guides.Given the significance of the postal system as a circulator of newspapers and the
explic-it governmental policy of encouraging the circulation and exchange of ideas via
lowpostal rates, Wesley Everett Rich, The History of the United States Post Office to
theYear 1829 (Cambridge, Mass.: Harvard University Press, 1924) and Wayne E.
Fuller,The American Mail: Enlarger of the Common Life (Chicago: University of
ChicagoPress, 1972) are additionally relevant. My source for William Manning is 7he
Key ofLibberty, edited by Samuel Eliot Morison (Billerica, Mass.: The Manning
Association,1922).
Glyndon G. Van Deuscn, Horace Greeley: Nineteenth-Century Crusader (Phila-delphia:
University of Pennsylvania Press, 1964) is the definitive biography. Earle D.Ross,
"Horace Greeley and the Beginnings of the New Agriculture," Agricultural His-tory, VII
(1933), 3-17; Ralph Ray Fahrney, Horace Greeley and the Tribune in theCivtl War
(Cedar Rapids, Iowa: The Torch Press, 1936); Henry Luther Stoddard,Horace Greeley:
Printer, Editor, Crusader (New York: G. P. Putnam's Sons, 1946);and William Harlan
Hale, Horace Greeley: Voice of the People (New York: Harper &Brothers, 1950) are also
useful, as are Greeley's own published books. Hints TowardReform, in Lectures,
Addresses, and Other Writings (New York: Harper & Brothers,1850) and Recollections
of a Busy Life (New York: J. B. Ford & Co., 1868). EricFoner, Free Soil, Free Labor,
Free Men: The Ideology of the Republican Party Beforethe Cwtl War (New York:
Oxford University Press, 1970) provides an excellent con-text for the substance of
Greeley's political thought.
F.ugene Perry Link, Democratic-Republican Societies, 1790-1800 (New York: Columbia University Press, 1942) provides the principal entree into the world of
thedemocratic societies. William Miller, "The Democratic Societies and the Whiskey Insurrection," Pennsylvania Magazine of History and Biography, LXII (1938), 324349,and "First Fruits of Republican Organization: Political Aspects of the
CongressionalElection of 1794," ibid., LXIII (1939), 118-143, are illuminating with
respect to thepolitical activities of the societies. Charles Downer Hazen, Contemporary
AmericanOpinion of the French Revolution (Baltimore: The Johns Hopkins University
Press,1897); R. R. Palmer, The Age of the Democratic Revolution: A Political History of
Eu-rope and America, 1760-1800 (2 vols.; Princeton, N.J.: Princeton University
Press,1959-1964); Carl B. Cone, The English facobins: Reformers in Late 18th
CenturyEngland (New York: Charles Scribner's Sons, 1968); and Albert Goodwin,
TheFriends of Liberty: The English Democratic Movement in the Age of the French
Rovo-lution (Cambridge, Mass.: Harvard University Press, 1979) are valuable with
respectto the international context. David Hackett Fischer, The Revolution of American
Con-servatism is the best source for the Federalist societies that emerged by way of
response.

Richard Hofstadter, The Idea of a Party System: The Rise of a Legitimate Opposi-tion in
the United States, 1780-1840 (Berkeley: University of California Press, 1970) isan
engaging discussion of the development of the party system and, with it, the idea ofa
legitimate opposition. Joseph Charles, The Origins of the American Party SystemThree
Essays (Williamsburg, Va.: The Institute of Early American History and Culture, 1956);
Noble E. Cunningham, Jr., The feffersonian Republicans (Chapel HillUniversity of
North Carolina Press, 1957) and The feffersoman Republicans in Power.Party
Operations, 1801-1809 (Chapel Hill: University of North Carolina Press, 1963)Marshall
Smelser, "The Federalist Period as an Age of Passion," American QuarterlyX (1958),
391-419; John C. Miller, The Federalist Era, 1789-1801 (New York: Harper & Bros.,
1960); William Nisbet Chambers, Political Parties in a New Nation: AnAmerican
Experience, 1776-1809 (New York: Oxford University Press, 1963); DavidHackett
Fischer, The Revolution of American Conservatism; Roy F. Nichols, The In-vention of
the American Political System (New York: The Macmillan Company, 1967);James M.
Banner, To the Hartford Convention: The Federalists and the Origins ofParty Politics in
Massachusetts, 1789-1815 (New York: Alfred A. Knopf, 1970); LindaK. Kerber,
Federalists in Dissent: Imagery and Ideology in Jeffersonian America (Itha-ca, N.Y.:
Cornell University Press, 1970); Richard Buel, Jr., Securing the Revolution:
Ideology in American Politics, 1789-1815 (Ithaca, N.Y.: Cornell University Press,1972);
and Lance Banning, The Jeffersonian Persuasion: Evolution oj a Party Ideology(Ithaca,
N.Y.: Cornell University Press, 1978) are also useful on the political life of thenew
nation.
The role of voluntarism in the religious life of the society has been noted byAmerican
church historians from Robert Baird, Religion in the United States ofAmerica (Glasgow:
Blackie and Son, 1844) through Sidney E. Mead, The LivelyExperiment: The Shaping
of Christianity in America (New York: Harper & Row,1963) and Sydney E. Ahlstrom, A
Religious History of the American People (NewHaven: Yale University Press, 1972),
and by a host of foreign observers, whosecommentaries are gathered together in Milton
B. Powell, ed.. The Voluntary Church:American Religious Life, 1740-1860, Seen
Through the Eyes of European Visitors(New York: The Macmillan Company, 1967).
Voluntary association in the life of thesociety at large is discussed in Noel P. Gist, Secret
Societies: A Cultural Study ofFraternalism in the United States (Columbia: University of
Missouri Press, 1940);Frank Warren Crow, "The Age of Reason: Societies for Social and
Economic Improve-ment in the United States, 1783-1815" (doctoral thesis. University of
Wisconsin,1952); Rowland Berthoff, An Unsettled People: Social Order and Disorder in
AmericanHistory (New York: Harper & Row, 1971; Walter S. Glazer, "Participation
andPower: Voluntary Association and the Functional Organization of Cincinnati in
1840,"Historical Methods Newsletter, V (1972), 151-68; Richard D. Brown, "The Emergence of Voluntary Associations in Massachusetts, 1760-1830," Journal of
VoluntaryAction Research, II (1973), 64-73, and "The Emergence of Urban Society in
RuralMassachusetts, 1760-1820," Journal of American History, LXI (1974-75), 2951;Gregory H. Singleton, "Protestant Voluntary Organizations and the Shaping of Victo-

rian America," American Quarterly, XXVII (1975), 549-560; Dorothy Ann
Lipson,Freemasonry in Connecticut (Princeton, N.J.: Princeton University Press, 1977);
andDon Harrison Doyle, The Social Order of a Frontier Community: Jacksonville,
Illinois,1825-70 (Urbana: University of Illinois Press, 1978). The more general efTects
ofwidespread participation in voluntary associations and, through voluntary
associations,in community and community-building afTairs is discussed in Stanley
Elkins and EricMcKitrick, "A Meaning for Turner's Frontier," Political Science
Quarterly, LXIX(1954), 321-353, 565-602. The effects of participation in voluntary
societies on thepart of women, given their exclusion from the sufTrage, is noted in Keith
Melder,"Ladies Bountiful: Organized Women's Benevolence in Early 19th-century
America,"New York History, XLVIII (1967), 231-254; Lois Wendland Banner, "The
ProtestantCrusade: Religious Missions, Benevolence, and Reform in the United States,
1790-1840" (doctoral thesis, Columbia University, 1970); Nancy F. Cott, The Bonds
ofWomanhood: "Woman's Sphere" in Nevj England, 1780-1835 (New Haven:
YaleUniversity Press, 1977); Barbara J. Berg, The Remembered Gate: Origins of
AmericanFeminism: The Woman and the City, 1800-1860 (New York: Oxford
University Press,1978); and Anne M. Boylan, "Evangelical Womanhood in the
Nineteenth Century:The Role of Women in Sunday Schools," Feminist Studies, IV
(October, 1978). 62-80.
Alexis de Tocqueville's Democracy in America, edited by Phillips Bradley (2
vols.;Alfred A. Knopf, 1945) was widely read by American contemporaries, some of
whomdoubtless found confirmation for their own observations about the role of
newspa[)ersand voluntary associations in the society, others of whom doubtless made
Tocqueville's
observations their own. However that may be, the phenomena Tocqueville describeswere
sufficiently widely noted and commented ufwn, by foreign and domestic observersalike,
to establish their validity conclusively. Frederick Grimke read and admired De-mocracy
tn America and alluded to it and to Tocqueville's The Old Regime and theFrench
Revolution (1856), translated by Stuart Gilbert (Garden City, N.Y.: Doubledayand
Company, 1955) at several points in The Nature and Tendency oj Free Institu-tions,
edited by John William Ward (Cambridge, Mass.: Harvard University Press,1968).
Nevertheless, Grimke's discussion of the Democracy is sufficiently critical intone and
substance to convey Grimke's absolute independence of mind, as indeed doesthe overall
quality of his treatise; Ward refers to it as "the single best book written byan American in
the nineteenth century on the meaning of our political way of life"{ibid., p. 3).
Interestingly, John Stuart Mill noted in his lengthy review of the Democ-racy
{Edinburgh Review, LXXI [1840-41], 1-47) that the phenomena Tocqueville sawas
embodying the spirit of democracy, among them, a host of newspapers and
voluntaryassociations, were as manifest in aristocratic England as they were in
democratic Amer-ica, and probably a result of the commercial spirit abroad in both
countries rather thanthe democratic spirit—a view that would support those who see
modernization as thechief synthesizing theme in nineteenth-century American life, for

example, Richard D.Brown in Modernization: The Transformation of American Life,
1600-1865 (NewYork: Hill and Wang, 1976). For the circulation of information during
the nineteenthcentury and its contribution to notions of American community, see Allan
R. Fred's re-markable study Urban Growth and the Circulation of Information: The
United States ofCities, 1790-1840 (Cambridge, Mass.: Harvard University Press, 1973).
Chapter 7: Outcasts
Thomas E. Gossett, Race: The History of an Idea in America (Dallas: Southern Methodist University Press, 1963); William Stanton, The Leopard's Spots: Scientific Attitudes Toward Race in America, 1815-1859 (Chicago: University of Chicago
Press,1960); and George M. Fredrickson, The Black Image in the White Mind: The
Debateon Afro-American Character and Destiny, 1817-1914 (New York: Harper &
Row,1971) explicate the racial attitudes of nineteenth-century Americans. David Brion
Da-vis, The Problem of Slavery in Western Culture (Ithaca, N.Y.: Cornell
UniversityPress, 1966) and The Problem of Slavery in an Age of Revolution: 1770-1823
(Ithaca,N.Y.: Cornell University Press, 1975) and Winthrop D. Jordan, White over
Black:American Attitudes Toward the Negro, 1550-1812 (Chapel Hill: University of
NorthCarolina Press, 1968) place the problem of slavery in historical and comparative
per-sf)cctive. Frederick M. Binder, The Color Problem in Early National America
asViewed by John Adams, Jefferson, and Jackson (The Hague: Mouton, 1968) and Donald L. Robinson, Slavery in the Structure of American Politics, 1765-1820 (New
York:Harcourt Brace Jovanovich, 1971) trace the role of slavery in the politics of the
newnation. William Sumner Jenkins, Pro-Slavery Thought in the Old South (Chapel
Hill:University of North Carolina Press, 1935); H. Shelton Smith, In His Image, But. . .
:Racism in Southern Religion, 1780-1910 (Durham: Duke University Press, 1972);
andLarry E. Tise, "Proslavery Ideology: A Social and Intellectual History of the
Defenseof Slavery in America, 1790-1840" (doctoral thesis. University of North
Carolina,1974) are the best analyses of the proslavery argument. George Fitzhugh,
Cannibals
All! Or, Slaves Without Masters, edited by C. Vann Woodward (Cambridge,
Mass.:Harvard University Press, 1960); The Pro-Slavery Argument; as Maintained by
theMost Distinguished Writers of the Southern States, Containing the Several Essays,
onthe Subject, of Chancellor Harper, Governor Hammond, Dr. Simms, and Professor
Dew(Charleston, S.C: Walker, Richards & Co., 1852); and E. N. Elliott, ed.. Cotton
IsKing, and Pro-Slavery Arguments: Comprising the Writings of Hammond,
Harper,Christy, Stringfellow, Hodge, Bledsoe, and Carturright, on This Important
Subject (Au-gusta, Ga.: Pritchard, Abbott & Loomis, 1860) are contemporary proslavery
writings.Eric L. McKitrick, ed., Slavery Defended: The Views of the Old South
(EnglewoodCliffs, N.J.: Prentice-Hall, 1963) is a convenient anthology of proslavery
literature.Louis Filler, The Crusade Against Slavery, 1830-1860 (New York: Harper &
Row,1960) and Dwight Lowell Dumond, Antislavery: The Crusade for Freedom in
America(Ann Arbor: University of Michigan Press, 1961) are comprehensive accounts

of theabolitionist movement. Martin Duberman, ed.. The Antislavery Vanguard: New
Essayson the Abolitionists (Princeton, N.J.: Princeton University Press, 1965) presents
vary-ing interpretations of the abolitionists. John L. Thomas, ed.. Slavery Attacked:
TheAbolitionist Crusade (Englewood Cliffs, N.J.: Prentice-Hall, 1965) and William
H.Pease and Jane H. Pease, eds., The Antislavery Argument (Indianapolis: Bobbs-Merrill, 1965) are convenient collections of abolitionist writings. John Hope Franklin,From
Slavery to Freedom: A History of Negro Americans (4th ed.; New York: AlfredA.
Knopf, 1974) is the best comprehensive history of American blacks.
Kenneth M. Stampp, The Peculiar Institution: Slavery in the Ante-Bellum South(New
York: Alfred A. Knopf, 1961); Eugene D. Genovese, The World the SlaveholdersMade:
Two Essays in Interpretation (New York: Pantheon Books, 1969) and Roll, for-dan. Roll:
The World the Slaves Made (New York: Pantheon Books, 1974); and ElinorMiller and
Eugene D. Genovese, eds., Plantation, Town, and County: Essays on theLocal History of
American Slave Society (Urbana: University of Illinois Press, 1974)depict the slave
plantation as an institution. Vera Rubin and Arthur Tuden, eds., Com-parative
Perspectives on Slavery in New World Plantation Societies (New York: TheNew York
Academy of Sciences, 1977) affords a comparative perspective on the Ameri-can
experience. Richard C. Wade, Slavery in the Cities: The South, 1820-1860 (NewYork:
Oxford University Press, 1964) focuses on the urban experience; Robert S. Star-obin,
Industrial Society in the Old South (New York: Oxford University Press, 1970)focuses
on the industrial experience. Stanley M. Elkins, Slavery: A Problem in Ameri-can
Institutional and Intellectual Life (Chicago: University of Chicago Press, 1959) andJohn
W. Blassingame, The Slave Community: Plantation Life in the Ante-BellumSouth (New
York: Oxford University Press, 1972) are two much-discussed studies thatdraw upon
social-science concepts in illuminating the slave experience. The debates anddiscussions
concerning their validity are collected, respectively, in Ann J. Lane, ed.,The Debate over
Slavery: Stanley Elkins and His Critics (Urbana: University of IllinoisPress, 1971) and
Al-Tony Gilmore, ed., Revisiting Blassingame's The Slave Communi-ty: The Scholars
Respond (Westport, Conn.: Greenwood Press, 1978).
The best work on the discordant pedagogies of the slave plantation is Thomas L.Webber,
Deep Like the Rivers: Education in the Slave Quarter Community, 1831-1865(New
York: W. W. Norton & Company, 1978). Webber's discussion of the pedagogyof the
white community is usefully supplemented by Kenneth M. Stampp, The
PeculiarInstitution; John Sf)encer Bassett, The Southern Plantation Overseer, as
Revealed in
His Letters (Northampton, Mass.: Smith College, 1925); William K. Scarborough,
TheOverseer: Plantation Management in the Old South (Baton Rouge: Louisiana
StateUniversity Press, 1966); and Charles C. Jones, The Religious Instruction of
Negroes, inthe United States (1842; reprint ed.; New York: Negro Universities Press,
1969). Web-ber's discussion of the pedagogy of the black community is usefully
supplemented byMason Crum, Gullah: Negro Life in the Carolina Sea Islands (Durham,

N.C.: DukeUniversity Press, 1940); Stanley Feldstein, Once a Slave: The Slaves' View
of Slavery(New York: William Morrow and Company, 1971); Eugene D. Genovese,
Roll, Jor-dan, Roll; Herbert G. Gutman, The Black Family in Slavery and Freedom,
1750-1925(New York: Pantheon Books, 1976); Nathan Irvin Huggins, Black Odyssey:
The Afro-Amencan Ordeal in Slavery (New York: Pantheon Books, 1977); Albert J.
Raboteau,Slave Religion: The "Invisible Institution" in the Antebellum South (New
York: Ox-ford University Press, 1978); and Lawrence W. Levine, Black Culture and
Black Con-sciousness: Afro-American Folk Thought from Slavery to Freedom (New
York: OxfordUniversity Press, 1978). William Francis Allen, Charles Pickard, and Lucy
McKimGarrison, eds., Slave Songs in the United States (New York: A. Simpson & Co.,
1867)is the classic contemporary collection.
Leon F. Litwack, North of Slavery: The Negro in the Free States, 1790-1860(Chicago:
University of Chicago Press, 1961) and Ira Berlin, Slaves Without Masters:The Free
Negro in the Antebellum South (New York: Pantheon Books, 1974) providethe best
entree into the life of the free blacks; both include excellent commentaries onthe
previous literature. Carter G. Woodson, The Education of the Negro Prior to 1861:A
History of the Education of the Colored People of the United States from the Begin-ning
of Slavery to the Civil War (Washington, D.C.: The Associated Publishers, 1919)and
The History of the Negro Church (Washington, D.C.: The Associated Publishers,1921);
Carol V. R. George, Segregated Sabbaths: Richard Allen and the Rise of Inde-pendent
Black Churches, 1760-1840 (New York: Oxford University Press, 1973); Da-vid Martin
Mcnt, "Racial Segregation in the Public Schools of New England and NewYork, 18401940" (doctoral thesis, Teachers College, Columbia University, 1975); andClaudia
Christie Foster, "Motives, Means, and Ends in Gradual Abolitionist Educa-tion, 1785 to
1830" (doctoral thesis, Teachers College, Columbia University, 1977) areuseful for the
education of free blacks.
Elizabeth W. Miller and Mary L. Fisher, The Negro in America: A Bibliography(2d ed.;
Cambridge, Mass.: Harvard University Press, 1970); Dorothy B. Porter, TheNegro in the
United States: A Selected Bibliography (Washington, D.C.: Library ofCongress, 1970);
and Russell C. Brignano, Black Americans in Autobiography: An An-notated
Bibliography of Autobiographies and Autobiographical Books Written Since theCivil
War (Durham, N.C.: Duke University Press, 1974) are the best general bibliog-raphies.
George P. Rawick, ed., The American Slave: A Composite Autobiography (19vols.;
Westport, Conn.: Greenwood Publishing Co., 1972-1974) is a superb collectionof slave
narratives, with an interpretive volume by Rawick entitled From Sundown toSunup: The
Making of the Black Community.
Roy Harvey Pearce, The Savages of America: A Study of the Indian and the Idea
ofCivilization (rev. ed.; Baltimore: The Johns Hopkins University Press, 1965);
FrancisPaul Prucha, "The Image of the Indian in Pre-Civil War America," in Prucha et
ai,Indiana Historical Society Lectures, 1970-71 (Indianapolis: Indiana Historical

