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PREFACE

he Encyclopedia of American Education,

Third Edition is designed as an easy-to-use
reference for the entire educational commu-
nity: above all, students of education, but also
teachers, librarians, parents, school adminis-
trators, school board members, legislators and
all others directly or indirectly affiliated with
or interested in education and the education
process. With more than 2,500 entries, the
encyclopedia was honored by the American
Library Association as one of the best new ref-
erence works when the first edition appeared
in 1996. The second edition, published five
years later, improved and expanded the con-
tents, and now this third edition has raised the
standards still higher. The most comprehensive
reference work of its kind, the new edition of
the encyclopedia covers every broad area of
education: administration, federal and state
legislation, court decisions, finance, pedagogy,
special education, vocational education, histo-
1y, school reform, classroom technology, and
so on. The list is all but endless. The encyclo-
pedia also presents in-depth examinations of
the many complex problems facing American
educators: illegal immigrants, the spread of
Islam, bilingual education, ethnic and racial
educational achievement gaps, campus crime,
charter schools, intelligent design, rewards and
risks of Internet in classrooms and libraries,
failing schools, failing students, digital librar-
ies, illiteracy, high school and college gradu-
ation rates, national testing, school vouchers,
financial aid and hundreds of other topics. The

appendixes add another dimension, providing
an extensive cross-referenced bibliography for
each subject area, a chronology of education
in America since 1607, a listing and summary
of significant federal legislation in education
since 1787, and a listing with summaries of
major U.S. Supreme Court decisions affecting
education since the first decision in 1819 to the
most recent.

Another new dimension in the third edi-
tion of the encyclopedia is the revelation of
new research into academic rankings for each
state public school system and the correlation
among student academic proficiency, educa-
tion funding, teacher salaries, pupil/teacher
ratios, poverty and other factors affecting stu-
dent achievement. Startling statistics disclose
that failing schools and failing students may
have less to do with funding and education in
schools than the economy, culture and society
of neighborhoods that surround schools.

Since the groundbreaking first edition
appeared in American libraries, American edu-
cation has changed dramatically, and the ency-
clopedia has kept pace, adding nearly 100 new
articles on a variety of topics, including elec-
tronic classrooms, digital libraries, and break-
throughs in special education such as RTI and
DIBELS. Wireless and virtual classrooms did
not exist when the first edition went to press,
and e-textbooks and interactive whiteboards
seemed little more than high-tech curiosi-
ties when the second edition appeared. These
and dozens of other electronic teaching tools
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are elements of growing importance to main-
stream American education today and, accord-
ingly, to this third edition of the Encyclopedia of
American Education.

In compiling the third edition, we have
updated thousands of statistics and revised
more than 750 articles, including entries on the
history, trends and quality of education in each
of the 50 states and the District of Columbia;
the results of national tests under the National
Assessment of Educational Progress program,
and the development of national academic
standards. Like the two previous editions, the
third edition does not shy from controversial
areas—the decline in affirmative action and
resegregation of American public schools, the
obsessive struggle of Christian fundamental-
ists to inject biblical “truths” and creationism
into public school science curricula and, per-
haps the most controversial, the failure of the
U.S. Department of Education’s massive, mul-
tibillion-dollar spending schemes to improve
student academic proficiency or to budge the
persistently low high school and college grad-
uation rates from their levels of more than a
decade ago.

The information in this encyclopedia was
culled from the references cited in the bibliogra-
phy as well as a host of other sources. Some are
standard reference works, of course, but others

include the range of great works on education
from Plato’s Republic to Rousseau’s Emile. Not
every source can be cited for every iota of data
in this work. The list would be endless, stretch-
ing from antiquity to Horace Mann, Booker T.
Washington, Emma Willard and, more recently,
John Goodlad and Theodore Sizer.

In addition to the many famous names
that do appear, I would also have to list dozens
of officials in public and private organizations
who have invariably responded willingly and
generously to my endless queries. They work at
the U.S. Department of Education and at vari-
ous state education departments, at schools
and colleges and universities and at many non-
school educative organizations such as muse-
ums, private foundations, trade associations
and charitable organizations. Many teachers,
librarians and school administrators have also
proved generous with their insights, knowledge
and time. I also wish to thank the brilliant edu-
cators who serve on the board of editorial con-
sultants. I owe special thanks to editor in chief
James Chambers and the entire editorial and
production staff at Facts On File for invaluable
contributions in producing this complex work
and making it so important a contribution to
teacher education in the United States.

—Harlow G. Unger
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INTRODUCTION

he origins of education stretch back mil-

lions of years to the development of the
first primitive vertebrates, which instinctively
taught their young the techniques of survival:
how to find food and how to defend them-
selves against predators. Over time, successful
education has consistently proved critical to
the survival of the individual and the entire
species; unsuccessful education has inevitably
led to extinction—of many human as well as
subhuman species.

