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The United States has one of the highest literacy rates in the wo . 
and an educational system that is the pride of the democracy. Belief 

in the ettectiveness of education as a major vehicle of upward mcbility 

stands aa a hallmark of its social and political ideology. Moreover, 

Americans feel that education is a major key to developnent and
 

that the American educational 
 experience is worth transmitting to the 

developing Aorld. 

This paper examines the assumption of the applicability of the 
U.S. educational experience to women's education in the new nations. 

The period under consideration is 1850 to 1918, the formative wars that 
witnessed and shaped the gro%,th of public education in the U.S., a
 

transformation 
 all the more renarkable in a nation that initially
 

perceived education as a private, 
 individual responsibility. 

Several parallels between the US. of the late nineteenth century
 

and the developing 6orld of the 
 latter decades of the twentieth century 

make the applicability question particularly relevant. The U.S. was a 

new nation in the late eighteenth century world of emerging nation-states, 

as the LEC's are new in the t-,ntieth century world of industrial states. 

Both haJ edL:cational antecedents in the European tradition, in the case 

ot the U.S. through cultural beritge, and in the case of the developing 

nations through colonialisn. 'hird, in the period under consideration 

both educational systems are embryonic; in the U.S. from the seventeenth 

through the mid-nineteenth century, education was the responsibility of 

the various states and handled in a variety of ways depending on the 

predcminant settler heritage, geographic region within the U.S., relative 



ii. 

wealth or ccmTunLties, and agricultural or industrial econormic tase. 

Or course a major ditference is in perceptions or tne role or ed-. 

cation. Mhe rise of the cammon school - free, coeducational, basic 

education for white American children of every social class - was
 

at that time unparalleled in the ;orld. The 
 school was perceived 

as the real melting pot Nathan glazer descrived 75 years later, as 

it molded the children of irmigraiits and Yankees, urban factory 

workers and rural farmers into Americans. The LEC's, on the other
 

hand, 
 exist in a time when basic public education is perceived as
 

a basic human rLqht and view to
citizens access education as a right 

and need that should be a first priority of new goverrnmeits. 

The curr(it question becomes- do-s the model of the U.S. ccrmon 

school have any applicability to the needs of LC's, especially in 

regard to female education, a century later. Of course there are no 

right or wrong ansv-rs, pat paralleis or instant panaceas. This 

paper will discuss a brief history of U.S. education before 

1850 as it related to girls and young romen; describe the cammon 

school; identify parallels and differences between LDC school systems 

and U.S. varieties of the time; and analyze the applicability and 

possible outcares of attempts to utilize the principles of the U.S. 

carmon school in LEC educational systems of the twentieth century. 



I.
 

American education was as diverse as the people who settled 

the "new land," however, the general educational philosophy and tenets 

of the various groups were very similar. All of the early colonists 

shared the concern of preserving and maintaining European culture and 

manners in a new land. Failing to perceive Indian cultures as civilization 

colonists talked at great length about establishing schools as a defense 

against the cultural barreness of the new land. 

The desire to emulate European upper classes, while simultaneously
 

creating a more democratic society, shaped subsequent events. The novel
 

experiment of a democracy in which 
all men had a voice in decision-making 

necessitated an informed electorate, albeit exclusively of propertied genio_ 

men. The theoretical and ideological unJerpinnings of this new democracy 

logically deaanded that educational c nrtunities had to be expanded 

beyond t-e upper class to the middle class of landed gentry so that all 

voters could be capable of making rational decisions. In fact, Thcmas 

Jefferson, the first architect of a national school system, returned 

time and time again to the theme o- the necessity of educated voters 

if the U.S. noble experiment was going to work. 

Ideological considerations made expanded educational opportunities 

imperative. By 1787 the Nbrthwest Ordinance required that each township 

allocate a square mile for schmol,a and each state also bad to allocate 

land for an academy or institution of higher learning. 
1 

From the earliest days the colonies and later the hited States, 

perceived education as vital to the functioning of the polity. In 

additiontDtbe ideological necessity of education, the importance of 

education also came to the fore with the rise of Jacksonian democracy 
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with its emphasis on the dignity and rights of the carmon man. 
It was generally believed that every man had the right to an edu­

cation. Schools no longer aimed to educate future leaders, but 
to provide all the nation's Wung mien with the common concepts and 
experiences that made them Americans. The emphasis on education 
for citizenship as the responsibility of thenation and the right 
of the individual reinforced the blind faith of Americans in the 
positive vajes of education and its necessity for the successful 

operation of a democracy. This desired cxmIonality of experi­
ence for the gocd of the polity, re-inforced and encouraged the 

ccnon school moveent. 

The Jacksonian era also e-phasized equality of opportunity. 