Society,1971); and Brian William Dippie, "The Vanishing American: Popular Attitudes
and
American Policy in the Nineteenth Century (doctoral thesis, University of Texas,
1970)explicate the attitudes of white Americans toward the Indians. William Stanton,
TheLeopard's Spots and Thomas F. Gossett, Race include sections on the Indians in
theirmore general discussions. The best scholarly history of the Indians is Wilcomb
E.Washburn, The Indian in America (New York: Harper & Row, 1975). William
T.Hagen, American Indians (Chicago: University of Chicago Press, 1961); Alice
Marriottand Carol K. Rachlin, American Epic: The Story of the American Indian (New
York:G. P. Putnam's Sons, 1969); and Angie Debo, A History of the Indians of the
UnitedStates (Norman: University of Oklahoma Press, 1970) are also useful general
accounts.Wilcomb E. Washburn, ed.. The Indian and the White Man (Garden City,
N.Y.:Doubleday and Company, 1964) and Edward H. Spicer, ed., A Short History of the
In-dians of the United States (New York: Van Nostrand Reinhold Company, 1969)
arcconvenient selections of documents.
Francis Paul Prucha, American Indian Policy in the Formative Years: The IndianTrade
and Intercourse Acts, 1790-1834 (Lincoln: University of Nebraska Press,
1962);Frederick M. Binder, The Color Problem in Early National America; Reginald
Hors-man. Expansion and American Indian Policy, 1783-1812 (East Lansing:
MichiganState University Press, 1967); Bernard W. Sheehan, Seeds of Extinction:
JeffersonianPhilanthropy and the American Indian (Chapel Hill: University of North
CarolinaPress, 1973); and Herman J. Viola, Thomas L. McKenney: Architect of
America's Ear-ly Indian Policy, 1816-1830 (Chicago: Sage Books, 1974) deal with
policies toward theIndians during the first half-century of national life. Grant Forman,
Advancing theFrontier, 1830-1860 (Norman: University of Oklahoma Press, 1933);
Ronald N. Satz,American Indian Policy in the Jacksonian Era (Lincoln: University of
Nebraska Press,1975); and Francis Paul Prucha, "Andrew Jackson's Indian Policy: A
Reassessment,"fournal of American History, LVI (1969-70), 527-539; and "American
Indian Policyin the 1840's: Visions of Reform," in John G. Clark, ed., The Frontier
Challenge: Re-sponses to the Trans-Mississippi West (Lawrence: University Press of
Kansas, 1971),pp. 81-110, deal with policies during the Jacksonian era. Robert A.
Trennert, Jr., Al-ternative to Extinction: Federal Indian Policy and the Beginnings of the
ReservationSystem, 1846-51 (Philadelphia: Temple University Press, 1975) and William
T. Ha-gen, "Indian Policy after the Civil War: The Reservation Experience," in Francis
PaulPrucha et al., Indiana Historical Society Lectures, 1970-71, pp. 21-36, deal with
theemergence of the commitment to reservations during the later 1840's and the 1850's.
Grant Foreman, The Five Civilized Tribes (Norman: University of OklahomaPress,
1934) and Indian Removal: The Emigration of the Five Civilized Tribes (Nor-man:
University of Oklahoma Press, 1953) discuss the lives of the Cherokees, Chicka-saws,
Choctaws, Creeks, and Seminoles, the development of the policy of removal withrespect
to them, and the tragic affair of their removal. Foreman's work is usefully sup-plemented

by Marion L. Starkey, The Cherokee Nation (New York: Alfred A. Knopf,1946); R. S.
Cotterill, The Southern Indians: The Story of the Civilized Tnbes BeforeRemoval
(Norman: University of Oklahoma Press, 1954); and Angie Debo, The Riseand Fall of
the Choctaw Republic (2d ed.; Norman: University of Oklahoma Press,1961). Robert H.
Skelton, "A History of the Educational System of the Cherokee Na-tion, 1801-1910"
(doctoral thesis, University of Arkansas, 1970) is the fullest scholarlytreatment of the
extraordinary response of the Cherokees to the proffer of "civiliza-tion." Grant Foreman,
Sequoyah (Norman: University of Oklahoma Press, 1938) and
Ralph Henry Gabriel, Elias Boudinot, Cherokee, and His America (Norman: Universi-ty
of Oklahoma Press, 1941) are relevant biographies.
The best book on the discordant pedagogies encountered by the Indians is RobertE.
Berkhofer, Jr., Salvation and the Savage: An Analysis of Protestant Missions
andAmerican Indian Response, 1787-1862 (Lexington: University of Kentucky
Press,1965). Sherburne F. Cook, The Conflict Between the California Indian and
WhiteCivilization, 1940-43 (Berkeley: University of California Press, 1943) and Edward
H.Spiccr, Cycles of Conquest: The Impact of Spain, Mexico, and the United States on
theIndians of the Southwest, 1533-1960 (Tucson: University of Arizona Press, 1962)
alsoilluminate the problem. Berkhofer's discussion of the pedagogy of the v^hite
communityis usefully supplemented by Ruth A. Gallagher, "The Indian Agent in the
UnitedStates before 1850," Iowa Journal of History and Politics, XIV (1916), 3-56, and
"TheIndian Agent in the United States since 1850," ibid., 173-238; Evelyn C.
Adams,American Indian Education: Government Schools and Economic Progress (New
York:King's Crown Press, 1946); Harold S. Faust, "The Presbyterian Mission to the
Ameri-can Indian During the Period of Indian Removal (1838-1893)" (doctoral thesis.
Tem-ple University, 1943); William W. Graves, The First Protestant Osage Missions,
1820-1837 (Oswego, Kans.: The Carpenter Press, 1949); Robert F. Berkhofer, Jr.,
"ModelZions for the American Indian," American Quarterly, XV (1963), 176-190; R.
PierceBeaver, Church, State, and the American Indians: Two and a Half Centuries of
Part-nership in Missions Between Protestant Churches and Government (St. Louis:
Concor-dia Publishing House, 1966); Clifton Jackson Phillips, Protestant America and
the Pa-gan World: The First Half Century of the American Board of Commissioners
forForeign Missions, 1810-1860 (Cambridge, Mass.: Harvard University Press,
1969);and Francis Paul Prucha, Broadax and Bayonet: The Role of the United States
Armyin the Development of the Northwest, 1815-1869 (Lincoln: University of
NebraskaPress, 1967). Berkhofer's discussion of the p)edagogy of the Indian community
is useful-ly supplemented by such contemporary works as Henry R. Schoolcraft,
InformationRespecting the History, Conditions and Prospects of the Indian Tribes of the
UnitedStates (5 vols.; Philadelphia: Lippincott, Grambo & Co., 1853-1856) and George
Cat-lin. Illustrations of the Manners, Customs, and Condition of the North American
Indi-ans with Letters and Notes (2 vols.; 10th ed.; London: Henry G. Bohn, 1866) and
suchlater ethnographic accounts as Stith Thompson, ed.. Tales of the North American
Indi-ans (Cambridge, Mass.: Harvard University Press, 1929); George A. Pettitt,

PrimitiveEducation in North America (Berkeley: University of California Press, 1946);
andHarold E. Driver, Indians of North America (Chicago: University of Chicago
Press,1961), though the later accounts need to be used with caution, since they tend to
besynchronic rather than diachronic in character and to assume the persistence of
beliefsand customs over long periods of time.
Henry F. Dobyns, "Estimating Aboriginal American Population: An Appraisal
ofTechniques with a New Hemispheric Estimate," Current Anthropology, VII
(1966),229-449, is a model demographic analysis. The bibliographies in William N.
Fenton etai, American Indian and White Relations to 1830: Needs and Opportunities for
Study(Chapel Hill: University of North Carolina Press, 1957); William T. Hagen,
AmericanIndians; Robert F. Berkhofer, Jr., Salvation and the Savage; Ronald A. Satz,
AmericanIndian Policy in the Jacksonian Era; and Wilcomb E. Washburn, The Indian in
Amer-ica are especially helpful. Wilcomb E. Washburn, The American Indian and the
United States (4 vols.; New York: Random House, 1973) is a useful collection of government documents.
I discuss the tensions implicit in the processes of Americanization in "Americaniza-tion:
A Perspective," UCLA Educator, X (December, 1976), 5-10. The tensions withinand
among white Americans concerning education for blacks and Indians are poignant-ly
symbolized by the closing down of two Connecticut schools during the 1820's
and1830's, Prudence Crandall's school for black girls at Canterbury and the
ABCFMschool for Indian boys at Cornwall. For the first controversy, see Edmund
Fuller, Pru-dence Crandall: An Incident of Racism in Nineteenth-Century Connecticut
(Middle-town, Conn.: Wesleyan University Press, 1971). For the second, see John
Andrew,"Educating the Heathen: the Foreign Mission School Controversy and
AmericanIdeals," Journal of American Studies, XII (1978), 331-342.
Introduction to Part III: The Prudent Society
The utilitarian strain in the educational thought of the Revolutionary generation is documented in Daniel J. Boorstin, The Lost World of Thomas Jefferson (New York:Henry
Holt and Company, 1948); Frederick Rudolph, ed., Essays on Education in theEarly
Republic (Cambridge, Mass.: Harvard University Press, 1963); Daniel JulesBooth,
"Popular Educational Thought of the Early National Period in America, 1776-1830: A
Survey and Analysis of Published Essays and Addresses" (doctoral thesis. Uni-versity of
Colorado, 1974); and Eva T. H. Brann, Paradoxes of Education in a Repub-lic (Chicago:
University of Chicago Press, 1979). The disagreements over detail runthrough the pages
of Linda K. Kerber, Federalists in Dissent: Imagery and Ideology inJeffersonian America
(Ithaca, N.Y.: Cornell University Press, 1970). The persistence ofthe strain and of the
disagreements connected with it are dealt with in a considerableliterature, including,
inter alia, Merle Curti, The Social Ideas of American Educators(New York: Charles

Scribner's Sons, 1935), American Paradox: The Conflict ofThought and Action (New
Brunswick, N.J.: Rutgers University Press, 1956), and TheGrowth of American Thought
(3d ed.; New York: Harper & Row, 1964); R. FreemanButts, The College Charts Its
Course: Historical Conceptions and Current Proposals(New York: McGraw-Hill Book
Company, 1939); Carl Bode, The Anatomy of Ameri-can Popular Culture, 1840-1861
(Berkeley: University of California Press, 1959);Richard Hofstadter, Anti-intellectualism
in American Life (New York: Alfred A.Knopf, 1963); Russel B. Nye, The
Unembarrassed Muse: The Popular Arts in America(New York: The Dial Press, 1970);
and George H. Daniels, Science in American Soci-ety (New York: Alfred A. Knopf,
1971).
Chapter 8: Prudent Learning
The best biography of Benjamin Franklin is Carl Van Doren, Benjamin Franklin(New
York: The Viking Press, 1938). The Autobiography of Benjamin Franklin, edit-ed by
Leonard W. Labaree, Ralph L. Ketcham, Helen B. Boaifield, and Hclenc H.Fineman
(New Haven: Yale University Press, 1964) is the most informative edition ofthat work.
The Papers of Benjamin Franklin, edited by Leonard W. Labaree et al.(18+ vols.; New
Haven: Yale University Press, 1959- ) is the most recent and au-thoritative collection of
Franklin's writings. The Writings of Benjamin Franklin, edited
by Albert Henry Smyth (10 vols.; New York: The Macmillan Company, 19041907),remains a highly useful edition. David Levin, "The Autobiography of
BenjaminFranklin: The Puritan Experimenter in Life and Art," Yale Review, LIII (196364),258-275; John William Ward, "Who Was Benjamin Franklin?" American
Scholar,XXXII (1963), 541-553; and Robert F. Sayre, The Examined Self: Benjamin
Frank-lin, Henry Adams, Henry James (Princeton, N.J.: Princeton University Press,
1964)are incisive explorations of Franklin's character and of the Autobiography in
refractingthat character for subsequent generations, as are some of the older essays
collected inCharles I. Sanford, ed., Benjamin Franklin and the American Character
(Boston: D.C. Heath and Company, 1955).
For the projection of Franklinian ideals into the nineteenth century, Richard D.Mosier,
Making the American Mind: Social and Moral Ideas in the McGuffey Readers(New
York: King's Crown Press, 1947); Irvin G. Wyllie, The Self-Made Man inAmerica: The
Myth of Rags to Riches (New Brunswick, N.J.: Rutgers UniversityPress, 1954); Ruth
Miller Elson, Guardians of Tradition: American Schoolbooks oj theNineteenth Century
(Lincoln: University of Nebraska Press, 1964); John G. Cawelti,Apostles of the SelfMade Man: Changing Concepts of Success in America (Chicago:University of Chicago
Press, 1965) and Richard Weiss, 77z^ American Myth of Success:From Horatio Alger to
Norman Vincent Peale (New York: Basic Books, 1969) arehelpful analyses. J. F. C.
Harrison, Learning and Living, 1790-1960: A Study in theHistory of the English Adult
Education Movement (London: Routledge and KeganPaul, 1961) includes an incisive
analysis of the English self-help movement. The litera-ture on Channing is discussed on

pp. 529-530 supra. The self-help literature, of whichAlcott's guides are quintessential
examples, is portrayed from quite different perspec-tives by Carl Bode, The Anatomy of
American Popular Culture, 1840-1861 (Berkeley:University of California Press, 1959)
and Allen Stanley Horlick, Country Boys andMerchant Princes: The Social Control of
Young Men in New York (Lewisburg, Pa.:Bucknell University Press, 1975). There is an
article on William Andrus Alcott in theDictionary of American Biography, and there is
an autobiography entitled Confessionsof a Schoolmaster (rev. ed.; Reading, Pa.: H. A.
Lantz, 1856). The literature on Hora-tio Alger, Jr., is replete with legend and even some
fraudulent biography based on anonexistent diary. Edwin P. Hoyt, Horatio's Boys: The
Life and Works of Horatio Al-ger, Jr. (Radnor, Pa.: Chilton Book Company, 1974)
appears to be authoritative. Thevalues in the Alger novels are analyzed by Rychard Fink
in his introduction to HoratioAlger, Jr., Ragged Dick and Mark, the Match Boy (New
York: Collier Books, 1962);Richard Wohl, "The 'Rags to Riches Story': An Episode of
Secular Idealism," in Rein-hard Bendix and Seymour Martin Lipset, eds.. Class, Status
and Power: A Reader inSocial Stratification (Glencoe, 111.: The Free Press, 1953), pp.
388-395; and MichaelZuckerman, "The Nursery Tales of Horatio Alger," American
Quarterly, XXIV(1972), 191-209.
Harry R. Warfel, Noah Webster: Schoolmaster to America (New York: The Mac-millan
Company, 1936) is the standard biography. Dennis Patrick Rusche, "An Em-pire of
Reason: A Study of the Writings of Noah Webster" (doctoral thesis, Universityof Iowa,
1975) and Richard Meryl Rollins, "The Long Journey of Noah Webster"(doctoral thesis,
Michigan State University, 1976) are recent studies of Webster'sthought. Ervin C.
Shoemaker, Noah Webster: Pioneer of Learning (New York: Colum-bia University
Press, 1936) deals with Webster's work as an educator. In the introductory essay to the edition he edited of Noah Webster's American Spelling Book
(NewYork: Bureau of Publications, Teachers College, Columbia University, 1962),
HenrySteele Commager views Webster's lexicographical efforts as an important
nationalizinginfluence in American culture; Richard M. Rollins, "Words as Social
Control: NoahWebster and the Creation of the American Dictionary," American
Quarterly, XXVIII(1976), 415-430, sees those eflforts as a constraining evangelical
influence. Emily Ells-worth Ford Skeel and Edwin H. Carpenter, Jr., A Bibliography of
the Writings ofNoah Webster (New York: New York Public Library, 1958) is a splendid
critical bib-liography. Emily Ellsworth Fowler Ford and Emily Ellsworth Ford Skeel,
eds.. Noteson the Life of Noah Webster (2 vols.: New York: privately printed, 1912) is
an invalu-able compilation of the diary and letters; Harry R. Warfel, ed., Letters of Noah
Web-ster (New York: Library Publishers, 1953) is the standard edition of the correspondence. Noah Webster, On Being American: Selected Writings, 1783-1828, edited
byHomer D. Babbage, Jr. (New York: Frederick A. Praeger, Publishers, 1967) is a convenient anthology. H. L. Mencken, The American Language: An Inquiry into the Development of English in the United States, Together with Supplements I and II (3
vols.;New York: Alfred A. Knopf, 1936-1948) provides an excellent context within
which toconsider Webster's linguistic contribution.