Education of primitive vertebrates as well
as modern man begins at childbirth, as parents
gradually impart knowledge, skills and values
that permit their children to function safely and
efficiently and make self-enhancing decisions.
In early civilizations, children were educated
informally, within the family unit, in prepa-
ration for the roles they would play in adult
life—namely, man as hunter and fighter and
woman as caretaker of infants and the home. As
humans evolved into social beings and congre-
gated in herds for mutual protection, education
also evolved, and the number of skills children
learned expanded. But education evolved in
other ways as well—and not always for the bet-
terment of the species. Enculturation, or insti-
tutionalization, of education broadened and
hybridized it to add cultural indoctrination to
the basic skills taught for the preservation and
propagation of the species. God-centered reli-
gions in some societies indoctrinated followers
in the belief that women were naturally weak-
er and inferior to men. Ancient Greece and

XV

Rome reserved education for men, although
the Greek philosopher and teacher Plato advo-
cated equal educational rights for women in
The Republic, his concept of the ideal state. In
the Christian Bible, Saint Paul urged Christian
wives to be obedient to their husbands. Hindu-
ism promised virtuous women the reward of
rebirth as men. Enculturation of education in
some societies actually undermined the origi-
nal goals of education—survival of the spe-
cies. Like lemmings, humans in many societies
learned to march in lockstep to their deaths in
metaphorical seas—as French armies marched
to their destruction on the Russian steppes in
the early 1800s and as the German and Japa-
nese pursued their own national destructions
in World War II. Whether for good or evil, all
modern education encompasses enculturation
that teaches children the values of their soci-
ety and the most prized forms of behavior in
it. Churches have practiced such education for
centuries, and state-operated schools have fol-
lowed suit to a greater or lesser degree, in direct
proportion to the extent of individual freedom
in each society.

The roots of American education reach
back to the earliest known Western civiliza-
tions, which taught the religion and traditions
of the particular civilization as well as essen-
tial skills for perpetuating that civilization. The
temple schools of ancient Egypt taught writing,
mathematics, the sciences, and architecture, as
well as religion and national traditions. The
Greeks added another element to education:

— -
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the preparation of young men for self-govern-
ment and leadership roles in their state and
society.

Formal education in North America began
about two decades after the arrival of the first
European settlers in New England, New Neth-
erland (now New York), and Virginia. Initially,
parents and local churchmen shared the task of
educating the young: Parents taught their chil-
dren the gamut of skills they would need to sur-
vive on frontier farms, and churchmen taught
the scriptures—to fend off the satanic barbarism
the church feared life in the wilderness would
inevitably produce. As the population expand-
ed and the number of children increased, state-
built schools began replacing churches as sites
in which to educate the young. Boston was
the first to establish a formal school, in 1635,
and nearby Ipswich and Charlestown followed
suit the following year. In 1638, Cambridge set
aside three acres for “a public school or college”
that would become HARVARD. Dorchester, New-
bury and Salem opened schools the following
year. Meanwhile, the Dutch West India Compa-
ny established the first school in New Amster-
dam, and five years later, in 1643, the Virginia
Assembly voted to open the first school in that
colony. Within a decade, schools were sprouting
in villages across the colonies—with church-
men still leading most of them “lest degener-
acy, barbarism, ignorance and irreligion do by
degrees break in upon us,” explained Jonathan
Mitchell, a leading New England minister who
helped found Harvard.! Far from erudition,
instruction in colonial schools ensured that
children learned “to read and understand the
principles of religion and the capital laws” of
the colonies in which they lived. To that end,
Massachusetts enacted its famed “Old Deluder
Satan Act”—a landmark piece of legislation

1. Jonathan Mitchell, “A Modell for the Maintaining of Stu-
dents & Fellows of Choise Abilities at the College in Cam-
bridge,” Publications of the Colonial Society of Massachusetts,
XXI (1935), 311.

that established education as a basic, universal
human right in the New World. As parochial as
the act now seems, it represented the world'’s
first universal compulsory education law, and
it made the establishment and administration
of formal schools an obligatory function of
government. It also established the principle of
local taxation to pay for local schools. Passed
on November 11, 1647, the historic legislation
ordered

every township in this jurisdiction, after
the Lord hath increased them to the num-
ber of fifty householders, . . . [to] forthwith
appoint one within their town to teach all
such children as shall resort to him to write
and read, whose wages shall be paid either
by the parents or masters of such children, or
by the inhabitants in general, by way of sup-
ply, as the major part of those that order the
prudentials of the town shall appoint; pro-
vided, those that send their children be not
oppressed by paying much more than they
can have them taught for in other towns; and
it is further ordered, that where any town
shall increase to the number of one hundred
families or householders, they shall set up
a grammar school, the master thereof being
able to instruct youth so far as they may
be fitted for university, provided that if any
town neglect the performance hereof above
one year, that every such town shall pay five
pounds to the next school till they shall per-
form this order.