The debates over the college curriculum after the War of 1812 are discussed inGeorge P.
Schmidt, "Intellectual Crosscurrents in American Colleges, 1825-1855,"American
Historical Review, XLII (1936-37), 46-57; R. Freeman Butts, The CollegeCharts Its
Course: Historical Conceptions and Current Proposals (New York:McGraw-Hill Book
Company, 1939); Douglas Sloan, "Harmony, Chaos, and Consen-sus: The American
College Curriculum," Teachers College Record, LXXIII (1971-1972), 221-251; and
Frederick Rudolph, Curriculum: A History of the UndergraduateCourse of Study Since
1636 (San Francisco: Jossey-Bass Publishers, 1977). For the de-velopments at Amherst,
see Claude Moore Fuess, Amherst: The Story of a New Eng-land College (Boston:
Little, Brown and Company, 1935). For developments at theUniversity of Virginia, see
Philip Alexander Bruce, History of the University of Virgin-ia, 1819-1919 (5 vols.; New
York: The Macmillan Company, 1920-1922), I. ForTicknor's eflforts at Harvard, see
David B. Tyack, George Ticknor and the BostonBrahmins (Cambridge, Mass.: Harvard
University Press, 1967). O. W. Long, ThomasJefferson and George Ticknor: A Chapter
in American Scholarship (Williamstown,Mass.: The McClelland Press, 1933) is a
fascinating study of the Jeflferson-Ticknorcorrespondence on the reform of the higher
learning. For Nott's eflforts at Union, secCodman Hislop, Eliphalet Nott (Middletown,
Conn.: Wesleyan University Press,1971). For Marsh's eflforts at Vermont, see The
Remains of the Rev. James Marsh,compiled by Joseph Torrey (1843; reprint ed.; Port
Washington, N.Y.: Kennikat Press,1971) and Julian I. Lindsay, Tradition Looks Forward:
The University of Vermont, aHistory, 1791-1904 (Burlington: University of Vermont
Press, 1954). Richard Hof-stadter and Wilson Smith, eds., American Higher Education:
A Documentary History(2 vols.; Chicago: University of Chicago Press, 1961) is an
admirable collection of docu-ments.
The Yale Report of 1828 has been variously interpreted. R. Freeman Butts, TheCollege
Charts Its Course; Frederick Rudolph, The American College and University:A History
(New York: Alfred A. Knopf, 1962); and Melvin I. Urofsky, "Reforms andResponse:
The Yale Report of 1828," History of Education Quarterly, V (1965), 5367, portray the document as aristocratic and reactionary. Ralph Henry Gabriel, Reli-gion
and Learning at Yale: The Church of Chnst in the College and University, 1757-1957
(New Haven: Yale University Press, 1958) and Brooks Mather Kelley, Yale: AHistory
(New Haven: Yale University Press, 1975) are more sympathetic. DouglasSloan
transforms the problem by viewing the document in context, as stipulating a rolefor the
college in relation to graduate and professional education, within the universityand
without.
The best works on Wayland as an educator are Theodore Rawson Crane,
"FrancisWayland and Brown University, 1796-1841" (doctoral thesis, Harvard
University,1959) and Francis Wayland: Political Economist as Educator (Providence:
Brown Uni-versity Press, 1962). William G. Roelker, Francis Wayland: A Neglected
Pioneer ojHigher Education (Worcester, Mass.: American Antiquarian Society, 1944)
remainsuseful. For Brown, see Walter C. Bronson, The History oJ Brown University,

1764-1914 (Providence: published by the University, 1914) and Donald Fleming,
Scienceand Technology in Providence, 1760-1914: An Essay in the History of Brown
Univer-sity in the Metropolitan Community (Providence: Brown University, 1952).
Wayland'sbest-known writings on education are Thoughts on the Present Collegiate
System in theUnited States (Boston: Gould, Kendall, & Lincoln, 1842), Report to the
Corporation ofBrown University, on Changes in the System of Collegiate Education,
Read March 28,1850 (Providence: George H. Whitney, 1850), and 77i^ Education
Demanded by thePeople of the United States (Boston: Phillips, Sampson, and Company,
1855), thoughthe educational ideas, both explicit and implicit, in The Elements of
Political Economy(New York: Leavitt, Lord & Company, 1837) and The Elements of
Moral Science,edited by Joseph Blau (Cambridge, Mass.: Harvard University Press,
1973), shouldnot be ignored. The principal collection of Wayland papers is at the John
Hay Libraryat Brown University. For Lindsley, see The Works of Philip Lindsley, edited
by LeRoy J. Halsey (3 vols.; Philadelphia: J. B. Lippincott & Co., 1859-1866), which includes a biographical sketch by Halsey as a supplement to Volume IIL For Tappan,see
Charles M. Perry, Henry Philip Tappan: Philosopher and University President(Ann
Arbor: University of Michigan Press, 1933).
There is no adequate history of the Smithsonian Institution. The best
scholarlydiscussions of its early years are Madge E. Pickard, "Government and Science
in theUnited States: Historical Backgrounds," Journal of the History of Medicine and
AlliedSciences, I (1946), 446-481; A. Hunter Dupree, Science in the Federal
Government(Cambridge, Mass.: Harvard University Press, 1957); and Wilcomb E.
Washburn,"Joseph Henry's Conception of the Purpose of the Smithsonian Institution," in
Whit-field J. Bell, Jr., et ai, A Cabinet of Curiosities: Five Episodes in the Evaluation
ofAmerican Museums (Charlottesville: The University Press of Virginia, 1967), pp. 106166. George Brown Goode, ed., The Smithsonian Institution, 1846-1896: The Historyof
Its First Half-Century (Washington, D.C.: The Smithsonian Institution, 1897) isalso
valuable. William J. Rhees, ed., The Smithsonian Institution: Documents Relatingto Its
Origin and History (Washington, D.C.: The Smithsonian Institution, 1879) andThe
Smithsonian Institution: Documents Relative to Its Origins and History, 1835-1899 (2
vols.; Washington, D.C.: Government Printing Office, 1901) present the de-bates
surrounding the creation of the Smithsonian, in which the range of nineteenth-century
American attitudes concerning the role of science in human affairs is
brilliantlyilluminated. Dirk J. Struik, Yankee Science in the Making (Boston: Little,
Brown and
Company, 1948); Charles E. Rosenberg, "Science and American Thought," in DavidD.
Van Tassel and Michael G. Hall, eds.. Science and Society in the United
States(Homewood, 111.: The Dorsey Press, 1966), pp. 135-189; and George H.
Daniels,American Science in the Age of Jackson (New York: Columbia University
Press, 1968)and Science in American Society (New York: Alfred A. Knopf, 1971) are
useful contex-tual materials, as is Edwin Layton, "Mirror-Image Twins: The
Communities of Sci-ence and Technology in 19th Century America," Technology and

Culture, XII (1971),561-580, which discusses the critical relationships between the
cultures of the scientificand the technological communities—in this respect, Jacob
Bigelow, Elements of Tech-nology (Boston: Hilliard, Gray, Little, and Wilkins, 1829)
and An Address on the Lim-its of Education (Boston: E. P. Dutton & Company, 1865)
and Timothy Walker, "De-fence of Mechanical Philosophy," North American Review,
XXXIII (1831), 122-136,bear perusal. Thomas Coulson, Joseph Henry: His Life and
Work (Princeton, N.J.:Princeton University Press, 1950) is the standard biography. The
Papers of JosephHenry, edited by Nathan Reingold (3+ vols.; Washington, D.C.:
Smithsonian Institu-tion Press, 1972- ) promises to be the definitive edition of Henry's
writings.
Ralph L. Rusk, The Life of Ralph Waldo Emerson (New York: Charles Scribner'sSons,
1949) is the definitive biography. The Letters of Ralph Waldo Emerson, edited byRalph
L. Rusk (6 vols.; Columbia University Press, 1939) is the standard edition of
thecorresfX)ndence. Ralph Waldo Emerson, Early Lectures, edited by Stephen E.
Whicheret al. (3 vols.; Cambridge, Mass.: Harvard University Press, 1959-1964), and
Journalsand Miscellaneous Notebooks, edited by William H. Gilman et al. (14+ vols.;
Cam-bridge, Mass.: Harvard University Press, 1960- ) also promise to be definitive.
GeorgeWillis, ed., A Bibliography of Ralph Waldo Emerson (Boston: Houghton Mifflin
andCompany, 1908) is an excellent guide to the various editions of Emerson's
publications.The Complete Works of Ralph Waldo Emerson, edited by Edward Waldo
Emerson (12vols.; Boston: Houghton Mifflin and Company, 1903-1904) has long been
standard.The principal collection of Emerson papers is at the Houghton Library at
HarvardUniversity.
Of the voluminous literature on Emerson, the following have proved most illumi-nating
for my analysis: Henry Nash Smith, "Emerson's Problem of Vocation-A Noteon The
American Scholar,'" New England Quarterly, XII (1939), 52-67; F. O.Matthiessen,
American Renaissance: Art and Expression in the Age of Emerson andWhitman (New
York: Oxford University Press, 1941); Daniel Aaron, Men of GoodHope: The Study of
American Progressives (New York: Oxford University Press,1951); Sherman Paul,
Emerson's Angle of Vision (Cambridge, Mass.: Harvard Univer-sity Press, 1952);
Stephen E. Whicher, Freedom and Fate: An Inner Life of RalphWaldo Emerson
(Philadelphia: University of Pennsylvania Press, 1953); Perry Miller,Errand into the
Wilderness (Cambridge. Mass.: Harvard University Press, 1956); andQuentin Anderson,
The Imperial Self: An Essay in American Literary and CulturalHistory (New York:
Alfred A. Knopf, 1971). John F. Kasson, Civilizing the Machine:Technology and
Republican Values in America, 1776-1900 (New York: GrossmanPublishers, 1976) deals
incisively with Emerson's ambivalence toward technology.Marshall H. Cowan, City of
the West: Emerson, America, and Urban Metaphor (NewHaven: Yale University Press,
1967) deals imaginatively with Emerson's ambivalencetoward cities. Albert E. Lewis,
"The Contribution of Ralph Waldo Emerson to Ameri-can Education" (doctoral thesis,
Stanford University, 1943) and Maxine Greene, The

Public School and the Private Vision (New York: Random House, 1965) deal sensitively with Emerson's ideas on education. Howard Mumford Jones, ed., Emerson on Education (New York: Teachers College Press, 1966) is a convenient anthology with an informed introduction.
Gay Wilson Allen, The Solitary Singer: A Critical Biography of Walt Whitman(rev. ed.;
New York: New York University Press, 1967) is the definitive biography.The intellectual
relationship between Emerson and Whitman is incisively explicated inF. O. Matthiessen,
American Renaissance. The correspondence of Emerson and Whit-man concerning
Leaves of Grass is carried in the critical apparatus of Walt Whitman,Leaves of Grass,
edited by Harold W. Blodgett and ScuUey Bradley (New York: NewYork University
Press, 1965).
Chapter 9: The Dilemmas of Popularization
E. Douglas Branch, The Sentimental Years, 1836-1860 (New York: D. Appleton-Century Company, 1934) and Robert E. Riegel, Young America, 1830-1840
(Norman:University of Oklahoma Press, 1949) are older histories that deal with many of
the is-sues and institutions raised in this chapter. They tend to be uncritical, but they
arefilled with useful information and bear close rereading. In a somewhat different
way,despite the earnest didacticism that attended many of the ventures described in
thischapter, Foster Rhea Dulles, America Learns to Play (New York: D. Appleton-Century Company, 1940) is a valuable contextual source throughout.
Hellmut Lehmann-Haupt et ai, The Book in America: A History of the Makingand
Selling oj Books in the United States (2d ed.; New York: R. R. Bowker Company,1951)
and the first volume of John Tebbel, A History of Book Publishing in the UnitedStates
(3+ vols.; New York: R. R. Bowker, 1972- ) are the best works on Americanpublishing
during the early national era. Given the lack of diflferentiation betweenprinting and
publishing throughout much of the United States during most of the nine-teenth century,
the sources on printers and printing cited on pp. 555-557 supra are re-levant here.
Madeleine B. Stern, Imprints on History: Book Publishers and AmericanFrontiers
(Bloomington: Indiana University Press, 1956); J. H. Powell, The Books of aNew
Nation: United States Government Publications, 1774-1814 (Philadelphia: Uni-versity of
Pennsylvania Press, 1957); Walter Sutton, The Western Book Trade:Cincinnati as a
Nineteenth-Century Publishing and Book-Trade Center (Columbus:Ohio State
University Press, 1961); and Charles A. Madison, Book Publishing inAmerica (New
York: McGraw-Hill Book Company, 1966) are also useful, as are mostof the essays in
David Kaser, ed., Books in America's Past: Essays Honoring RudolphH. Gjelsness
(Charlottesville: The University Press of Virginia, 1966). Clifford K.Shipton, Isaiah
Thomas: Printer, Patriot and Philanthropist, 1749-1832 (Rochester,N.Y.: Printing House
of Leo Hart, 1948) is the authoritative biography of the foremostearly national printerpublisher. S. G. Goodrich, Recollections of a Lifetime, or Menand Things I Have Seen
(2 vols.; New York: Miller, Orton and Mulligan, 1856) is atreasure trove of information

on nineteenth-century publishing; Daniel Roselle, SamuelGnsiuold Goodrich, Greater of
Peter Parley: A Study of His Life and Work (Albany:State University of New York
Press, 1968) is a recent biography. Eugene Exman, TheBrothers Harper: A Unique
Publishing Partnership and Its Impact upon the CulturalLife of America from 1817 to
1853 (New York: Harper & Row, 1965) is an authoritative account; Merely Acklon, "The Rise of the House of Dutton," in Seventy-FiveYears
of Publishing (New York: E. P. Dutton & Company, 1927) and Ellen B. Ballou,The
Building of the House: Houghton Mifflin's Formative Years (Boston: HoughtonMifflin
Company, 1970) depict contemporary ventures. The literature that emanatedfrom
nineteenth-century publishers is discussed in William Charvat, Literary Publish-ing in
America, 1790-1850 (Philadelphia: University of Pennsylvania Press, 1959);Robert E.
Spiller et ai, eds.. Literary History oj the United States (4th ed.; rev.; 2 vols.;New York:
The Macmillan Company, 1974); and Russel B. Nye, The UnembarrassedMuse: The
Popular Arts in America (New York: The Dial Press, 1970).
Jesse H. Shera, Foundations of the Public Library (Chicago: University of ChicagoPress,
1949) and Sidney Ditzion, "Social Reform, Education, and the Library, 1850-1900,"
Library Quarterly, IX (1939), 156-184, "Mechanics' and Mercantile Librar-ies," ibid., X
(1940), 192-219, "The District-School Library, 1835-55," ibid., 545-577, and Arsenals of
a Democratic Culture: A Social History of the American PublicLibrary Movement in
New England and the Middle States from 1850 to 1900 (Chica-go: American Library
Association, 1947) are the best general writings on the develop-ment of nineteenthcentury libraries. Letha Pearl McGuire, "A Study of the PublicLibrary Movement in
Iowa," Iowa Journal of History and Politics, XXXV (1937), 22-72; Frank L. Tolman,
"Libraries and Lyceums," in Alexander C. Flick, ed.. History ofthe State of New York (9
vols.; New York: Columbia University Press, 1933-1937),IX, 47-91; and Frederic D.
Aldrich, The School Library in Ohio, with Special Empha-sis on Its Legislative History
(New York: The Scarecrow Press, 1959) are useful statestudies. Walter Muir Whitehill,
Boston Public Library: A Centennial History (Cam-bridge, Mass.: Harvard University
Press, 1956) is an account of the most influentialnineteenth-century public library.
Ronald Story, "Class and Culture in Boston: TheAthenaeum, 1807-1860," American
Quarterly, XXVII (1975), 178-199, discusses therole of the Boston elite in the founding
of the Athenaeum. William Dawson Johnston,History of the Library of Congress
(Washington, D.C.: Government Printing Office,1904) and Phyllis Dain, The New York
Public Library: A History of Its Founding andEarly Years (New York: New York Public
Library, 1972) are histories of importantresearch collections. Frank Keller Walter, "A
Poor but Respjcctable Relation—TheSunday School Library," Library Quarterly, XII
(1942), 731-739, is a brief but infor-mative essay, which is usefully supplemented by
Edwin Wilbur Rice, The Sunday-School Movement and the American Sunday-School
Union, 1780-1917 (Philadelphia:The American Sunday-School Union, 1917). Michael
Harris, "The Purpose of theAmerican Public Library: A Revisionist Interpretation of
History," Library Journal,XCVIII (1973), 2509-2514, takes issue with the assertion of
the traditional histori-ography that the public library derived from democratic

aspirations; it is usefully com-plemented by Phyllis Dain, "Ambivalence and Paradox:
The Social Bonds of the Pub-lic Library," Library Journal, C (1975), 261-266. William J.
Rhces, Manual of PublicLibraries, Institutions, and Societies, in the United States and
British Provinces ofNorth America (Philadelphia: J. B. Lippincott, 1859) and U.S.,
Bureau of Education,Public Libraries in the United States of America: Special Report
(Washington, D.C.:Government Printing Office, 1876) are gold mines of statistical and
other data.
Milton Rubincam, "History of Benjamin Franklin's Junto Club," Junto Selec-tions:
Essays on the History of Pennsylvania (Washington, DC: Pennsylvania Histor-ica: Junto,
1946) and Dorothy Fear Grimm, "A History of the Library Company of
Philadelphia, 1731-1835" (doctoral thesis, University of Pennsylvania, 1955) are thebest
sources, apan from Franklin's Autobiography itself, for the development of theJunto and
its associated library. The references discussed on pp. 557-558 supra expli-cate the
development of associations in the realms of art, agriculture, industry, com-merce,
politics, religion, and culture during the first century of national life. Carl Bode,The
American Lyceum: Town Meeting oj the Mind (New York: Oxford UniversityPress,
1956) is the best cultural history. Cecil B. Hayes, The American Lyceum: ItsHistory and
Contribution to Education (Washington, D.C.: Government Printing Of-fice, 1932); Paul
Stoddard, "The American Lyceum" (doctoral thesis, Yale University,1947); and James
Kelso, "The American Lyceum: An American Institution" (doctoralthesis. Harvard
University, 1952) are also useful. J. F. C. Harrison, Learning andLiving, 1790-1960: A
History of the English Adult Education Movement (London:Routledge and Kegan Paul,
1961); Frances Hawes, Henry Brougham (New York: St.Martin's Press, 1956); and
Elaine Anne Storella, "'O, What a World of Profit andDelight': The Society for the
Diffusion of Useful Knowledge" (doctoral thesis, BrandeisUniversity, 1969) illuminate
the British context.
There is no adequate history of American museums. The charming scholarly es-says
collected in Whitfield J. Bell, Jr., A Cabinet of Curiosities: Five Episodes in
theEvolution of American Museums (Charlottesville: The University Press of
Virginia,1967) are the closest thing there is to a beginning. Paul G. Sifton, "Pierre
Eugene DuSimitiere (1737-1784): Collector in Revolutionary America" (doctoral thesis,
Universi-ty of Pennsylvania, 1960) and "A Disordered Life: The American Career of
Pierre Eu-gene Du Simitiere," Manuscripts, XXV (1973), 235-253, are the best works on
theRevolutionary portraitist, engraver, historiographer, and collector. Charles
ColemanSellers, Charles Willson Peale (2 vols.; Philadelphia: American Philosophical
Society,1947) is a splendid biography. Robert M. and Gale S. McClung, "Tammany's
Re-markable Gardiner Baker: New York's First Museum Proprietor, Menagerie
Keeper,and Promoter Extraordinary," New York Historical Society Quarterly, XLII
(1957),143-169, and Lloyd Haberly, "The American Museum from Baker to Barnum,"
ibid.,XLIII (1959), 273-287, present helpful information on New York City museums
be-fore the entry of P. T. Barnum upon the scene. Neil Harris, Humbug: The Art of P.