The effect of the Old Deluder Satan Act
was dramatic. Within 10 years of its passage,
all eight of the 100-family towns in the col-
ony had complied by establishing GRAMMAR
scHOOLS, and about one-third of the 50-fam-
ily towns had established pPeTTY scHoOLS. Con-
necticut enacted a similar law in 1650, and
Plymouth—then a separate colony—followed
suit in 1658. By 1689, schooling had become
an established element of life in British North
America. Virginia had six schools, Maryland at
least one, New York at least 11, and Massachu-
setts at least 23.
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Communities without formal petty or
grammar schools depended largely on private
tutoring, either by ministers at church, private
tutors or literate mothers, who taught chil-
dren for a fee in their homes—the so-called
DAME SCHOOLS. Usually reserved for sons (and
only an occasional daughter) of the wealthy,
property-owning gentry, dame schools and
more formal petty schools taught basic read-
ing, writing and arithmetic (along with basic
religious studies) to children five to seven
years old. They were the forerunners of today’s
elementary schools. The higher-level grammar
school extended the curriculum to include
the study of Latin, Greek, literature, advanced
religion and other studies needed “to prepare
such youths for college and public service of
the country in church, and commonwealth.”?
The grammar school curriculum lasted seven
years and was offered exclusively to sons of the
propertied on a year-round basis, allowing stu-
dents to take leaves of absence during planting
and harvesting and resume their studies during
those seasons when they were not needed in
the fields. Ninety-five percent of the popula-
tion were farmers, and even the wealthiest of
them could ill afford to lose their sons at plant-
ing and harvesting time.

The 18th century saw little change in the
basic patterns of education in the colonies. It
did, however, reflect population growth with a
startling expansion in the number of schools
and colleges and a shift in the curriculum
from the religious to the practical, with the
introduction of courses on mechanics, agri-
culture, commerce and business to meet the
needs of an expanding society and nation. As
the industrial revolution gained momentum,
American colonists demanded that schools
teach their children courses needed to exploit
the wilderness.

Education, however, was usually reserved
for white males from families who could afford

2. American Journal of Education, IV (1857), 710.

to pay the required school fees. Although some
girls were allowed to attend petty school, they
were not permitted to attend grammar school
or college, and what education they did receive
was limited to the “domestic arts,” centering
around skills needed for nurturing infants
and maintaining the household. Even the
expanded role of women necessitated by life
in the colonial wilderness did little to expand
women's access to formal education. English
common law was clear: “Husband and wife
are one, and man is the one.” Girls, like boys,
were the property of their fathers, and women
became the property of their husbands, having
no control of their persons or their children,
no right to own land or money and no access
to an academic education. The domestic arts
that they learned dealt with child rearing and
household maintenance; the ornamental arts
included singing, dancing and other skills to
amuse husbands and “ornament” their house-
holds.

Black and American Indian children were
also denied almost all education, despite
efforts by a handful of school reformers such
as ANTHONY BENEZET. What formal instruction
they did receive was limited to simplistic bibli-
cal studies that reinforced the notion that peo-
ple of color were inferior beings, descended
from Ham and condemned by God to serve
the white man in perpetuity. A few benevolent
slaveholders—notably GEORGE WASHINGTON—
taught some of their slaves basic skills such as
carpentry and bricklaying.

Ironically, independence brought few
changes to American education, despite
demands from some humanistic signers of the
Constitution for a national system of free, uni-
versal public education. George Washington,
John Adams, THOMAS JEFFERSON, JAMES MADI-
SON, BENJAMIN FRANKLIN and BENJAMIN RusH
all favored the establishment of a national
school system that would ensure elementary
school education for all children and allow
all who passed competitive examinations to
progress, respectively, to grammar school, col-
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lege, and, for an elite few, to a national uni-
versity that would prepare them for national
leadership—a system similar to the one Plato
outlined in his Republic. Successful comple-
tion of national university was to have been
a prerequisite for service in all federal elec-
tive offices, including Congress and the White
House.

The proposal was defeated by southerners,
who feared that education of slaves would lead
to manumission, and by northern industrialists,
who profited from child labor and indentured
female workers. As a result, the CONSTITUTION
omitted all mention of education and, under
the Tenth Amendment, left the question to the
states. The latter, in turn, left education in the
hands of local communities, and ultimately
to parents. Few of the latter could afford not
to take advantage of their children’s earning
power, and formal schooling declined in the
early decades of the republic.