T.Barnum (Boston: Little, Brown and Company, 1973) is a splendid biography of Barnum that is especially incisive on the cultural context of the era. Barnum left an autobiography in several versions, which were assembled in a single annotated edition
inGeorge S. Bryan, ed., Struggles and Triumphs; or. The Life of P. T. Barnum, Writtenby
Himself (2 vols.; New York: Alfred A. Knopf, 1927).
Walter Muir Whitehill, Independent Historical Societies: An Enquiry into TheirResearch
and Publication Functions and Their Financial Future (Boston: The BostonAthenaeum,
1962) is replete with valuable historical data. Oliver W. Larkin, SamuelF. B. Morse and
American Democratic Art (Boston: Little, Brown, and Company,1954); Lillian B.
Miller, Patrons and Patriotism: The Encouragement of the Fine Artsin the United States,
1790-1860 (Chicago: University of Chicago Press, 1966); and Na-thaniel Burt, Palaces
for the People: A Social History of the American Art Museum(Boston: Little, Brown
and Company, 1977) deal with the rise of the art museum inAmerica. John Michael
Kennedy, "Philanthropy and Science in New York City: TheAmerican Museum of
Natural History, 1868-1968" (doctoral thesis, Yale University,1968); Calvin Tomkins,
Merchants and Masterpieces: The Story of the Metropolitan
Museum of Art (New York: E. P. Dutton & Co., 1970); Walter Muir Whitehill, Mu-seum
of Fine Arts, Boston: A Centennial History (2 vols.; Cambridge, Mass.:
HarvardUniversity Press, 1970); Neil Harris, "The Gilded Age Revisited: Boston and the
Mu-seum Movement," American Quarterly, XIV (1962), 545-566; and Douglas
Sloan,"Science in New York City, 1867-1907," Isis, LXXI (1980), 35-76, deal with the
ori-gins of the three great museums.
In considering the development of the museum as an educational institution, it iswell to
bear in mind Andre Malraux's fascinating observation at the opening of TheVoices of
Silence, translated by Stuart Gilbert (Garden City, N.Y.: Doubleday & Com-pany, 1953)
to the effect that the museum in its very nature imposes upon the spectatora new attitude
toward the works on display. The imposition, I would judge, is as sig-nificant with
respect to works of nature and technology as it is to works of art.
Wayne C. Neely, The Agricultural Fair (New York: Columbia University Press,1935) is
the best scholarly work on the development of the fair. It includes substantialmaterial on
the early English and American societies for agricultural improvement andon the
pioneering of Elkanah Watson. Alfred Charles True, A History of AgriculturalEducation
in the United States, 1785-1925 (Washington, D.C.: Government PrintingOffice, 1929)
and Percy Wells Bidwell and John I. Falconer, History of Agriculture inthe Northern
United States, 1620-1860 (Washington, D.C.: Carnegie Institution ofWashington, 1925)
also include substantial discussions. Christopher Hobhouse, 1851and the Crystal Palace
(London: John Murray, 1950); Patrick Beaver, The CrystalPalace, 1851-1936: A Portrait
in Victorian Enterprise (London: Hugh Evelyn, 1970);and Richard D. Altick, The Shows
of London: A Panoramic History of Exhibitions,1600-1862 (Cambridge, Mass.: Harvard
University Press, 1978) are vivid portrayals ofthe London exposition of 1851. The

Crystal Palace Exhibition Illustrated Catalogue,London, 1851: An Unabridged
Republication of The Art-Journal Special Issue (NewYork: Dover Publications, 1970)
presents detailed information and illustrations.Charles Hirschfeld, "America on
Exhibition: The New York Crystal Palace," Ameri-can Quarterly, IX (1957), 101-116,
and Art and Industry: As Represented in the Exhi-bition at the Crystal Palace, edited by
Horace Greeley (New York: Redfield, 1853), de-pict the New York effort. Christine
Hunter Davidson, "The Centennial of 1876: TheExposition and Culture for America"
(doctoral thesis, Yale University, 1948) is thebest scholarly work on the Philadelphia
centennial exhibition; Lillian B. Miller, "En-gines, Marbles, and Canvases: The
Centennial Exposition of 1876," in Lillian B. Mill-er et ai, Indiana Historical Society
Lectures, 1972-73 (Indianapolis: Indiana HistoricalSociety, 1973) advances incisive
judgments concerning the art displayed at the exposi-tion; James D. McCabe, The
Illustrated History of the Centennial Exhibition (Phila-delphia: Jones Brothers & Co.,
1876) and John S. Ingram, The Centennial ExhibitionDescribed and Illustrated
(Philadelphia: Hubbard, 1887) are detailed contemporary de-scriptions. Merle Curti,
"America at the World Fairs, 1851-1893," in Probing OurPast (New York: Harper &
Brothers, 1955), chap, x; Halvdan Koht, 7he AmericanSpirit in Europe: A Survey of
Transatlantic Influences (Philadelphia: University ofPennsylvania Press, 1949), chap, vi;
and John G. Cawelti, "America on Display: TheWorld's Fairs of 1876, 1893, 1933," in
Frederick Cople Jaher, cd.. The Age of Indus-trialism in America (New York: Free
Press, 1963), pp. 317-363, arc general discus-sions of cross-national teaching and
learning via international expositions.
Chapter 10: Learning and Living
Douglass C. North, The Economic Growth of the United States, 1790-1860 (Engle-wood
Cliffs, N.J.: Prentice-Hall, 1961); Curtis P. Nettles, The Emergence of a Nation-al
Economy, 1775-1815 (New York: Holt, Rinehart and Winston, 1962); Paul W.Gates, The
Farmer's Age: Agriculture, 1815-1860 (New York: Holt, Rinehart andWinston, 1960);
and George Rogers Taylor, The Transportation Revolution, 1815-1860 (New York:
Rinehart and Company, 1951) are comprehensive scholarly treat-ments of the economic
development of the new nation. Percy Wells Bidwell and JohnFalconer, History of
Agriculture in the Northern United States, 1620-1860 (Washing-ton, D.C.: Carnegie
Institution of Washington, 1925); Percy Wells Bidwell, "The Ag-ricultural Revolution in
New England," American Historical Review, XXVI (1920-21), 683-702; and Lewis C.
Gray, History of Agriculture in the Southern United Statesto 1860 (2 vols.; Washington,
D.C.: Carnegie Institution of Washington, 1933) remainthe fundamental studies of
agriculture. Douglas Bowers, A List of References for theHistory of Agriculture in the
United States, 1790-1840 (Davis: Agricultural HistoryCenter, University of California,
1969) is a comprehensive annotated bibliography,with a substantial section on
agricultural societies and agricultural journals. Wayne C.Neeley, The Agricultural Fair
(New York: Columbia University Press, 1935) is thebest source on the agricultural
societies as educational agencies for the improvement ofagricultural methods. Albert
Lowther Demaree, The American Agricultural Press,1819-1860 (New York: Columbia

University Press, 1941) is the best source on the ag-ricultural press as an educative
agency. Richard Bardolph, Agricultural Literature andthe Early Illinois Farmer (Urbana:
University of Illinois Press, 1948) is a useful spe-cialized study. William E. Ogilvie,
Pioneer Agricultural Journalists: Brief BiographicalSketches of Some of the Early
Editors in the Field of Agricultural Journalism (Chicago:Arthur G. Leonard, 1927);
Avery O. Craven, Edmund Ruffin, Southerner: A Study inSecession (New York: D.
Appleton and Co., 1932); Harry J. Carman, Jesse Buel, Ag-ricultural Reformer:
Selections from His Writings (New York: Columbia UniversityPress, 1947); and Harold
A. Bierck, Jr., "Spoils, Soils, and Skinner," Maryland His-torical Magazine, XLIX
(1954), 21-40, 143-155, portray some of the better knowneditor-reformers. Alfred
Charles True, A History of Agricultural Education in theUnited States, 1785-1925
(Washington, D.C.: Government Printing Office, 1929) dealswith the societies and the
journals as educators but concentrates on varieties of formalschooling. The interaction of
the availability of education and the development of com-mercial agriculture in the
North and West is incisively portrayed by Paul W. Gates inThe Farmer's Age. The
contrasting predicament of the southern plantation owners isdepicted in Eugene D.
Genovese, The Political Economy of Slavery: Studies in the Eco-nomic & Society of the
Slave South (New York: Random House, 1967).
Victor S. Clark, History of Manufactures in the United States (3 vols.; Washington,D.C.:
Carnegie Institution of Washington, 1929); Balthasar Henry Meyer et al.. Histo-ry of
Transportation in the United States before 1860 (Washington, D.C.: Carnegie In-stitution
of Washington, 1917); and John R. Commons et al.. History of Labour in theUnited
States (4 vols.; New York: The Macmillan Company, 1918) remain the funda-mental
sources for the development of manufacturing in the United States. Rolla Milton Tryon, Household Manufactures in the United States, 1640-1860: A Study in Industrial History (Chicago: University of Chicago Press, 1917) is the standard work
onhousehold manufacture in early America. Robert H. Bremner, ed., Children and
Youthin America: A Documentary History (3 vols.; Cambridge, Mass.: Harvard
UniversityPress, 1970-1974), I, includes substantial material on early apprenticeship
practices.Paul H. Douglas, American Apprenticeship and Industrial Education (New
York: pri-vately printed, 1921) and Marcus Wilson Jernegan, Laboring and Dependent
Classesin Colonial America, 1607-1783 (Chicago: University of Chicago Press, 1931)
are olderbut still useful studies.
Apprenticeship in the early nineteenth-century printing industry is depicted inMilton W.
Hamilton, The Country Printer: New York, 1785-1830 (New York: Co-lumbia
University Press, 1936) and RoUo G. Silver, The American Printer, 17871825(Charlottesville: The University Press of Virginia, 1967). The role of the early
print-ers* unions in attempting to enforce apprenticeship standards is dealt with in
Silver,The American Printer; in John R. Commons et ai. History of Labour in the
UnitedStates, I; and in Norman Ware, The Industrial Worker, 1840-1860: The Reaction
ofAmerican Industrial Society to the Advance of the Industrial Revolution

(Boston:Houghton Mifflin Company, 1924). Blanche Evans Hazard, The Organization of
theBoot and Shoe Industry in Massachusetts Before 1875 (Cambridge, Mass.:
HarvardUniversity Press, 1921), Paul Gustaf Faler, "Workingmen, Mechanics and
SocialChange: Lynn, Massachusetts 1800-1860" (doctoral thesis. University of
Wisconsin,1971) and "Cultural Aspects of the Industrial Revolution: Lynn,
Massachusetts, Shoe-makers and Industrial Morality, 1826-1860," Labor History, XV
(1974), 367-397,and Alan Dawley, Class and Community: The Industrial Revolution in
Lynn (Cam-bridge, Mass.: Harvard University Press, 1976) trace the evolution of boot
and shoemanufacture in Lynn. Brendan Francis Gilbane, "A Social History of Samuel
Slater'sPawtucket, 1790-1830" (doctoral thesis, Boston University, 1969) is an
authoritativeaccount of the development and organization of Slater's enterprise; Memoir
of SamuelSlater, The Father of American Manufactures (2d ed.; Philadelphia: no
publisher,1836) is an invaluable contemporary source. Caroline F. Ware, The Early New
Eng-land Cotton Manufacture (Boston: Houghton Mifflin Company, 1931);
ErnestMcPherson Lander, Jr., The Textile Industry in Antebellum South Carolina
(BatonRouge: Louisiana State University Press, 1969); and Anthony F. C. Wallace,
Rockdale:The Growth of an American Village in the Early Industrial Revolution (New
York: Al-fred A. Knopf, 1978) depict contemporary textile manufacturing elsewhere;
Wallace'santhropologically trained eye adds a rich concreteness of detail not present in
previousstudies.
Sidney Pollard, "Factory Discipline in the Industrial Revolution," Economic His-tory
Review, 2d ser., XVI (1963-64), 254-271, and E. P. Thompson, "Time, Work-Discipline,
and Industrial Capitalism," Past & Present, no. 38 (December, 1967), 56-97, are two
informed discussions of the problem of industrial discipline. BrendanFrancis Gilbane,
"A Social History of Samuel Slater's Pawtucket, 1790-1830" andPaul Faler, "Cultural
Aspects of the Industrial Revolution" discuss the problem withspecific reference to
Pawtucket and Lynn. Bruce Gordon Laurie, "The Working Peo-ple of Philadelphia,
1828-1853" (doctoral thesis, University of Pittsburgh, 1971) and"'Nothing on
Compulsion': Life Styles of Philadelphia Artisans, 1820-1850," I^borHistory, XV
(1974), 337-366; Herbert G. Gutman, Work, Culture, and Society in InJl
dustrializing America (New York: Alfred A. Knopf, 1976); Daniel T. Rodgers, TheWork
Ethic in Industrial America, 1850-1920 (Chicago: University of Chicago Press,1978);
and Paul Boyer, Urban Masses and Moral Order in America, 1820-1920 (Cam-bridge,
Mass.: Harvard University Press, 1978) discuss the problem more generally.
Francis W. Gregory, Nathan Appleton: Merchant and Entrepreneur, 17791861(Charlottesville: The University Press of Virginia, 1975) is the best biography of
Ap-pleton. Glyndon G. Van Deusen, Horace Greeley: Nineteenth Century
Crusader(Philadelphia: University of Pennsylvania Press, 1953) is the best biography of
Gree-ley. Alan Dawley, Class and Community portrays the shoe manufacturers of Lynn.

Daniel H. Calhoun, Professional Lives in America: Structure and Aspiration,1750-1850
(Cambridge, Mass.: Harvard University Press, 1965) is the best generaldiscussion of
professionals and their formal and informal education in early nationalAmerica. Francis
R. Packard, History of Medicine in the United States (2 vols.; NewYork: P. B. Hoeber,
1931); Richard Harrison Shryock, Medicine and Society in Ameri-ca, 1660-1860 (New
York: New York University Press, 1960) and Medicine in Ameri-ca: Historical Essays
(Baltimore: The Johns Hopkins University Press, 1966); andWilliam G. Rothstein,
American Physicians in the Nineteenth Century: From Sects toScience (Baltimore: The
Johns Hopkins University Press, 1972) deal broadly with thedevelopment of medicine
and the medical profession in relation to American society.Richard Harrison Shryock,
Medical Licensing in America, 1650-1965 (Baltimore: TheJohns Hopkins University
Press, 1967) traces the development of licensing practices;Joseph F. Kett, The Formation
of the American Medical Profession: The Role of Insti-tutions, 1780-1860 (New Haven:
Yale University Press, 1968) traces the emergence ofthe profession qua profession in the
United States. Gert H. Brieger, ed.. Medical Amer-ica in the Nineteenth Century
(Baltimore: The Johns Hopkins University Press, 1972)is an informative collection of
documents. William Frederick Norwood, Medical Edu-cation in the United States Before
the Civil War (Philadelphia: University of Pennsyl-vania Press, 1944) and Martin
Kaufman, American Medical Education: The FormativeYears, 1765-1910 (Westport,
Conn.: Greenwood Press, 1976) discuss the developmentof medical education. For the
medical college at Castleton, Vermont, see FrederickWaite, "Birth of the First
Proprietory Medical School in New England, at Castleton,Vermont, in 1818," Annals of
Medical History, new ser., VII (1935), 242-252, andThe First Medical College in
Vermont: Castleton, 1818-1862 (Montpelier, Vt.: Ver-mont Historical Society, 1949).
The Paine-Davis debate is discussed in Martin Kauf-man, American Medical Education;
see also Otto F. Kampmeier, "Nathan SmithDavis, 1817-1904: A Biographical Essay,"
Journal of Medical Education, XXXIV(1958-59), 496-508.
J. Willard Hurst, Law and the Conditions of Freedom in the Nineteenth-CenturyUnited
States (Madison: University of Wisconsin Press, 1956) and Law and Social Or-der in the
United States (Ithaca, N.Y.: Cornell University Press, 1977) and Morton J.Horwitz, The
Transformation of American Law, 1780-1860 (Cambridge, Mass.: Har-vard University
Press, 1977) deal broadly with the development of the law in early na-tional America.
Anton-Hermann Chroust, The Rise of the Legal Profession in America(2 vols.; Norman:
University of Oklahoma Press, 1965) deals with the development ofthe legal profession.
Alfred Zantzinger Reed, Training for the Public Profession of theLaw (New York:
Carnegie Foundation for the Advancement of Teaching, 1921) re-mains the most
informative comprehensive treatment of nineteenth-century legal education in the United States; Anton-Hermann Chroust, The Rise of the Legal Profession
inAmerica and William R. Johnson, Schooled Lawyers: A Study in the Class of Professional Cultures (New York: New York University Press, 1978) are also useful discussions. Samuel H. Fisher, The Litchfield Law School, 1775-1833 (New Haven:
YaleUniversity Press, 1933) and The Litchfield Law School, 1774-1833: Biographical

Cata-logue of Students (New Haven: Yale University Press, 1946) are the best sources
forthe Reeve-Gould enterprise. Manuscript notes of Reeve's and Gould's lectures, probably for 1817, are in the Columbia University Law Library.
Sydney E. Ahlstrom, A Religious History of the American People (New Haven:Yale
University Press, 1972) deals broadly with the development of American
religion.Donald M. Scott, From Office to Profession: The New England Ministry, 17501850(Philadelphia: University of Pennsylvania Press, 1978) discusses the transformation
ofthe ministry of the older churches in the older, more settled regions. William O. Shewmaker, "The Training of the Protestant Ministry in the United States of America Be-fore
the Establishment of Theological Seminaries," Papers of the American Society ofChurch
History, 2d ser., VI (1921), 73-202; Mary Latimer Gambrell, MinisterialTraining in
Eighteenth Century New England (New York: Columbia UniversityPress, 1937); B.
Sadtler, "The E-ducation of Ministers by Private Tutors, Before theEstablishment of
Theological Seminaries," Lutheran Church Review, XIII (1894),167-183; and Roland H.
Bainton, Yale and the Ministry: A History of Education forthe Christian Ministry at Yale
from the Founding in 1701 (New York: Harper &Brothers, 1957) discuss the preparation
of ministers before the development of theologi-cal seminaries. Frank Dixon McCloy,
"The Founding of Protestant Theological Se-minaries in the United States of America,
1784-1840" (doctoral thesis. Harvard Uni-versity, 1959) and Natalie A. Naylor, "The
Theological Seminary in the Configurationof American Higher Education: The AnteBellum Years," History of Education Quar-terly, XVII {\911), 17-30, are the best
comprehensive studies of the development oftheological seminaries; Naylor, "Raising an
Educated Ministry: The American Educa-tion Society, 1815-1860" (doctoral thesis.
Teachers College, Columbia University,1971) is also valuable. Leonard Woods, History
of the Andover Theological Seminary(Boston: J. R. Osgood and Company, 1884) and
Henry K. Rowe, History of AndoverTheological Seminary (Newton, Mass.: no
publisher, 1933) are the standard accounts;for the training of Methodist ministers, see
Emory Stevens Bucke, ed.. The History ofAmerican Methodism (3 vols.; New York:
Abingdon Press, 1964), I.
Daniel H. Calhoun, The American Civil Engineer (Cambridge, Mass.: TheM.I.T. Press,
1960); Monte A. Calvert, The Mechanical Engineer in America, 1830-1910:
Professional Cultures in Conflict (Baltimore: The Johns Hopkins UniversityPress, 1967);
and Raymond H. Merritt, Engineering in American Society, 1850-1875(Lexington: The
University Press of Kentucky, 1969) are the best books on the devel-opment of
engineering and the education of engineers during the nine-teenth century. Sidney
Forman, West Point: A History of the United States MilitaryAcademy (New York:
Columbia University Press, 1950) and Palmer C. Ricketts, His-tory of Rensselaer
Polytechnic Institute, 1824-1934 (3d cd.; New York: J. Wiley &Sons, 1934) are useful
studies of early technical education. Willard Elsbrcc, 77i^ Amer-ican Teacher: Evolution
of a Profession in a Democracy (New York: American BookCompany, 1939) remains
the best work on schooltcaching in the nineteenth century.Roman Joseph Schweikert,
"The Western Literary Institute and College of Profession-

al Teachers: An Instrument in the Creation of a Profession" (doctoral thesis, Universi-ty
of Cincinnati, 1971) and Paul H. Mattingly, The Classless Profession:
AmericanSchoolmen in the Nineteenth Century (New York: New York University Press,
1975)depict the emergence of an elite, professionally oriented leadership within the
teachingprofession. Richard Emmons Thursfield, Henry Barnard's American Journal of
Educa-tion (Baltimore: The Johns Hopkins University Press, 1945) documents Barnard's
as-pirations to professionalism via a new scholarship of education. Merle L.
Borrowman,The Liberal and Technical in Teacher Education: A Historical Survey of
AmericanThought (New York: Bureau of Publications, Teachers College, Columbia
University,1956) deals with the ideas and assumptions of the early normal school
educators; Ar-thur O. Norton, The First State Normal School: The Journals of Cyrus
Pierce andMary Swift (Cambridge, Mass.: Harvard University Press, 1926) is a
revealing collec-tion of documents. Monte A. Calvert, The Mechanical Engineer in
America, 1830-1910 and William R. Johnson, Schooled Lawyers document the conflict
between "shopculture" and "school culture" within two professions.
Introduction to Part IV: An American Education
The observations and impressions of foreign visitors who came to the United
Statesduring the nineteenth century furnish an exceedingly important resource for the
histori-an, but they must be used critically; the same perspective from a foreign culture
that of-ten led to profound and arresting insights could also lead to partiality and
misappre-hension. Granted the caveat, many of those who visited the United States
during thenineteenth century went out of their way to study and remark uf)on American
educa-tion, and the remarks bear close scrutiny. Henry T. Tuckerman, America and
HerCommentators (1864; reprint ed.; New York: Antiquarian Press, 1961) is a
contempo-rary discussion of the commentaries by an American apologist; Marc Machter
andFrances Wein, eds.. Abroad in America: Visitors to the New Nation, 1776-1914
(Read-ing, Mass.: Addison Wesley Publishing Company, 1976) is a more balanced series
ofessays. Among the travel accounts that pay substantial attention to American
educationare Sandor Boloni Farkas, Journey to North America, 1831, edited by Arpad
Kadarkay(Santa Barbara, Calif.: American Bibliographical Center, 1978); Thomas
Hamilton,Men and Manners in America (1833; reprint ed.; New York: Augustus M.
Kelley,Publishers, 1968); Alexis de Tocqueville, Democracy in America, edited by
PhillipsBradley (2 vols.; New York: Alfred A. Knopf, 1945); Francis J. Grund, The
Americansin Their Moral, Social, and Political Relations (1837; reprint ed.; New York:
JohnsonReprint Corporation, 1968); Michael Aaron Rockland, ed., Sarmiento's Travels
in theUnited States in 1847 (Princeton, N.J.: Princeton University Press, 1970);
AlexanderMackay, The Western World; or, Travels in the United States in 1846-47
(1849; re-print ed.; 3 vols.; New York: Negro Universities Press, 1949); Charles Lyell, A
SecondVisit to the United States of North America (2 vols.; New York: Harper &
Brothers,1849); P. A. Siljestrom, The Educational Institutions of the United States: Their
Char-acter and Organization, translated by Frederica Rowan (London: John
Chapman,1853); Philip Schaff, America: A Sketch of Its Political, Social, and Religious

Character,edited by Perry Miller (Cambridge, Mass.: Harvard University Pres*', 1961);
Adam G.de Gurowski, America and Europe (New York: D. Appleton and Company,
1857);James Fraser, Report to the Commissioners Appointed by Her Majesty to Inquire
into
the Education Given in Schools in England Not Comprised Within Her Majesty's
TivoRecent Commissions (London: Her Majesty's Stationery Office, 1866); and
FrancisAdams, The Free School System of the United States (London: Chapman and
Hall,1875).
Enoch Cobb Wines is better known for his work as a prison reformer, and particu-larly
for the report he did with Theodore William Dwight, Report in the Prisons
andReformatories of the United States and Canada, Made to the Legislature of New
York,January, 1867 (Albany: Van Benthuysen & Sons, 1867), and his own survey. The
Stateof Prisons and of Child-Saving Institutions in the Civilized World (1880; reprint
cd.;Montclair, N.J.: Patterson Smith, 1968). But his Hints on a System of Popular Education (Philadelphia: Hogan and Thompson, 1838) was an important work on educationin
its time and bears close perusal. There is an essay on Wines in the Dictionary
ofAmerican Biography.
Chapter 11: Institutions
I reviewed the literature on the family as educator in "The Family as Educator:
SomeComments on the Recent Historiography," in Hope Jensen Leichter, ed.. The
Familyas Educator (New York: I'eachers College Press, 1974), pp. 76-91, and "FamilyCommunity Linkages in American Education: Some Comments on the Recent Historiography," in Hope Jensen Leichter, ed.. Families and Communities as Educators
(NewYork: Teachers College Press, 1979), pp. 119-140. The literature on domesticity is
dis-cussed on p. 536 supra, the literature on the development of extrafamilial
rehabilitativeand custodial institutions is discussed on p. 537 supra, the literature on the
black familyis discussed on pp. 560-561 supra, and the literature on the Indian family is
discussedon pp. 562-563 supra. Among the more valuable recent writings on the
nineteenth-cen-tury family as educator are Blaine T. Williams, "The Frontier Family:
DemographicFact and Historical Myth," in Harold M. Hollingworth and Sandra L.
Myers, cds.,Essays on the American West (Austin: University of Texas Press, 1969), pp.
40-65;Carole Teplitz West, "The Informal Education of Southern Children as Revealed
inthe Literature of the Period 1830-1860" (doctoral thesis. University of North
Carolina,1969); Joseph F. Kett, "Growing Up in Rural New England, 1800-1840," in
TamaraK. Hareven, Anonymous Americans: Explorations in Nineteenth-Century
SocialHistory (Englewood Cliffs, N.J.: Prentice-Hall, 1971), pp. 1-16, and Rites of
Passage:Adolescence in America, 1790 to the Present (New York: Basic Books, 1977);
Ber-nard Faber, Guardians of Virtue: Salem Families in 1800 (New York: Basic
Books,1972); Daniel Scott Smith, "Parental Power and Marriage Patterns: An Analysis
ofHistorical Trends in Hingham, Massachusetts," Journal of Mamage and the

Family,XXXV (1973), 419-428; Barbara Finkelstein, "In Fear of Childhood:
RelationshipsBetween Parents and Teachers in Popular Primary Schools in the
Nineteenth Cen-tury," History of Childhood Quarterly, III (1975-76), 321-336; Herbert
G. Gutman,The Black Family in Slavery and Freedom, 1750-1925 (New York: Pantheon
Books,1976); Thomas L. Webber, Deep Like the Rivers: Education in the Slave
QuarterCommunity, 1831-1865 (New York: W. W. Norton & Company, 1978); Susan
E.Hirsch, Roots of the American Working Class: The Industrialization of Crafts in Newark, 1800-1860 (Philadelphia: University of Pennsylvania Press, 1978); Anthony F.
C.Wallace, Rockdale: The Growth of an American Village in the Early Industrial Revo4
lutton (New York: Alfred A. Knopf, 1978); and Gcraldinc Jon^ich Clifford, "Homeand
School in 19th Century America: Some Personal-History Reports from the
UnitedStates," History of Education Quarterly, XVIII (1978), 3-34. Many of the essaysin
John Demos and Sarane Spence Boocock, eds.. Turning Points: Historical
andSociological Essays on the Family (Chicago: University of Chicago Press, 1978) are
alsorelevant.
Laurence Admiral Glasco, "Ethnicity and Social Structure: Irish, Oermans andNativeBorn of Buffalo, N.Y., 1850-1860" (doctoral thesis. State University of NewYork at
Buffalo, 1973); Julius Silverman, "Patterns of Working Class Family andCommunity
Life: The Irish in New York City, 1845-1865" (master's thesis, ColumbiaUniversity,
1973); Robert E. Kennedy, Jr., The Irish: Emigration, Marriage, and Fer-tility (Berkeley:
University of California Press, 1973); Oliver MacDonagh, "The IrishFamine Emigration
to the United States," Perspectives in American History, X (1976),375-446; Albert Gibbs
Mitchell, Jr., "Irish Family Patterns in Nineteenth-CenturyIreland and Lowell,
Massachusetts" (doctoral thesis, Boston University, 1976); andLynn H. Lees and John
Modell, "The Irish Countryman Urbanized: A ComparativePerspective on the Famine
Migration," Journal of Urban History, III (1977), 391-408,deal with the Irish family in
Ireland and the United States. Mack Walker, Germanyand the Emigration, 1816-1885
(Cambridge, Mass.: Harvard University Press, 1964)and German Home Towns:
Community, State, and General Estate, 1648-1871 (IthacaN.Y.: Cornell University Press,
1971); Wolfgang Kollmann and Peter Marschalck,"German Emigration to the United
States," Perspectives in American History, VII(1973), 499-554; and Kathleen Neils
Conzen, Immigrant Milwaukee, 1836-1860: Ac-commodation and Community in a
Frontier City (Cambridge, Mass.: Harvard Univer-sity Press, 1976) deal with the
German family in Germany and the United States. AndOlga Lang, Chinese Family and
Society (New Haven: Yale University Press, 1946);Ping Chiu, Chinese Labor in
California, 1850-1880: An Economic Study (Madison:State Historical Society of
Wisconsin, 1963); Gunther Barth, Bitter Strength: A Historyof the Chinese in the United
States, 1850-1870 (Cambridge, Mass.: Harvard UniversityPress, 1964); Maurice
Freeman, Chinese Lineage and Society: Fukien and Kwangtung(New York: Humanities
Press, 1966); and Melford S. Weiss, Valley City: A ChineseCommunity in America

(Cambridge, Mass.: Schenkman Publishing Company, 1974)deal with the Chinese
family in China and the United States. Timothy L. Smith, "Re-ligion and Ethnicity in
America," American Historical Review, LXXXIII (1978),1155-1185, provides a general
context within which to consider the culture of immi-grant families.
Most of the literature discussed in connection with Chapter 2 is also relevant here.The
disestablishment of the churches is dealt with in R. Freeman Butts, The
AmericanTradition in Religion and Education (Boston: Beacon Press, 1950) and Leo
Pfeffer,Church, State, and Freedom (Boston: Beacon Press, 1953). Anson Phelps Stokes,
ed.,Church and State in the United States (3 vols.; New York: Harper & Brothers, 1950)
isa valuable collertion of documents. Sidney E. Mead, "The Rise of the Evangelical Conception of the Ministry in America (1605-1850)," in H. Richard Niebuhr and DanielD.
Williams, eds.. The Ministry in Historical Perspectives (New York: Harper &Brothers,
1956), pp. 207-246, deals with the changing role of the ministry. RobertBaird, Religion
in the United States of America (Glasgow: Blackie and Son, 1844);Dewitte Holland, ed..
Preaching in American History (Nashville: Abingdon Press,
1969); Henry H. Mitchell, Black Preaching (Philadelphia: J. B. Lippincott
Company,1970); Albert J. Raboteau, Slave Religion: The "Invisible Institution" in the
Ante-bellum South (New York: Oxford University Press, 1978); Lawrence Buell, "The
Uni-tarian Movement and the Art of Preaching in 19th Century America,"
AmericanQuarterly, XXIV (1972), 166-190; and J. P. Dolan, Catholic Revivalism: The
Ameri-can Experience, 1830-1900 (Notre Dame, Ind.: University of Notre Dame
Press,1978) discuss the style and substance of nineteenth-century preaching. Jay P.
Dolan,The Immigrant Church: New York's Irish and German Catholics, 1815-1865
(Balti-more: The Johns Hopkins University Press, 1975) discusses the Irish and German
Ro-man Catholic churches in New York, with special attention to the phenomenon
ofAmericanization. Kathleen Neils Conzen, Immigrant Milwaukee, 1836-1860
dealssimilarly with the German Lutheran and Roman Catholic churches of
Milwaukee.The literature explicating the discordant education profTered by religious
institutions inthe black and Indian communities is discussed on pp. 560-563 supra.
William R.Sprague, Annals of the American Pulpit (9 vols.; New York: Robert Carter &
Brothers,1866-1869) is an incomparable source for the multifarious activities of the
Protestantclergy in the realm of education. It should be supplemented, of course, by
works suchas Maynard Geiger, Franciscan Missionaries in Hispanic California, 17691848 (SanMarino, Calif.: The Huntington Library, 1969); John Tracy Ellis, American
Catholi-cism (Chicago: University of Chicago Press, 1956); Jay F. Dolan, The
ImmigrantChurch; Leon A. Jick, The Americanization of the Synagogue, 1820-1870
(Hanover,N.H.: University Press of New England, 1976); and Janis Clavo, "Quaker
WomenMinisters in Nineteenth Century America," Quaker History, LXIII (1974), 7593.George F. Magoun, Asa Turner: A Home Missionary Patriarch and His Times (Boston: Congregational Sunday-School and Publishing Society, 1889) is a useful, if uncritical, biography. Helen Louise Jennings, "John Mason Peck and the Impact of
NewEngland on the Old Northwest" (doctoral thesis. University of Southern