Some educational reformers were at work,
however. In New England, CATHERINE BEECHER,
EMMA WILLARD and MARY LYON were promoting
the cause of women'’s education. In 1821, Emma
Willard established the first female academy
that offered an educational equivalent to that
which men received. In 1823, Catherine Beech-
er opened a comparable academy in Hartford,
and over the next 20 years she helped open the
teaching profession to women. In 1837, Mary
Lyon established the world’s first college for
women at Mount Holyoke, Massachusetts.

Meanwhile, HorACE MANN and HENRY
BARNARD established the first statewide public
school systems that guaranteed free, universal
elementary school education in Massachusetts,
Connecticut and Rhode Island, thus allow-
ing the first black and poor white children to
attend school and acquire basic literacy and
numeracy skills. Although children continued
to represent the cheapest and most profit-
able form of labor, some industrialists found
that worker illiteracy was hurting the quality
of their products and gradually costing them
important shares of international markets.

Many responded by throwing their support
to Mann and other educational reformers. In
1852, Massachusetts enacted the nation’s first
law making school attendance compulsory for
at least 14 weeks a year for all children between
the ages of eight and 14.

By the end of the Civil War, the public
school movement had spread to almost all
states outside the South, and northern mili-
tary authorities forced the South to accept
the concept as well. The decade following the
Civil War saw the public school movement
spread to higher education with the passage of
the Land Grant (Morrill) Act of 1862, which
granted each state federal lands on which to
establish agricultural and mechanical arts col-
leges to give young Americans the skills needed
to exploit and live along the nation’s expand-
ing frontiers. American farmers had exhausted
much of the soil in the Northeast and Middle
Atlantic states because, as hard as they worked,
they had little or no knowledge of proper fer-
tilization and crop rotation. In New England,
Yale College president TIMOTHY DWIGHT wrote
that “our fields are covered with a rank growth
of weeds” because of “insufficient manuring,
the want of good rotation of crops, and slov-
enliness in cleaning the ground.”3 In Virginia,
once the world’s major supplier of tobacco,
entire counties lay barren, unable to grow even
wheat, much less tobacco.

Ironically, the decline in American farm
productivity came just as demand for produce
and livestock was soaring because of an explo-
sive growth of American and European cities.
Farmers themselves were as alarmed as political
and educational leaders by their scientific and
technological backwardness and their inability
to profit from growing demand for agricultural
products. The founding of land grant colleg-
es—the heart of today’s state university sys-

3. Timothy Dwight, Travels in New England and New York
(1821-22), edited by Barbara Miller Solomon (Cambridge,
Mass.: Harvard University Press, 1969, 3 vols.), 1:76.
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tems—offered farmers’ boys complete courses
of education in agricultural and mechanical
arts, as well as training for each state’s militia
(today’s National Guard), and, in the end, the
colleges proved to be the key to reviving and
maintaining American agriculture. It was not
lost on educators that the success of the land
grant colleges was largely based on reversion to
education’s original, prehistoric goals of teach-
ing the young the basic techniques of survival:
finding and producing food and protecting
themselves against attack by predators.

By 1900, 32 states had passed compulsory
education laws, but few states intended those
laws to provide children with much more
than basic literacy and numeracy, and almost
none intended to provide those skills to
women, blacks or American Indians. Indeed,
only 10% of American children were attend-
ing high school in 1910. The rest were working
in mines, fields and factories. It would not be
until the mid-1930s that the federal govern-
ment would pass a child labor law to prevent
the exploitation of children and allow them to
continue their education beyond elementary
school. As late as 1940, only 30% of Ameri-
can children went to high school; few schools
in the North and none in the South admitted
blacks or American Indians. “Black codes” in
most southern states made teaching literacy to
blacks a felony punishable by heavy fines and
imprisonment.

Nonetheless, the seeds of social change
had been planted. The compulsory education
laws that were on the books in the early 1900s
produced a vast expansion in the number of
elementary schools—and new opportuni-
ties for teachers. Men, however, scorned the
low salaries and inadvertently opened a huge
new profession to women. By the beginning
of World War I, women had taken control of
the teaching profession in elementary schools,
and outstanding women's colleges had been
founded throughout the United States to train
teachers. Even all-male colleges such as Har-
vard and Columbia established affiliated col-

leges for women, who suddenly used their
education, their new-found independence and
the strength they accumulated in their numbers
to demand, and win, the right to vote shortly
after World War L.