California,1961) is an able scholarly biography of Peck; it is usefully supplemented by
Paul M.Harrison, ed.. Forty Years of Pioneer Life: Memoir of John Mason Peck, D.D.;
Editedfrom His Journals and Correspondence by Rufus Babcock (Carbondale: Southern
Illi-nois University Press, 1965).
Most of the literature discussed in connection with Chapter 5 is also relevant
here.Beyond that literature, the best sources for the actual life of the schools during
thenineteenth century are the state school reports and state common school journals
and,especially, Henry Barnard's American Journal of Education. Beyond those
sources,there are the first-hand observations and reminiscences listed on pp. 554-555
supra.For the infant school, see Dean May and Maris A. Vinovskis, "A Ray of
MillennialLight: Early Education and Social Reform in the Infant School Movement in
Massa-chusetts, 1826-1840," in Tamara K. Hareven, ed.. Family and Kin in American
Ur-ban Communities (New York: New Viewpoints Press, 1977), pp. 62-99, and Carl
F.Kaestle and Maris A. Vinovskis, "From Apron Strings to ABC's: Parents, Children,and
Schooling in Nineteenth-Century Massachusetts," in John Demos and SarancSpence
Boocock, eds.. Turning Points, pp. 39-80. For the high school, sec Elmer Ells-worth
Brown, The Making of Our Middle Schools (London: Longmans, Green andCo., 1902),
an older treatise whose information is still reliable. For the monitorialschool, see Carl F.
Kaestle, ed., Joseph Lancaster and the Monitorial School Movement(New York:
Teachers College Press, 1973). For "supplementary schools," sec, inter
alia, Robert S. Pickett, House of Refuge: Origins of Juvenile Reform in New York
State,1815-1857 (Syracuse, N.Y.: Syracuse University Press, 1969); Joseph M.
Hawes,Children in Urban Society: Juvenile Delinquency in Nineteenth-Century
America(New York: Oxford University Press, 1971); Harold Schwartz, Samuel Gridley
Howe,Social Reformer (Cambridge, Mass.: Harvard University Press, 1956); and Leo
Kan-ncr, A History of the Care and Study of the Mentally Retarded (Springfield,
111.:Charles C. Thomas, 1964). For Ex Parte Crouse, sde Sanford J. Fox, "Juvenile
JusticeReform: An Historical Perspective," Stanford Law^Review, XXII (1970), 11871239.For Roberts v. City of Boston, see Leonard Levy and Harlan B. Phillips, "The
RobertsCase: Source of the 'Separate but Equal' Doctrine," American Historical Review,
LVI(1950-51), 510-518.
John Nietz, Old Textbooks (Pittsburgh: University of Pittsburgh Press, 1961) andThe
Evolution of American Secondary School Textbooks (Rutland, Vt.: Charles E. Tut-tle
Company, 1966) and Charles Carpenter, History of American Schoolbooks (Philadelphia: University of Pennsylvania Press, 1962) are authoritative,
comprehensivesources. For reading textbooks generally, see Ruth Miller Elson,
Guardians of Tradi-tion: American Schoolbooks of the Nineteenth Century (Lincoln:
University of NebraskaPress, 1964); for conceptions of reading instruction, see Mitford
M. Mathews, Teach-ing to Read: Historically Considered (Chicago: University of
Chicago Press, 1966). Forwriting textbooks generally, see Ray Nash, American Writing
Masters and Copybooks:History and Bibliography Through Colonial Times (Boston:

Colonial Society of Massa-chusetts, 1959) and American Penmanship, 1800-1850: A
History of Writing and aBibliography of Copybooks from Jenkins to Spencer
(Worcester, Mass.: American Anti-quarian Society, 1969). For arithmetic textbooks
generally, see Henry Lester Smith,Merrill T. Eaton, and Kathleen Dugdale, One Hundred
Fifty Years of ArithmeticTextbooks (Bloomington: Bureau of Cooperative Research and
Field Services, IndianaUniversity, 1945). And for grammar textbooks generally, see
Henry Lester Smith,Kathleen Dugdale, Beulah Faris Steele, and Robert Steward
McElhinney, One Hun-dred Fifty Years of Grammar Textbooks (Bloomington: Division
of Research and FieldServices, Indiana University, 1946). For the teaching of good
behavior (for which, readpiety and religion), see Robert Michaelsen, Piety in the Public
School: Trends and Is-sues in the Relationship Between Religion and the Public School
in the United States(New York: The Macmillan Company, 1970) and David B. Tyack,
"Onward Chris-tian Soldiers: Religion in the American Common School," in Paul Nash,
ed.. Historyand Education: The Educational Uses of the Past (New York: Random
House, 1970).
For the diurnal experience of schooling, see Barbara Joan Finkelstein, "Governingthe
Young, Teacher Behavior in American Primary Schools, 1820-1880: A Documen-tary
History" (doctoral thesis, Teachers College, Columbia University, 1970), "TheMoral
Dimensions of Pedagogy," American Studies, XV (1974-75), 79-91, and"Pedagogy as
Intrusion: Teaching Values in Popular Primary Schools in the Nine-teenth Century,"
History of Childhood Quarterly, II (1974-75), 349-78, as well as thesources cited on pp.
554-555 supra. For the schooling of blacks, see C. G. Woodson,The Education of the
Negro Prior to 1861: A History of the Education of the ColoredPeople of the United
States from the Beginning of Slavery to the Civil War (Washing-ton, D.C.: The
Associated Publishers, 1919); Henry Allen Bullock, A History of NegroEducation in the
South from 1619 to the Present (Cambridge, Mass.: Harvard Univer-sity Press, 1967);
and the sources cited on pp. 560-561 supra. For the schooling of Indians, see Evelyn C. Adams, American Indian Education: Government Schools
andEconomic Progress (New York: King's Crown Press, 1946) and the sources cited on
pp.000-000 supra. For the schooling of immigrants, see Carl F. Kaestle, The Evolution
ofan Urban School System: New York City, 1750-1850 (Cambridge, Mass.:
HarvardUniversity Press, 1973); Stanley K. Schultz, The Culture Factory: Boston
PublicSchools, 1789-1860 (New York: Oxford University Press, 1973); Diane Ravitch,
TheGreat School Wars, New York City, 1805-1973: A History oj the Public Schools as
Bat-tlefield of Social Change (New York: Basic Books, 1974); David B. Tyack, The
OneBest System: A History of American Urban Education (Cambridge, Mass.:
HarvardUniversity Press, 1974); Kathleen Neils Conzen, Immigrant Milwaukee; and
JamesW. Sanders, The Education of an Urban Minority: Catholics in Chicago, 18331965(New York: Oxford University Press, 1977). And for the schooling of women,
seeThomas Woody, A History of Women's Education in the United States (1929;
reprinted.; 2 vols.; New York: Octagon Books, 1966) and Maris A. Vinovskis and

Richard M.Bernard, "Beyond Catharine Beecher: Female Education in the Antebellum
Period,"Signs: Journal of Women in Culture and Society, III (1978), 856-859.
Schoolteachers and schoolteaching are discussed in Willard Elsbree, The
AmericanTeacher: Evolution of a Profession in a Democracy (New York: American
Book Com-pany, 1939) and Geraldine Joncich Clifford, "Home and School in 19th
CenturyAmerica." There is an excellent biography of Zilpah Polly Grant by Sydney R.
Mac-Lean in Notable American Women, along with a useful bibliography. Floy
LawrenceEmhoff, "A Pioneer School Teacher in Central Iowa," Iowa Journal of History
andPolitics, XXXIII (1935), 376-395, portrays Alice Money.
The historiography of higher education has been reshaped in recent years by threerelated
lines of inquiry. The first, represented by David F. Allmendinger, Jr., Paupersand
Scholars: The Transformation of Student Life in Nineteenth-Century New England(New
York: St. Martin's Press, 1973); Colin Bradley Burke, "The Quiet Influence:The
American Colleges and Their Students, 1800-1860" (doctoral thesis,
WashingtonUniversity, 1973); and Steven J. Novak, The Rights of Youth: American
Colleges andStudent Revolt, 1798-1815 (Cambridge, Mass.: Harvard University Press,
1977) hasexplored the experience of higher education from the vantage point of the
student. Thesecond, represented by David B. Potts, "Baptist Colleges in the
Development of Ameri-can Society, 1812-1861" (doctoral thesis. Harvard University,
1967) and "AmericanColleges in the Nineteenth Century: From Localism to
Denominationalism," History ofEducation Quarterly, XI (1971), 363-380; Jurgen Herbst,
"The American Revolutionand the American University," Perspectives in American
History, X (1976), 279-354;and Howard Miller, The Revolutionary College: American
Presbyterian Higher Edu-cation, 1707-1837 (New York: New York University Press,
1976), has explored the re-lationship of higher education to the polity, the community,
and the several denomina-tions. And the third, represented by Daniel H. Calhoun,
Professional Lives in America:Structure and Aspiration, 1750-1850 (Cambridge, Mass.:
Harvard University Press,1965); Douglas Sloan, "Harmony, Chaos, and Consensus: The
American College Cur-riculum," Teachers College Record, LXXIII (1971-72), 221-251;
D. H. Meyer, 7'heInstructed Conscience: The Shaping of the American National Ethic
(Philadelphia:University of Pennsylvania Press, 1972); James McLachlan, "American
Colleges andthe Transmission of Culture: The Case of the Mugwumps," in Stanley
Elkins and Eric
McKitrick, cds., The Hojstadter Aegis: A Memorial (New York: Alfred A. Knopf,1974),
pp. 184-206; Stanley M. Guralnick, Science and the Ante-Bellum AmericanCollege
(Philadelphia. The American Philosophical Society, 1975); and Natalie A.Naylor, "The
Theological Seminary in the Configuration of American Higher Educa-tion: The AnteBellum Years," History of Education Quarterly, XVII (1977), 17-30,has explored the
curriculum of higher education, viewing the colleges as one element ina larger
configuration of institutions. David B. Potts, " 'College Enthusiasm!' as PublicResponse,
1800-1860," Harvard Educational Review, XLVII (1977), 28-42, andJames McLachlan,

"The American College in the Nineteenth Century: Toward a Re-appraisal," Teachers
College Record, LXXX (1978-79), 287-306, are useful syntheses.E. Merton Coulter,
College Life in the Old South (New York: The Macmillan Com-pany, 1928); Richard
Hofstadter and Walter P. Metzger, The Development of Aca-demic Freedom in the
United States (New York: Columbia University Press, 1955);George P. Schmidt, The
Liberal Arts College: A Chapter in American Cultural History(New Brunswick, N.J.:
Rutgers University Press, 1957); Edward J. Power, A Historyof Catholic Higher
Education in the United States (Milwaukee: The Bruce PublishingCompany, 1958);
Frederick Rudolph, The American College and University: A History(New York: Alfred
A. Knopf, 1962); and John S. Brubacher and Willis Rudy, HigherEducation in
Transition: A History of American Colleges and Universities, 1636-1976(3d ed.; New
York: Harper & Row, 1976) are useful general sources, and the last-named includes an
excellent bibliography of histories of individual institutions. RichardHofstadter and
Wilson Smith, eds., American Higher Education: A Documentary His-tory (2 vols.;
Chicago: University of Chicago Press, 1961) is a valuable collection ofsources.
Donald 0. Tewksbury, The Founding of American Colleges and Universities Be-fore the
Civil War (New York: Bureau of Publications, Teachers College, ColumbiaUniversity,
1932) is the classic treatise on the expansion in the number of colleges;Natalie A.
Naylor, "The Ante-Bellum College Movement: A Reappraisal of Tewks-bury's Founding
of American Colleges and Universities," History of Education Quar-terly, XIII (1973),
261-274, is an incisive critique. For the influence of the Morrill Acton American higher
education, see the sources cited on pp. 550-551 supra. For theDartmouth College Case,
see John S. Whitehead, The Separation of College and State:Columbia, Dartmouth,
Harvard, and Vale, 1776-1876 (New Haven: Yale UniversityPress, 1973) and Steven J.
Novak, "The College in the Dartmouth College Case: AReinterpretation," New England
Quarterly, XLVII (1974), 550-563. For the curricu-lum of the colleges, see Frederick
Rudolph, Curriculum: A History of the Undergrad-uate Course of Study Since 1636 (San
Francisco: Jossey-Bass Publishers, 1977). For theprogram at Yale, see Brooks Mather
Kelley, Yale: A History (New Haven: Yale Uni-versity Press, 1974). For the role of
student societies, see Rita Segal Saslaw, "StudentSocieties: Nineteenth Century
Establishment" (doctoral thesis. Case Western ReserveUniversity, 1971); James
McLachlan, "The Choice of Hercules: American Student So-cieties in the Early 19th
Century," in Lawrence Stone, ed.. The University in Society:Europe, Scotland, and the
United States from the 16th to the 20th Century (2 vols.;Princeton, N.J.: Princeton
University Press, 1974), II, 449-494; and Lowell Simpson,"The Little Republics:
Undergraduate Literary Societies at Columbia, Dartmouth,Princeton, and Yale, 17531865" (doctoral thesis. Teachers College, Columbia Univer-sity, 1976). For the women's
colleges, see Thomas Woody, A History of Women's Education in the United States; Mabel Newcomer, A Century of Higher Education
forWomen (New York: Harper & Brothers, 1959); and Eleanor Flexner, Century
ofStruggle: The Women's Rights Movement in the United States (rev. ed.;
Cambridge,Mass.: Harvard University Press, 1975).

For the transformation of the professoriate, see George P. Schmidt, The Old
TimeCollege President (New York: Columbia University Press, 1930); M. St. Mel
Kennedy,"The Changing Academic Characteristics of the Nineteenth-Century American
CollegeTeacher" (doctoral thesis. Saint Louis University, 1961); Mark Brocklebank
Beach,"Professors, Presidents and Trustees: A Study of University Governance, 18251918*'(doctoral thesis. University of Wisconsin, 1966); and Robert A. McCaughey,
"TheTransformation of American Academic Life: Harvard University, 1821-1892," Perspectives in American History, VIII (1974), 239-332. The best source for ElishaMitchell
is Kemp P. Battle, History of the University of North Carolina from Its Begin-ning to the
Death of President Swain, 1789-1868 (2 vols.; Raleigh, N.C.: Edwards &Broughton
Printing Company, 1907-1912); there is also an article on Mitchell in theDictionary of
American Biography. The best sources for Julian Momson Sturtevant areAn
Autobiography, edited by J. M. Sturtevant, Jr. (New York: Fleming H. RevellCompany,
1896), and Charles Henry Rammelkamp, Illinois College: A CentennialHistory, 18291929 (New Haven: Yale University Press, 1928).
Nineteenth-century newspapers are depicted in the sources listed on pp. 555-557supra.
For Joseph Charless, see David Kaser, Joseph Charless: Printer in the WesternCountry
(Philadelphia: University of Pennsylvania Press, 1963). For William Wil-liams, see
Milton Hamilton, The Country Printer: New York State, 1785-1830 (NewYork:
Columbia University Press, 1936) and Madeleine B. Stern, William Williams:Pioneer
Printer of Utica, New York, 1787-1850 (Charlottesville: Bibliographical Soci-ety of the
University of Virginia, 1951).
Chapter 12: Configurations
The conceptual framework for this chapter is set forth in my discussion of the configuration of education as an interrelated complex of educative institutions, in Public Education (New York: Basic Books, 1976). The essays by Hope Jensen Leichtcr and J.
W.Getzels in Leichter, ed.. Families and Communities as Educators (New York:
TeachersCollege Press, 1979) further explicate the theoretical aspects.
The industrial experiment at Lowell, Massachusetts, has been the subject of a considerable literature over the years, in part because of the inherent fascination of
thesubject and in part because of the wealth of primary source material on which to
draw.Thomas Bender, Toward an Urban Vision: Ideas and Institutions in NineteenthCen-tury America (Lexington: The University Press of Kentucky, 1975), chap, iv, and
JohnF. Kasson, Civilizing the Machine: Technology and Republican Values in
America,1776-1900 (New York: Grossman Publishers, 1976), chap, ii, are the most
interestingrecent discussions. John Coolidge, Mill and Mansion: A Study of Architecture
and Soci-ety in Lowell, Massachusetts, 1820-1865 (New York: Columbia University
Press,1942) remains the most comprehensive scholarly treatment. Frederick W. Coburn,
His-tory of Lowell and Its People (3 vols.; New York: Lewis Historical Publishing Company, 1920) is a traditional but highly informative account. D. Hamilton Hurd,

ed.,History of Middlesex County, Massachusetts (3 vols.; Philadelphia: J. W. Lewis &
Co.,
1890); Illustrated History of Lowell and Vicinity (Lowell, Mass.: CourierCitizenCompany, 1897); and Edwin P. Conklin, Middlesex County and Its People (4
vols.;New York: Lewis Historical Publishing Company, 1927) are al^o useful. Henry
A.Miles, Lowell, As It Was, and As It Is (Lowell, Mass.: Powers and Bagley, 1845) is
acontemporary account by a native enthusiast; William Scoresby, American Factoriesand
Their Female Operatives (London: Longman, Brown, Green and Longman, 1845)is a
contemporary account by a foreign enthusiast. The Annual Reports of the LowellSchool
Committee are rich sources of statistical data and commentary; the Contribu-tions of the
Old Residents' Historical Association and the Contributions of the LowellHistorical
Society include, inter alia, useful firsthand reminiscences. The records of thetextile
companies are at the Baker Library at Harvard University; there are extensivecollections
of papers at the Lowell University Library.
Robert F. Dalzell, Jr., "The Rise of the Waltham-Lowell System and SomeThoughts on
the Political Economy of Modernization in Ante-Bellum Massachusetts,"Perspectives m
American History, IX (1975), 119-168, is an excellent modern accountof the rise of the
textile industry in Lowell. Paul F. McGouldrick, New England Tex-tiles in the
Nineteenth Century: Profits and Investments (Cambridge, Mass.: HarvardUniversity
Press, 1968); Caroline F. Ware, The Early New England Cotton Manufac-ture (Boston:
Houghton Mifflin Company, 1931); and Norman Ware, The IndustrialWorker, 18401860: The Reaction of American Industrial Society to the Advance of theIndustrial
Revolution (Boston: Houghton Mifflin Company, 1924) are also informative.Thomas
Louis Dublin, Women at Work: The Transformation of Work and Communityin Lowell,
Massachusetts, 1826-1860 (New York: Columbia University Press, 1979),"Women,
Work, and Protest in the Early Lowell Mills: 'The Oppressing Hand ofAvarice Would
Enslave Us,'" Labor History, XVI (1975), 99-116, and "Women,Work, and the Family:
Female Operatives in the Lowell Mills, 1830-1860," FeministStudies, III (1975), 30-40,
present the most comprehensive and detailed work on thelives of the women operatives.
Harriet H. Robinson, Loom and Spindle; or, Life amongthe Early Mill Girls (New York:
Thomas Y. Crowell, 1898); Bertha Monica Stearns,"Early Factory Magazines in New
England: The Lowell Offering and Its Contempor-aries," Journal of Economic and
Business History, II (1929-30), 684-705; Hannah Jo-scphson, The Golden Threads: New
England's Mill Girls and Magnates (New York:Duell, Sloan, and Pearce, 1949); Benita
Eisler, ed.. The Lowell Offering: Writings byNew England Mill Women (1840-1845)
(Philadelphia: J. B. Lippincott Company,1977); and Barbara Mayer Wertheimer, We
Were There: The Story of Working Wom-en in America (New York: Pantheon Books,
1977) provide valuable additional data.Oliver MacDonagh, "The Irish Famine
Emigration to the United States," Perspectivesin American History, X (1976), 375-446;
George F. O'Dwyer, Irish Catholic Genesisof Lowell (Lowell, Mass.: Sullivan Brothers,
1920); H. M. Gitelman, "The WalthamSystem and the Coming of the Irish," Labor
History, VIII (1967), 227-263; AlbertGibbs Mitchell, Jr., "Irish Family Patterns in

Nineteenth-Century Ireland and Low-ell, Massachusetts" (doctoral thesis, Boston
University, 1976); and Steven Dubnuff,"The Family and Absence from Work: Irish
Workers in a Lowell, Massachusetts Cot-ton Mill, 1860" (doctoral thesis, Brandeis
University, 1976) and "Gender, the Family,and the Problem of Work Motivation in a
Transition to Industrial Capitalism," Jour-nal of Family History, IV (1979), 121-136,
illuminate the special situation of the Irishimmigrants. David Isaac Bruck, "The Schools
of Lowell, 1824-1861: A Case Study in
the Origins of Modern Public E-ducation in America" (bachelor's thesis, Harvard Collie, 1971) deals specifically with public school policies. The sources cited with reference to Lucy Larcom on p. 588 infra are also relevant.
Anne King Gregorie, History of Sumter County, South Carolina (Sumter, S. C:Library
Board of Sumter County, 1954) and Janie Revill, Sumter District (no place:The State
Printing Company, 1968) are the chief secondary works on Sumter County.Susan
Markey Pickling, "The Christianization of the Negro in South Carolina, 1830-1860"
(master's thesis. University of South Carolina, 1923); J. Perrin Anderson, "Pub-lic
Education in Ante-Bellum South Carolina," Proceedings of the South CarolinaHistorical
Association (1933), 3-11; Rosser H. Taylor, Ante-Bellum South Carolina: ASocial and
Cultural History (Chapel Hill: University of North Carolina Press, 1942);Annie Houghes
Mallard, "Religious Work of South Carolina Baptists Among theSlaves from 1781 to
1830" (master's thesis, University of South Carolina, 1946);Thomas McAlpin Stubbs,
"The Fourth Estate of Sumter, South Carolina," SouthCarolina Historical Magazine, LIV
(1953), 185-200; Ernest McPherson Lander, Jr.,The Textile Industry in Antebellum
South Carolina (Baton Rouge: Louisiana StateUniversity Press, 1969); and Chalmers
Gaston Davidson, The Last Foray: The SouthCarolina Planters of 1860, A Sociological
Study (Columbia: University of South Caroli-na Press, 1971) contain a good deal of
relevant information. There are valuable collec-tions of papers relating to Sumter County
at the South Caroliniana Library of the Uni-versity of South Carolina and at the South
Carolina Department of Archives andHistory in Columbia. The sources cited with
reference to Jacob Stroyer and I. E.Lowery on pp. 588-589 infra are also relevant.
History of Macoupin County, Illinois (Philadelphia: Brink, McDonough & Co.,1879)* is
the chief secondary source for Macoupin County. Mrs. Mary Byram Wright,"Personal
Recollections of the Early Settlement of Carlinville, Illinois," Journal of theIllinois State
Historical Society, XVIII (1925-26), 668-685; Everett R. Turnbull, "ACentury of
Methodism in Carlinville, Illinois," ibid, XXIV (1931-32), 243-298; andThomas
Rinaker, "Gideon Blackburn, The Founder of Blackburn University, Carlin-ville,
Illinois," ibid., XVII (1924-25), 398-410, contain useful data on education.There are
extensive collections of documents at the Carlinville Public Library. Thesources cited
with reference to John M. Palmer and James Henry Magee on p. 589 m-fra are also
relevant.

There is no good scholarly history of New York City during the nineteenth cen-tury.
Erdward Robb Ellis, The Epic of New York City (New York: Coward-McCann,1966) is
a popular narrative. Ira Rosenwaike, Population History of New York City(Syracuse:
Syracuse University Press, 1972) is an admirable demographic study. RobertGreenhalgh
Albion, The Rise of the New York Port, 1815-1860 (New York: CharlesScribner's Sons,
1939) is a fundamental economic study. Robert Ernst, Immigrant Lifein New York City,
1825-1863 (New York: King's Crown Press, 1949) is a valuable so-cial history, as are
Hyman B. Grinstein, The Rise of the Jewish Community of NewYork, 1654-1860
(Philadelphia: The Jewish Publication Society of America, 1945) andJay P. Dolan, The
Immigrant Church: New York's Irish and German Catholics, 1815-1865 (Baltimore: The
Johns Hopkins University Press, 1975). William Oland Bourne,History of the. Public
School Society of the City of New York (New York: WilliamWood & Co., 1870); Julia
Agnes Duffy, "The Prof)cr Objects of a Gratuitous Educa-tion: The Free-School Society
of the City of New York, 1805-1826" (doctoral thesis,
Teachers College, Columbia University, 1968); William Worcester Cutler III, "Philosophy, Philanthropy, and Public Education: A Social History of the New York
PublicSchool Society, 1805-1852" (doctoral thesis, Cornell University, 1968) and
"Status,Values, and the Education of the Poor: The Trustees of the Nev^ York Public
SchoolSociety, 1805-1853," American Quarterly, XXIV (1972), 69-85; Raymond A.
Mohl,"Education as Social Control in ^ew York City, 1784-1825," New York History,
LI(1970), 219-237; Carl F. Kaestle, The Evolution of an Urban School System:
NewYork City, 1750-1850 (Cambridge, Mass.: Harvard University Press, 1973);
DianeRavitch, The Great School Wars, New York City, 1805-1973: A History of the
PublicSchools as Battlefield of Social Change (New York: Basic Books, 1974); David
MartinMent, "Racial Segregation in the Public Schools of New England and New
York,1840-1940" (doctoral thesis. Teachers College, Columbia University, 1975); and
Clau-dia Christie Foster, "Motives, Means, and Ends in Gradual Abolitionist
Education,1785 to 1830" (doctoral thesis, Teachers College, Columbia University, 1977)
treat thedevelopment of schooling in the city. Raymond A. Mohl, "Poverty, Public
Relief, andPrivate Charity in New York City, 1784-1805" (doctoral thesis, New York
University,1967) deals with early public welfare efforts; Carroll Smith Rosenberg,
Religion andthe Rise of the American City: The New York City Mission Movement,
1812-1870(Ithaca, N. Y.: Cornell University Press, 1971); Mania Kleinburd Baghdadi,
"Protes-tants, Poverty and Urban Growth: A Study of the Organization of Charity in
Bostonand New York, 1820-1865" (doctoral thesis, Brown University, 1975); and
PaulBoyer, Urban Masses and Moral Order in America, 1820-1920 (Cambridge,
Mass.:Harvard University Press, 1978) deal with the multifarious enterprises of the
missionmovement; George P. Jacoby, Catholic Child Care in Nineteenth Century New
York(Washington, D. C: The Catholic University Press, 1941) deals with Roman
Catholiccounterparts. Allan Stanley Horlick, Country Boys and Merchant Princes: The
SocialControl of Young Men in New York (Lewisburg, Pa.: Bucknell University Press,
1975)depicts the changing world of apprenticeship to commerce. J. F. Richmond, New

Yorkand Its Institutions, 1609-1872 (New York: E. B. Treat, 1872) is a treasure trove
ofinformation about the city's religious, social, and cultural organizations. Allan
Nevins,"The Newspapers of New York State, 1783-1900," in Alexander C. Flick, ed..
Historyof the State of New York (10 vols.; New York: Columbia University Press, 19331937),IX, chap, viii, stresses the city's nationally influential press.
There are numerous histories of individual institutions, for example. ShepherdKnapp, A
History of the Brick Presbyterian Church in the City of New York (NewYork: Trustees
of the Brick Presbyterian Church, 1909); L. Nelson Nichols, History ofthe Broadway
Tabernacle of New York City (New Haven: The Tuttle, Morehouse andTaylor Co.,
1940); Theodore Francis Jones, ed.. New York University, 1832-1932(New York: New
York University Press, 1933); Austin Baxter Keep, History of theNew York Society
Library (New York: printed for the trustees, 1908); Mrs. JonathanOdell et ai, eds..
Origins and History of the Orphan Asylum Society in the City of NewYork, 1806-1896
(2 vols.; New York: Bonnel, Silver & Co., 1899); The Children's AidSociety vf New
York: Its History, Plan, and Results (New York: Waykoop and Hallen-beck, 1893);
Miriam Z. Langsam, Children West: A History of the Placing Out Systemof the New
York Children's Aid Society, 1853-1890 (Madison: State Historical Societyof Wisconsin,
1964); Robert S. Pickett, House of Refuge: Origins of fuvenile Reform inNew York
State, 1815-1857 (Syracuse, N. Y.: Syracuse University Press, 1969); and
Allan Nevins, The Evening Post: A Century of Journalism (New York: Boni and Liveright, 1922). There are also many relevant biographies, for example, Samuel L.Knapp,
The Life of Thomas Eddy (New York: Conner & Cooke, 1834); Joanna Beth-une, Life
of Mrs. Isabella Graham by Her Daughter (New York: John S. Taylor,1839); Glyndon G.
Van Deusen, Horace Greeley: Nineteenth-Century Crusader(Philadelphia: University of
Pennsylvania Press, 1953); William Russell Hoyt, "TheReligious Thought of Gardiner
Spring, with Particular Reference to His Doctrine ofSin and Salvation" (doctoral thesis,
Duke University, 1962); and Neil Harris, Hum-bug: The Art of P. T. Barnum (Boston:
Little, Brown and Company, 1973). The Diaryof Philip Hone, 1828-1851, edited by
Allan Nevins (New York: Dodd, Mead & Com-pany, 1936), is merely one among many
firsthand commentaries. The New York Pub-lic Library, the New York Historical Society
Library, and the libraries of the city's sev-eral universities are replete with collections of
relevant documents and papers, as arcthe archives of organizations as various as the
Young Men's Christian Association andthe Irish American Historical Society. The
sources cited with reference to William E.Dodge and Michael Walsh on p. 589 infra are
also relevant.
Chapter 13: Lives
The conceptual framework for this chapter is set forth in my discussion of the educational biography as a life history prepared with educational matters uppermost inmind, in
Public Education (New York: Basic Books, 1976). Hope Jensen Leichtcr,"Families and
Communities as Educators: Some Concepts of Relationship," inLeichter, ed.. Families

and Communities as Educators (New York: Teachers CollegePress, 1979), pp. 3-94, and
Ellen Condliffe Lagemann, A Generation of Women: Edu-cation in the Lives of
Progressive Reformers (Cambridge, Mass.: Harvard UniversityPress, 1979) further
explicate the theoretical aspects. One could attempt to develop thesimilarities and
convergences in groups of educational biographies in order to undertakestudies of
national character, as suggested by the materials discussed in MichaelMcGiffert,
"Selected Writings on American National Character," American Quarterly,XV (1963),
270-288. But my own preference is to use educational biographies to indi-cate both the
unique and the common aspects of educational experience.
Lucy Larcom, A New England Girlhood (1889; reprint ed.; New York: CorinthBooks,
1961) is the basic source for Larcom's life and education. Daniel Dulany Ad-dison, Lucy
Larcom: Life, Letters, and Diary (Boston: Houghton, Mifflin and Com-pany, 1894) is a
substantial biography. There are articles on Larcom, Harriet HansonRobinson, and Sarah
G. Bagley in Notable American Women. My information onMargaret Baxter and
Catherine Matthews derives from unpublished data generouslyprovided by Thomas
Dublin, which were gathered in connection with Women at Work:The Transformation of
Work and Community in Lowell, Massachusetts, 1826-1860(New York: Columbia
University Press, 1979). The sources cited with reference toLowell, Massachusetts, on
pp. 584-586 supra are also relevant.
Jacob Stroyer, My Life in the South (4th ed.; Salem, Mass.: Newcomb & Gauss,1898)
and I. E. Lowery, Life on the Old Plantation in Ante-Bellum Days (Columbia,S.C.: The
State Co., 1911) are the basic sources for the lives and education of Stroyerand Lowery.
For Stroyer's master, see Virginia Eliza Singleton, The Singletons ofSouth Carolina
(Columbia, S.C.: no publisher, 1914). In preparing the educational bi589
ographies of Stroycr and Lowery, I have profited from the readiness of my studentToni
Thalenberg to share with me the research on her forthcoming doctoral thesis,"The Stolen
Education," a study of the education of enslaved blacks. The sources citedwith reference
to Sumter County, South Carolina, on p. 586 supra are also relevant.
Personal Recollections oj John M. Palmer: The Story oj an Earnest Life (Cincin-nati:
The Robert Clarke Company, 1901) is the basic source for Palmer's life and edu-cation.
Palmer also prepared a brief autobiographical sketch for the History of Macou-pin
County, Illinois (Philadelphia: Brink, McDonough & Co., 1879), pp. 89-93.George
Thomas Palmer, A Conscientious Turncoat: The Story of John M. Palmer,1817-1900
(New Haven: Yale University Press, 1941) is the standard biography. J. H.Magee, The
Night of Affliction and Morning of Recovery: An Autobiography (Cincin-nati:
published by the author, 1879) is the basic source for the life and education ofMagee.
The sources cited with reference to Macoupin County, Illinois, on p. 586 supraare also
relevant.

D. Stuart Dodge, Memorials of William E. Dodge (New York: A. D. F. Randolphand
Company, 1887) is the basic source for William E. Dodge's life and education.Carlos
Martyn, William E. Dodge: The Christian Merchant (New York: Funk &Wagnalls
Company, 1890) is an older biography filled with quotations from contempo-rary
documents and reminiscences. Richard Lowitt, A Merchant Prince of the Nine-teenth
Century: William E. Dodge (New York: Columbia University Press, 1954) is amodern
biography. Memorial of Mr. David L. Dodge, Consisting of an Autobiography. . . With a
Few Selections from His Writing (Boston: published for the family by S. K.Whipple &
Co., 1854) is an autobiography of William E. Dodge's father. Allen Stan-ley Horlick,
Country Boys and Merchant Princes: The Social Control of Young Men inNew York
(Lewisburgh, Pa.: Bucknell University Press, 1975) discusses Dodge atlength as an
example of education for a merchant's career in nineteenth-century NewYork. The
principal secondary sources for the life and education of Michael Walsh arcFrank C.
Rogers, Jr., "Mike Walsh: A Voice of Protest" (master's thesis, ColumbiaUniversity,
1950) and Robert Ernst, "The One and Only Mike Walsh," New YorkHistorical Society
Quarterly, XXXVI (1952), 43-65. Sketches of the Speeches andWritings of Michael
Walsh Including His Poems and Correspondence Compiled by aCommittee of the
Spartan Association (New York: Thomas McSpedon, 1843) brings to-gether a variety of
primary sources, including an autobiographical story, "The Adven-tures of Billy Bisbce."
J. Fairfax McLaughlin, The Life and Times of John Kelley,Tribune of the People (New
York: The American News Co., 1885); M. R. Werner,Tammany Hall (Garden City, N.Y.:
Doubleday, Doran & Co., 1929); and M. P.Breen, Thirty Years of New York Politics Up
to Date (New York: published by the au-thor, 1899) contains brief descriptions of Walsh.
There are biographies of both Dodgeand Walsh in the Dictionary of American
Biography. The sources cited with referenceto New York City on pp. 586-588 supra are
also relevant.
Chapter 14: Characteristics
Phillips Bradley discusses at length the reception of Tocqueville's Democracy in
bothEurope and America in his introduction to Alexis de Tocqueville, Democracy in
Ameri-ca (2 vols.; New York: Alfred A. Knopf, 1945). Given the continuing AngloAmericandialogue during the nineteenth century on the nature of liberal democracy, I
have been
particularly interested in John Stuart Mill's comments on Democracy in the
LondonReview, II (1935-36), 85-129, and the Edinburgh Review, CXLV (1840-41), 147.George W. Pierson, Tocqueville and Beaumont in America (New York: Oxford University Press, 1938) traces Tocqueville's travels through the United States. Jack
Lively,The Social and Political Thought of Alexis de Tocqueville (Oxford: Clarendon
Press,1962); Richard Herr, Tocqueville and the Old Regime (Princeton, N.J.:
PrincetonUniversity Press, 1962); and Marvin Zetterbaum, Tocqueville and the Problem
of De-mocracy (Stanford, Calif.: Stanford University Press, 1967) are incisive analyses
ofTocqueville's political thought. David Riesman, "Tocqueville as Ethnographer," Amer-

ican Scholar, XXX (1961), 174-187, and Cushing Strout, "Tocqueville's Duality: Describing America and Thinking of Europe," American Quarterly, XXI (1969), 8799,discuss Tocqueville as an observer of American institutions.
The comparative data on education in the Census of 1850 are carried in The Sev-enth
Census of the United States, 1850 (Washington, D.C.: Robert Armstrong, 1853),pp. Ivlxvi, and J. D. B. De Bow, ed.. Statistical View of the United States . . . Being
aCompendium of the Seventh Census (Washington, D.C.: A. O. P. Nicholson, 1854),
pp.137, 148, and 160-161. I have supplemented the data there with additional data
fromHorace Mann's Census of Great Britain, 1851 (London: G. E. Eyre and W. Spottiswoode, 1853), which was the source De Bow used in any case for his British
statistics(the English Horace Mann, incidentally, is not to be confused with the American
Hor-ace Mann). Modern comparative data on schooling and the circulation of mail can
beobtained from B. R. Mitchell, European Historical Statistics, 1750-1970 (New
York:Columbia University Press, 1975); modern comparative data on the issuance and
circu-lation of newspapers can be obtained from Dewey Eugene Carroll, "Newspaper
andPeriodical Production in Countries of Europe, 1600-1950: A Quantitative
HistoricalAnalysis of Patterns of Growth" (doctoral thesis, University of Illinois, 1966).
Moderncomparative data on literacy can be obtained from Carlo M. Cipolla, Literacy
and De-velopment in the West (Baltimore: Penguin Books, 1969). It should be
recognized, ofcourse, that many of the modern data derive from precisely the same
sources as used byMichael G. Mulhall in preparing The Progress of the World in Arts,
Agriculture,Commerce, Manufactures, Instruction, Railways, and Public Wealth Since
the Begin-ning of the Nineteenth Century (London: Edward Stanford, 1880). U.S.,
Bureau ofEducation, Public Libraries in the United States of America: Special Report
(Washing-ton, D.C.: Government Printing Office, 1876) and Report of the
Commissioner of Edu-cation for the Year 1876 (Washington, D.C.: Government Printing
Office, 1878) arc in-comparable sources of data on libraries, schools, colleges, and
universities.
I reviewed the recent literature on literacy in "Reading, Writing, and Literacy,"Reviews
in Education,! (1975), 516-521. For a contemporary review of the statisticsfrom 1840 to
1870, see Edwin Leigh, "Illiteracy in the United Slates," American Jour-nal of
Education, XIX (1870), 801-835. For a more recent review, see Sterling G.Brinkley,
"Growth of School Attendance and Literacy in the United Stales Since1840," Journal of
Experimental Education, XXVI (1957-58), 51-66, and, for the peri-od since 1870,
Sanford Winston, Illiteracy in the United States (Chapel Hill: Universi-ty of North
Carolina Press, 1930). For recent comparative studies, see Carlo M. Ci-polla, Literacy
and Development in the West; Lawrence Stone, "Literacy andEducation in England,
1640-1900," Past & Present, no. 42 (February, 1969), 69-139;the several essays in Egil
Johansson, ed., Literacy and Society in a Historical Per spective: A Conference Report (Umea, Sweden: University of Umea, 1973); and R. S. Schofield, "Dimensions of Illiteracy, 1750-1850," Explorations in Economic History, X(1972-