It was not until the end of World War II,
however, that the concept of truly universal
education envisioned by many of the Founding
Fathers would become a reality. The first major
step in that direction came with passage of the
G.I. BiLL oF RicHTs of 1944, which guaranteed
every veteran the right to complete high school
and obtain a free college education—in effect,
areward from a grateful American public to the
returning soldiers, sailors, marines and airmen
who had saved the nation and the free world
from the scourge of totalitarianism. As white
veterans of all economic and ethnic stations
marched through the gates of academe, how-
ever, blacks, Indians and women—even vet-
erans—continued to find most of those gates
barred to them, and the few institutions that
did open their gates offered education inher-
ently unequal to that afforded white men. Few
women'’s colleges offered courses in engineer-
ing, advanced sciences, advanced economics
and other studies that prepared men for careers
at the highest levels of the professions, industry
and government. Blacks had even less access to
quality education. In 1896, the U.S. Supreme
Court had victimized American blacks by ruling
in PLESSY v. FERGUSON that states had the consti-
tutional right to segregate the races in “separate
but equal” school systems. For the next 60 years,
the SEPARATE-BUT-EQUAL DOCTRINE kept blacks
segregated from whites in almost all areas of
American life and condemned generations of
African-American children to substandard edu-
cation in the North as well as the South. While
the latter subjected black children to DE JURE
SEGREGATION, the North subjected them to DE
FACTO SEGREGATION in equally inferior schools.
In the 1946-47 school year, 17 states and the
District of Columbia had laws that segregated
black and whites in separate schools. Only 12
states had laws banning such segregation. In
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1954, however, the National Association for
the Advancement of Colored People (NAACP)
won a dramatic victory when the U.S. Supreme
Court reversed Plessy v. Ferguson. In the land-
mark case of BROWN V. BOARD OF EDUCATION OF
Toreka, KaNsas, the Court ruled that separate
schools, simply by their separateness, cannot
be equal, and that segregation was unconstitu-
tional. Unfortunately, nearly three generations
of African Americans had grown up by then,
in segregated, academically inferior schools set
amid the poverty and crime of America’s black
slums, and it took the next half-century for
desegregated public schools to begin closing
the gap between the academic performances of
black and white children.

The impact of Brown v. Board of Education
was felt far beyond America’s black slums. In
fact, it was the progenitor of the CiviL RIGHTS
AcT OF 1964, which banned racial and ethnic
segregation in American public schools, col-
leges and universities and all other educational
institutions receiving federal assistance. With
African Americans, Native Americans and His-
panic Americans free to attend the schools and
colleges of their choice, it was not long before
every other educationally deprived group of
Americans demanded and won equal rights in
education. Congress passed the EDUCATIONAL
AMENDMENTS OF 1972, prohibiting discrimi-
nation on the basis of gender in educational
institutions receiving federal aid. Universities
across the nation were forced not only to open
their doors to women but also to grant women
access to the same courses of study as men. By
1994, more than half of all college students
were women, and their numbers had grown
dramatically in medical, law, business and
other traditionally male graduate and profes-
sional schools.

In 1975, the last group of academically
deprived Americans—some 8 million chil-
dren with physical, emotional or intellectual
handicaps—won virtually unrestricted access
to the same education as other Americans.
With approval of the EDUCATION FOR ALL HANDI-

CAPPED CHILDREN ACT OF 1975, Congress gave
all handicapped individuals, aged 3 to 21, the
right to the best possible education, free of
charge, in the least restricted environment. The
law provided funding for all necessary con-
struction to make schools “barrier free” and
accessible to handicapped children. When the
law was passed, only about 1.6 million of the
8 million handicapped children in the United
States were attending public schools. Most of
the rest were either incarcerated in residential
facilities or languishing idly at home. In both
cases, they rarely received adequate academic
or compensatory education to ensure their
eventual independence.

With the advent of truly universal edu-
cation came radical changes in the shape
of American school systems, in the types of
education offered, and in basic teaching tech-
niques. In the 17th and 18th centuries, Ameri-
can schools had prepared only privileged white
males for a small group of exclusive colleges
and eventual lives in the ministry or public
service. Secondary school and college curricula
were limited to theology, Latin, Greek, math-
ematics, philosophy, French and English.
The nation’s westward expansion in the 19th
century required a comparable expansion of
school and college curricula to include more
practical courses in business and commercial
subjects, such as bookkeeping for those head-
ed into commerce and agriculture, and min-
ing and engineering for those intending to
exploit resources along the nation’s frontiers.
The explosive growth of industrial production
in the late 1800s forced American schools to
expand their offerings into industrial and voca-
tional training for future factory workers. Ini-
tially designed to teach a handful of traditional
skills such as carpentry or printing, VOCATIONAL
EDUCATION quickly expanded into an endless
number of occupational skills, from aviation
mechanics to cosmetology, to meet the needs
of an ever-growing student population and an
ever-expanding economy. By the end of the
20th century, American schools were fulfill-
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ing every educational need of every American,
with school curricula “limited only by the
legitimate needs of adolescents,” according to
the U.S. Department of Education. Critics of
American public schools began arguing that
the huge expansion of school curricula had
undermined the quality of education and left
too many students functioning below grade
level. In the 1990s and early 2000s, Congress
responded with a series of legislative forays into
uncharted constitutional territory—the GOALS
2000: Educate America Act, the No CHILD LEFT
BEHIND AcT, and others—to develop national
academic standards and eliminate state-to-
state differences in academic achievement. All
are under challenge as violations of the Tenth
Amendment, which reserves regulation of edu-
cation to the states.

The enormous expansion of the student
population and curricula has forced radical
changes in schooling patterns and teaching
methods. Once organized into a relatively
compact three-stage pattern over 10 years,
schools today are organized in a two-decades-
long, five-stage pattern—preschool, primary
school, presecondary or “middle” school,
secondary school and higher education—and
each stage progressively less CHILD-CENTERED,
or pedocentric. PEDAGOGY—the science of
teaching—is said to be either scholiocentric
or pedocentric. In scholiocentric pedagogy,
the institution and instructor are central to
the educational process, and the student is
relatively passive and secondary. In pedo-
centric pedagogy, the student or child is cen-
tral to and active in the educational process,
while the institution and instructors serve as
conduits. Historically, American pedagogy
has evolved from extreme scholiocentricity
to a range of pedagogic activities. The most
extreme scholiocentric pedagogy dates back
to early universities in Renaissance England,
where the learned sermon was the sole meth-
od of instruction. Its modern counterpart, the
lecture, remains the core of much college and
university pedagogy. There is no active instruc-

tion, the lecture goes on whether students are
present or not, knowledge is presented oral-
ly or in print, and students must gather the
materials and teach themselves.

Preschool education today is almost entire-
ly pedocentric, revolving as it does around
socialization—that is, teaching two- to four-
year-olds self-control, sharing, getting along
with others and other social and intellectual
skills needed for living and working in school
and society. PRIMARY SCHOOL teaches five- to
ten-year-olds basic academic skills—reading,
writing, calculating and so forth—and basic
concepts of history, geography, the natural and
social sciences, music, art, crafts, sports and
health and hygiene. It remains relatively pedo-
centric, as teachers inform, explain and dem-
onstrate before asking questions and allowing
students to imitate. (It is, in effect, similar to
the pedocentric approach in old-style appren-
ticeships, in which the master demonstrated
an aspect of his craft and the apprentice was
expected to imitate.)

Secondary school generally has two levels:
MIDDLE SCHOOL and HIGH SCHOOL. Although edu-
cation at both levels progresses through contin-
ually advancing levels of traditional academics,
middle school instruction is geared to coping
with specific problems of pubescent children,
11 to 14 years old. High school instruction veers
sharply from child-centered methods to sub-
ject-centered presentations, in which students
are expected to have the maturity to sit quietly
in class, taking notes, as teachers lecture at ever-
increasing lengths. Higher education—college
and graduate school—provides advanced, spe-
cialized studies leading to bachelor’s, master’s
and doctorate degrees in specific academic or
professional areas. Its pedagogical approach,
as stated above, is largely scholiocentric—that
is, subject-centered, with the institution and its
instructors central to the educational process
and relatively passive students acting as mere
vessels into which knowledge is funneled. The
admission of handicapped students to college,
however, has forced some institutions to adopt
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some pedocentric pedagogy for that student
constituency.

As educational institutions have universal-
ized their reach, schools at all levels have been
forced to assume many noneducative roles,
which, critics argue, are reducing their effective-
ness as educational institutions. Among these
new, noneducative roles are college advisory
and job-placement services, career counsel-
ing, psychological counseling, sex education,
drug and substance abuse education, antivio-
lence education, family intervention and social
work, pregnancy counseling, supervision and
educations of the handicapped and learning
disabled, driver education, and on and on.
Soaring divorce rates have forced many pre-
schools, elementary schools and even middle
schools to establish day-care facilities after
normal school hours, and some school boards
are pressuring schools to provide morality
education and even moments of prayer dur-
ing school hours—clearly an unconstitutional
activity in tax-funded institutions.

“Today’s high school is called upon to
provide the services and transmit the values we
used to expect from the community and the
home and the church,” declared the legend-
ary American educator ERNEST L. BOYER. “And if
they fail anywhere along the line, they are con-
demned. “What,” he asks, “do Americans want
high schools to accomplish? Quite simply, we
want it all.”#

Decades earlier, another great American
educator, ARTHUR BESTOR, warned, “The idea
that the school must undertake every need that
some other agency is failing to meet, regardless
of the suitability of the schoolroom to the task,
is a preposterous delusion that in the end can
wreck the system.”>

4. Ernest L. Boyer, High School: A Report on Secondary Educa-
tion in America (New York: Harper Colophon Books, 1983),
57.