73), 437-454. For the consequences of literacy, see David Riesman, The OralTradition,
the Written Word, and the Screen Image (Yellow Springs, Ohio: The Anti-och Press,
1956) and Jack Goody and Ian Watt, "The Consequences of Literacy,"Comparative
Studies in History and Society, V (1962-63), 304-345.
On the transformation of intellect into intelligence, I am taking issue with my
latecolleague Richard Hofstadter in Anti-intellectualism in American Life (New York:
Al-fred A. Knopf, 1962) and inclining rather toward the views of Constance Rourke
inThe Roots of American Culture and Other Essays, edited by Van Wyck Brooks
(NewYork: Harcourt, Brace & Company, 1942) and John A. Kouwenhoven in Made
inAmerica: The Arts m Modern Civilization (Garden City, N.Y.: Doubleday and Company, 1948). It is not that there was no anti-intellectualism in nineteenth-centuryAmerica
—far from it. It is rather that, in defining intellect at the outset in contrast tointelligence,
Hofstadter precluded a consideration of the very transformation of intellectinto
intelligence that has been at the heart of the American experience. Daniel
Calhounattempts to assess the contribution of education to the intelligence of nineteenthcenturyAmericans in his brilliantly original The Intelligence of a People (Princeton,
N.J.:Princeton University Press, 1973). For Sydney Smith, see John Clive, Scotch
Review-ers: The Edinburgh Review, 1802-1815 (Cambridge, Mass.: Harvard University
Press,1957) and Lawrence Patrick Mannon, "Sydney Smith: A Study of His Writings
onEducation" (doctoral thesis, State University of New York, Albany, 1976).
For Abraham Lincoln's reading and schooling, see M. L. Houser, Lincoln's Edu-cation
and Other Essays (New York: Bookman Associates, 1957). For Lincoln's
largereducation, see Carl Sandburg, Abraham Lincoln (6 vols.; New York: Harcourt,
Brace& Company, 1926-1939). For the mythic Lincoln, see David Donald, "The
FolkloreLincoln," in Lincoln Reconsidered: Essays on the Civil War (New York:
RandomHouse, 1961).
For the transnational influence of American culture, via missionaries, traders, sol-diers,
and exhibitors, on the one hand, and via deliberate seeking on the part of
thoseinfluenced, on the other hand, see Halvdan Koht, The American Spirit in Europe:
ASurvey of Transatlantic Influences (Philadelphia: University of Pennsylvania
Press,1949); Max M. Laserson, The American Impact on Russia—Diplomatic and
Ideologi-cal—1784-1917 (New York: The Macmillan Company, 1950); Merle Curti,
"Americaat the World Fairs, 1851-1893," in Curti, Probing Our Past (New York: Harper
&Brothers, 1955), pp. 246-277; G. D. Lillibridge, Beacon of Freedom: The Impact
ofAmerican Democracy upon Great Britain, 1830-1870 (Philadelphia: University
ofPennsylvania Press, 1955); Frank Thistlethwaite, The Anglo-American Connection
inthe Early Nineteenth Century (Philadelphia: University of Pennsylvania Press,
1959);Sigmund Skard, The American Myth and the European Mind: American Studies
inEurope, 1776-1960 (Philadelphia: University of Pennsylvania Press, 1961); David
H.Finnic, Pioneers East: The Early American Experience in the Middle East (Cambridge, Mass.: Harvard University Press, 1967); Carl J. Friedrich, The Impact

ofAmerican Constitutionalism Abroad (Boston: Boston University Press, 1967); James
A.Field, Jr., America and the Mediterranean World, 1776-1882 (Princeton, N.J.: Princeton University Press, 1969); Clifton Jackson Phillips, Protestant America and the Pa-gan
World: The First Half Century of the American Board of Commissioners for Foreign Missions, 1810-1860 (Cambridge, Mass.: Harvard University Press, 1969);Vincent
M. Battle and Charles H. Lyons, eds.. Essays in the History of African Educa-tion (New
York: Teachers College Press, 1970); Eugene R. Huck and Edward H. Mo-scley, eds.,
Militarists, Merchants, and Missionaries: United States Expansion in Mid-dle America
(University, Ala.: University of Alabama Press, 1970); Edward H.Berman, African
Reactions to Missionary Education (New York: Teachers CollegePress, 1975); and
Henry Blumenthal, American and French Culture, 1800-1900: In-terchanges in Art,
Science, Literature, and Society (Baton Rouge: Louisiana State Uni-versity Press, 1975).
H. J. Habakkuk, American and British Technology in the Nineteenth Century:The
Search for Labour-Saving Inventions (Cambridge, Mass.: Cambridge UniversityPress,
1967) and Douglass C. North, "Capital Formation in the United States Duringthe Early
Period of Industrialization: A Reexamination of the Issues," in Robert Wil-liam Fogel
and Stanley L. Engerman, eds., The Reinterpretation of American Econom-ic History
(New York: Harper & Row, 1971), pp. 274-281, provide an excellent con-text for
considering Nathan Rosenberg, ed.. The American System of Manufactures:The Report
of the Committee on the United States 1855 and The Special Reports ofGeorge Wallis
and Joseph Whitworth 1854 (Edinburgh: Edinburgh University Press,1969).
Epilogue
The essays in David Potter, The South and the Sectional Conflict (Baton Rouge: Louisiana State University Press, 1968), particularly the three grouped together in the section entitled "The Nature of Southernism," portray the seeming paradox of
regionalnationalisms with insight and sensitivity. Avery Craven, The Coming of the
Civil War(2d ed.; rev.; Chicago: University of Chicago Press, 1957) and The Growth of
SouthernNationalism, 1848-1861 (Baton Rouge: Louisiana State University Press,
1953); DavidM. Potter, The Impending Crisis, 1848-1861, completed by Don E.
Fehrenbacher(New York: Harper & Row, 1976); Clement Eaton, Freedom of Thought in
the OldSouth (Durham, N.C.: Duke University Press, 1940) and The Mind of the Old
South(Baton Rouge: Louisiana State University Press, 1964); Eric Foner, Free Soul,
FreeLabor, Free Men: The Ideology of the Republican Party Before the Civil War
(NewYork: Oxford University Press, 1970); Merle Curti, The Roots of American
Loyalty(New York: Columbia University Press, 1946); Howard K. Beale, A History of
Free-dom of Teaching in American Schools (New York: Charles Scribner's Sons, 1941);
Syd-ney E. Ahlstrom, A Religious History of the American People (New Haven: Yale
Uni-versity Press, 1972); Charles C. Cole, Jr., The Social Ideas of the Northern
Evangelists,1826-1860 (New York: Columbia University Press, 1954); H. Shelton
Smith, In HisImage, But. . . : Racism in Southern Religion, 1780-1910 (Durham, N.C.:

Duke Uni-versity Press, 1972); and John Rollin McCarthy, "The Slavery Issue in
Sclccicd Col-leges and Universities in Illinois, Ohio, Kentucky, and Indiana: 1840-1860"
(doctoralthesis, Florida State University, 1974) document the role of education in the
coming ofthe war.
The phenomenon of Uncle Tom's Cabin has fascinated historians for a century.Harriet
Beecher Stowe, Uncle Tom's Cabin, edited by Kenneth Lynn (Cambridge,Mass.:
Harvard University Press, 1962), is a convenient edition. J. C. Furnas, Goodbye
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to Uncle Tom (New York: William Sloan Associates, 1956) is the fullest treatment todate
of the extraordinary circulation of the work. I have profited considerably from
thereadiness of Robert L. Cohen at Columbia University to share with me the research
onhis forthcoming dissertation on Uncle Tom's Cabin as a public opinion phenomenon.
Emerson David Fite, Social and Industrial Conditions in the North During theCivil War
(New York: The Macmillan Company, 1910); E. Merton Coulter, TheConfederate States
oj America, 1861-1865 (Baton Rouge: Louisiana State UniversityPress, 1950); and
Emory M. Thomas, The Confederate Nation, 1861-1865 (NewYork: Harper & Row,
1979) are the best comprehensive treatments of the impact of thewar on institutions in
general and educational institutions in particular. George M.Fredrickson, The Inner Civil
War: Northern Intellectuals and the Crisis of the Union(New York: Harper & Row,
1965); Carl Degler, The Other South: Southern Dissent-ers in the Nineteenth Century
(New York: Harper & Row, 1974); Drew Gilpin Faust,A Sacred Circle: The Dilemma of
the Intellectual in the Old South, 1840-1860 (Balti-more: The Johns Hopkins University
Press, 1977); and James H. Moorhead, Ameri-can Apocalypse: Yankee Protestants and
the Civil War, 1860-1869 (New Haven: YaleUniversity Press, 1978) deal with the sense
of crisis the war engendered in intellectualson both sides. James O. Henry, "The United
States Christian Commission in the CivilWar," Civil War History, VI (1960), 374-387;
Herman Norton, "Revivalism in theConfederate Armies," ibid., 410-424; Robert W.
Lovett, "The Soldier's Free Library,"ibid., VIII (1962), 54-63; O. L. Davis, Jr., "The
Educational Association of theC.S.A.," ibid., X (1964), 67-79; Robert H. Bremner, "The
Impact of the Civil War onPhilanthropy and Social Welfare," ibid., XII (1966), 293-303;
Walter I. Trattner,"Louisa Lee Schuyler and the State Charities Aid Association," New
York HistoricalSociety Quarterly, LI (1967), 233-248; and Wayne Flynt, "Southern
Higher Educationand the Civil War," Civil War History, XIV (1968), 211-225, deal with
particular ef-fects of the war on education. Henry Steele Commager, ed., The Blue and
the Gray:The Story of the Civil War as Told by Participants (2 vols.; Indianapolis: The
Bobbs-Merrill Company, 1950) is a splendid collection of documents.

John Hope Franklin, Reconstruction: After the Civil War (Chicago: University
ofChicago Press, 1961) is a useful comprehensive history. E. Merton Coulter, The
SouthDuring Reconstruction, 1865-1877 (Baton Rouge: Louisiana State University
Press,1947) focuses on the South. Walter L. Fleming, ed.. Documentary History of
Recon-struction: Political, Military, Social, Religious, Educational & Industrial, 1865 to
thePresent Time (2 vols.; Cleveland: The Arthur H. Clark Company, 1907) is a
usefulcollection of source material. Robert C. Morris, Reading, 'nting, and
Reconstruction:Freedmen's Education in the South, 1861-1870 (Chicago: University of
Chicago Press,in press) and William Preston Vaughn, Schools for All: The Blacks &
Public Educationin the South, 1865-1877 (Lexington: The University Press of Kentucky,
1974) are themost comprehensive discussions of educational programs for the freedmen;
both haveexcellent bibliographies. Henry Lee Swint, The Northern Teacher in the South,
1862-1870 (Nashville: Vanderbilt University Press, 1941); Richard B. Drake, "The
Ameri-can Missionary Association and the Southern Negro, 1861-1898" (doctoral
thesis,Emory University, 1957); Joseph Norenzo Patterson, "A Study of the History of
theContribution of the American Missionary Association to the Higher Education of
theNegro—With Special Reference to Five Selected Colleges Founded by the
Association,1865-1900" (doctoral thesis, Cornell University, 1956); William S. McFeely,
Yankee
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Stepfather: General O. O. Howard and the Freedmen (New Haven: Yale UniversityPress,
1968); and Forrest E. Keesbury, "Radical Republicans and the
CongressionalAbandonment of the Mixed School Idea, 1870-1875" (doctoral thesis,
Lehigh Univer-sity, 1971) are illuminating specialized studies. There was an
extraordinary burst ofcollege founding during the inunediate postwar era that has been
insufficiently noted byscholars. Frank Luther Mott, American Journalism, 1690-1960
(3d ed.; New York:The Macmillan Company, 1962) is the basic source for developments
in the press.
A useful guide to the "new generation" of school and college leaders that came tothe
forefront after the Civil War is the list of those who signed A Statement of the The-ory
of Education in the United States of America (Washington, D.C.: GovernmentPrinting
Office, 1874). That the statement was drafted by William T. Harris, theyouthful
philosopher-superintendent of the St. Louis public schools, is indicative of theesteem in
which he was held. Kurt F. Leidecker, Yankee Teacher: The Life of WilliamTorrey Hams
(New York: The Philosophical Library, 1946) is the sole comprehensivebiography. Brian
Holmes, "Some Writings of William Torrey Harris," British fournalof Educational
Studies, V (1956-57), 47-66, is an incisive review of Harris's ideas.Bernard J.
Kohlbrenner, "William T. Harris, Superintendent of Schools, St. Louis,Missouri, 18681880" (doctoral thesis, Harvard University, 1942) deals with Harris'scareer in St. Louis.
Henry Ridgley Evans, "A List of the Writings of William TorreyHarris," in Report of the

Commissioner of Education for the Year 1907, I, chap, ii, isstandard, though incomplete.
The principal collection of Harris papers is at the Li-brary of Congress.
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Choate. Rufus. 286. 287
Choctaws. 234
Christians. 53. 379

Chroust, Anton-Hermann. 575, 576
Church: as viewed by ThomasPaine. 22; as viewed by CharlesGrandison
Finney. 41-42; andrevivals. 51-56; as viewed byAdam Smith. 130; and
Afro-Americans. 224-225. 385-386;extent of influence. 378-381.488;
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in Great Britainand the United States. 488; writ-ings on, 532-534, 579-580
Church of Jesus Christ of Latter-day Saintr. 53. 92-99. 541-542
Cicero, 404, 405
Cincinnati. 212-213
Cipolla. Carlo M.. 590
Citizenship. 6-8, 18. 244-245
Civil War. 511-517
Civilization Fund, 234-235
Claflin University. 519
Clark. Elmer T.. 534
Clark. Harry Hayden, 20. 21n. 528
Clark. Victor S., 573
Clavo. J an is. 580
Clifford, Geraldine Jongich, 399n,554. 579. 582

Clinton. George. 151. 399n. 554
Clive. John. 591
Cobb. Lyman, 391
Cobbett. William, 190
Cobden, Richard. 503
Cobum. Frank E.. 554
Coburn. Frederick W, 584
Codman. A. J.. 500
Cogswell, Joseph Green, 310
Cogswell. William. 59
Cohen. Robert L.. 593
Cohen, William, 544
Coke, Sir Edward. 357. 465
Coke. Thomas. 53
Colbum. Warren. 393
Cole. Charles C. Jr.. 533. 592
Cole. G. D. H., 539
Cole. Margaret. 539
Cole. Thomas. 497
Coleman. William. 189

Coleridge. Samuel Taylor. 45, 50.86, 289
College: See Higher education
College of Charleston, 512
College of New Jersey: SeePrinceton College
College of Philadelphia: See UniCollege of Philadelphia: fcont'd)
versity of PennsylvaniaCollege of the City of New York.
400. 446College of William and Mary. 104.
108. 126. 306. 353. 359. 509Collier. Henry W.. 114Collins, Anthony.
20Columbia College. 148. 150-151.
152. 161. 305-306. 353. 359. 407,
445-446Columbian Agricultural Society
for the Promotion of Rural and
Domestic Economy. 338-339Comanches. 239Combe. George.
304Commager. Henry Steele, 524,
566. 593Common Schooi Advocate. 176Common School Assistant,
176Common School Journal. 176Commons. John R.. 524. 573.
574Composition, study of. 392-393Conant. James B.. 544Condorcet.
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Greaves. James Pierrepont, 89
Greek, study of, 111. 281. 394. 404
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agricultural education,341; institutional development,400-402; Dartmouth
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