5. Arthur Eugene Bestor, Educational Wastelands: The Retreat

from Learning in Our Public Schools (Urbana: University of
Illinois Press, 1953), 75.
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Aaron v. McKinley A 1959 federal court
decision that declared Arkansas school-closing
laws unconstitutional and ended a two-year
crisis over desegregation of Little Rock schools.
In 1957, Arkansas governor Orval E. Faubus
blocked the enrollment of nine black students
into previously all-white Central High School
in Little Rock. Under federal district court order
to desegregate its schools, the school had
accepted the nine for admission under a long-
term plan it had adopted for gradual desegre-
gation. Faubus “interposed” his own authority
between the federal government and the local
school board by ordering the Arkansas National
Guard to keep public order and bar the black
students from school. After the federal court
ordered Faubus to cease interfering with the
promulgation of its order, he withdrew the
Guard, and the students entered the school,
but white mobs congregated around the school
and threatened their safety.

President Dwight D. Eisenhower responded
by federalizing the Arkansas National Guard
and ordering it to disperse the mobs and
enforce desegregation. Governor Faubus again
intervened by ramrodding a school-closing law
through the state legislature and closing Little
Rock High Schools for the 1958-59 school
year. In Aaron v. McKinley, the federal court
reasserted the post-Civil War legal relationship
between the states and the federal government
by striking down the Faubus “doctrine of inter-

”

position.” It ruled the school closing law
unconstitutional, and Little Rock schools
reopened and remained integrated thereafter.
Aaron was one of the nine students seeking
admission to Central High School, and McKin-
ley the Arkansas official who had closed it.

abacus An ancient device using large beads
as units to calculate and to teach calculating.
Believed to have originated in ancient Babylon,
abaci have been used in virtually every civiliza-
tion since. They are still used in commerce in
the Middle and Far East. Because they require
no literacy, abaci are useful for teaching young
children to count, to recognize place numbers
and to add and subtract. The beads are usually
mounted on parallel wires set in a frame,
although they can also lie free in parallel
grooves. Regardless of the configuration, each
bead represents a 1 on the far-right row, a 10 in
the next row to the left, 100 in the next row,
1,000 in the next, etc.

Abbott, Jacob (1803-1879) Pioneering
19th-century educator-clergyman and author
of children’s books. Born in Maine, Abbott
studied physics at Bowdoin College, where he
graduated in 1820. He taught at Portland
Academy for a year (Henry Wadsworth Long-
fellow was one of his students) and then at an
academy in Beverly, Massachusetts. After
studying theology at the then-famed Andover
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Seminary for five years, he became professor
of mathematics and natural philosophy (phys-
ics) at AMHERST COLLEGE, where he led the fac-
ulty in an attempt to reform the classical
curriculum by adding more practical courses
to meet the needs of students bound for busi-
ness, commerce and agriculture in an expand-
ing nation.

Three years later he married and moved to
Boston, where he founded the Mount Vernon
School, a pioneer American school for young
women. By then a legendary teacher, he dis-
carded the usual, harsh methods for teaching
and disciplining students and put students on
their honor. In what may have been the first
example of student self-government in the
United States, Abbott trusted them to govern
themselves.

After five successful years at Mount Ver-
non, he left to pursue his growing interests in
preaching and writing. He gave up preaching
after only two years and devoted the rest of his
life to writing and traveling. Over the next four
decades, he wrote 180 books, co-authored 31
others and wrote dozens of articles on educa-
tion for various periodicals.

The Young Christian (1832) was his first
important book. Designed as a children’s guide
to religion and moral behavior, it was one of
the most popular books of its day and estab-
lished Abbott as the foremost writer of chil-
dren’s books in the United States. In 1834, he
followed up his success by launching a 28-vol-
ume series about a boy named Rollo—Rollo at
Work, Rollo at Play, Rollo’s Travels, etc. The series
proved as popular with children in Britain,
Europe and even the Far East as it did with
American children. Teachers and parents were
equally enthusiastic about the series. Filled
with humor and adventure, the Rollo books
were simply told tales about the worldwide
travels of Rollo and his omniscient Uncle
George. The books used anecdotes to teach
children about good behavior, ethics, religion,

science, history, geography, travel and a wide
variety of other topics.

Along with Abbott's Red Histories and Sci-
ence for the Young series, the Rollo series enter-
tained and informed a generation of young
Americans. In the absence of universal free
schooling and adequate textbooks, the Rollo
series provided young people with a basic
source of education both in school and out.

Abbott wrote manuals of advice such as
Gentle Measures in the Management and Training
of the Young (1871) and books for teachers such
as The Rollo Code of Morals, with questions to
ask students after reading each Rollo book.
Abbott also wrote 22 volumes of biographical
histories and the 10-volume Franconia Stories.

Abecedarian An obsolete term for a child
learning the rudiments of the alphabet; derived
from the Middle English abecedary and the
Latin abecedarium, meaning “alphabet.”

Abecedarian Project A 28-year longitudi-
nal study of 111 African-American families in
Chapel Hill, North Carolina, to determine the
effects of quality day care on medically healthy
infants and preschool children who, because of
their sociocultural and economic circum-
stances, were deemed to be demographically
“at risk” of eventual failure at school and
beyond. The study found that, although all the
children had tested below average for the
nation, children who received high-quality day
care not only scored higher on both cognitive
and academic tests than children who did not
get day care, they also were more likely to
attend college or hold high-skill jobs as
adults.

After pairing the children for cultural, intel-
lectual and socioeconomic characteristics, the
researchers placed half the children in high-
quality, full-time day care from infancy to age
five, while the others—their socioeconomic
“twins”—received nutritional supplements to
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ensure good health maintenance and the regu-
lar social work care provided for families in
their economic circumstances. At five, the chil-
dren enrolled in comparable public schools,
attending the same kindergartens, and the
entire group was studied for more than two
decades, through elementary school, high
school and early adulthood. By 15, only 30%
of the day care children had been forced to
repeat a grade, compared to 56% in the other
group, and twice as many of the latter were in
special education classes. Thirty-five percent of
those who had been in day care enrolled in
four-year colleges before their 21st birthdays,
compared with 14% in the comparison group.
At age 21, 65% of the day care children were
either in college or had good jobs, while only
40% of the non-day care children were in sim-
ilar circumstances. Fewer of the day care par-
ticipants had children of their own by age 21,
and those who were parents did not have chil-
dren until they were 19, while parents in the
other group began having children at 17. There
were no significant differences in rate of crimi-
nal or immoral behavior.

The project was the first ever to study a
large group of children from infancy, at four to
six weeks old, to adulthood, and its results
seemed to confirm the value of the U.S. gov-
ernment’s huge, multibillion-dollar HEAD START
program that provides day care and preschool
education to about 750,000 economically
deprived children across the nation every year.

ability grouping A controversial method of
grouping children in classes, courses of study
or schools according to any of a variety of abil-
ities, as measured by tests, subjective observa-
tions or both. Students may be grouped by any
of the following: 1.Q., academic performance
or academic potential; special talents or gifts in
any of a wide variety of arts, crafts or vocational
skills; athletic or physical ability; or degree of
mental, emotional or physical disability or

handicap. Some groups of children may thus
begin the school year at the appropriate grade
level for their age, others one-half year ahead
or behind in between-class groupings.

The broad argument in favor of ability
grouping is that it allows student groups to
progress at a pace appropriate to their level of
skills. Faster students are not held back and
slower students are not confused or humiliated
by the pace of more advanced students. The
broad argument against ability grouping is that
it is a self-fulfilling prophecy. A wide range of
studies have demonstrated that teachers of
low-ability classes have lower expectations for
their students and, therefore, demand less and
teach them less. Similarly, teachers in high-
ability classes have higher expectations, work
their students harder and cover more material
during the academic year.

Students, in turn, are almost always aware
of the significance of ability grouping and
respond according to teacher and school expec-
tations for their group.

(See also ADVANCED PLACEMENT PROGRAM;
HOMOGENEOUS AND HETEROGENEOUS GROUPINGS;
TRACKING.)

absenteeism A term referring to the physi-
cal absence from class or school by students.
The Department of Education estimates stu-
dent absenteeism to be a serious problem in
12% of American public schools, with student
tardiness a serious problem in 14% of schools
and cutting classes a problem in 12% of
schools. Absenteeism is especially troublesome
in high schools, where nearly 35% of 10th
graders and about 26% of 12th graders are
absent 10 or more days during the school year
and therefore are considered chronic truants.
Absenteeism varies dramatically with socioeco-
nomic status, ranging from rates as low as
about 20% in high schools in the highest socio-
economic communities to higher than 40% in
schools in low-income areas.
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Although illness is one major cause of stu-
dent absenteeism, truancy is another, as is
parent-ordered absences for a variety of family-
oriented reasons ranging from weddings or
deaths to family outings and vacations. No sta-
tistics are available on the proportions of each
cause, although some major cities such as New
York estimate that chronic truants account for
half the absentee rates in public school, with
the number of chronic truants in high schools
only slightly higher than the number in ele-
mentary schools. Most school principals cite
parental indifference as a primary cause of
absenteeism, and many school districts are
stepping up efforts to combat truancy by pros-
ecuting parents of chronically truant children
and threatening them with fines and imprison-
ment. Absenteeism is not measured at colleges
and universities, where class attendance is sel-
dom a requirement for passing a course.

(See also ATTENDANCE; TRUANCY. )

abstract Usually a one-paragraph summary
of an article, pamphlet or book. Abstracts per-
mit researchers to scan a large body of litera-
ture to determine which particular items may
be of specific help or relevance to their particu-
lar projects.

There are many journals devoted exclu-
sively to publishing abstracts. For educational
researchers, the most widely used are: Children'’s
Literature Abstracts; Child Development Abstracts
and Bibliography; College Studen