As Horace Easton, first superintendent of schools in Vermont 

advocated: 

Let every child in the 
of 

land enjoy the advantages
a competent education at his outset in life­it will do more to secure a general equality ofcondition than any guarantee of ecual rights arOprivileges .,nich constitution or laws can give. 2 

These generally &,,cknowledged and accepted tenets of ca-rrxn 
education for the benefit of the nation and education to eaual­
ize opportunity were manifested in different ways in different 
parts of the country. In the north, Massachusetts was the educa­

tional vanguard in both school establishment and administration. 

The first state to require a school in every township, the first 
state to institute a corpulsory education law, tiLe first state 
to establish a girls' high school - Massachusetts %as the pace 

setter in education. 



The South, on the other hand, was more relaxed about education 

and pedagogy. Here the emphasis was on acquirirrg proper manners 

and becaning a gentleman. 

The westward growth of the new nation really highlighted the 

emerging educational distinctions. Eastern schools clung to 

classical traditions and attempted to emulate the schools and 

miversities of Europe, while the West attracted a different type of 

individual with different educational needs. Westerners needed skills 

of survival and practical knowledye that w.ould aid them primarily 

in agriculture. Consequently, they showed a strong interest in 

math and science. 

II. 

Wiere ere ;%omen during the founding and expansion of the nation? 

They were right beside the men, although female educational oppor­

tunities always lagged far behind those offered men. 

Initially education in the colonies reflected the educational 

modes of the Elropean carmunities from which the settlers cane. 

Females were to attend to household responsibilities and church 

duties. Wme-n, like children, were to be seen and rot heard. In 

church in Puritan Massachusetts, females were not allowed to speak 

and to question doctrine was heresy. Anne Hitchinson, a strong­

minded woman who dared inter-cet the word of God for herself, was 

sunmarily tried and banished from the Massachusetts Bay Colony. 3 

Emma Willard had to teach herself mathematics ard science because 

such rigorous subjects wculd overtax the brain of a female. 1%hen she 

asked if she could observe the entrance examinations of male students 



at the University of she as denie6, again
 
based on the possibility of exhaustion of 
the 	 fe-lale brain by 

such 	mental rigors.
 

In .the colonies 
and 	 the new nation, the Diropean model sexof 
segregated education reained the pattern for the upper classes. 
In New England, Massachusetts again the lead the 	 ay and in 1824 the 
town of Worcester, Massachusetts established the first girl's high 

school in the nation.
 

In the South, girls 
 ere usually educated by private tutors. 
As in the case of the southern gentleman, great emphasis was placed 
on non-acadenic accQplis~hments and skills thought necessary for the 
southern lady. Southern girls were much more likely to be
 
proficient at needlepoint, enbroidery 
 and French that their
 
sisters 
in the rest of 
the nation.
 

In the Wtst, pragmatism carried over into the schools in
 
ternms 
 of pufiJ, ccmposition and subject matter. More schools
 

%wereco-educational, 
 mainly because t.o schools were more costly 
than one. Pioneer nen 	 and girls had no time to emphasize
 
Pcmance languages 
and 	 needle ork; they needed Lnglish, mathema­
tics, geography 
 and such scientific information as was available 
at the time. For middle and w.rking class urban youth, education as
 

also a coeducatinnal 
 affair.
 

Throughout 
 the period under discussion, the percentage of 
girls in school was much lower than that 	of boys. Girls, as in 
current LC's, .ere the last to enroll and the first to drop out 
of school. 
 Save 	a few female educators, 
no one 	really thought
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that female education was as important as that of men. 

The brains of women were thought to be snaller than 

those of men. Woman's place as still prinarily in the hone. 

She could not vote, was likely to be married by the age 

of 16, and needed her education for very little purpose, 

according to the dominant beliefs of the tim6. After all, 
the purpose of female education was to make girls "fit 

wives for educated men." 5 Consequently, if one had to decide anorq 
several children in terms of school attendance, a daughter ;.uld ot 

necessarily be a priority candidate. 

Many young ;.omen of the nineteenth centuty attended dame 
schools, private establishnents run by widowed wcnen and/or spin­

sters that taught young girls basic literacy and numeracy skills 
and any other specialized skills that the dame might have. 

Usually the danes were barely more than literate themselves, so 
the other skills taught were those learned informally by watching 

the da.e ccmplete her housekeeping chores of cooking, sewing, 

kitchen gardening, etc. 

W(nen were very often teachers in the 
primary schools. Cne reason for their presence was that they did 

not demard the salaries of male teachers. Moreover, matriculation 

to female s!onsored andor staffed inst'tutions was considerably 

cheaper than tuition to male run private schools. In the public 

-arena, females received considerably less pay than their male 

coun te!parts. 



Enrollments and access to educational opportunity for uomen
 
became significant only with the passage of compulsory education
 

laws. Again, Massachusetts lead the wAy. In 1852 ii3ssachusetts
 

instituted carpulso1ry education 
 for both sexes for children between
 

eight and 14 years of age. 
 The outh had to attend at least six
 

consecutive weeks 
 and a minimiun of 12 weeks in a given calendar 
6 

year. 

The coming of caipulsory education really marks the beginning of 
an era in female education. Cmpulsory education meant that it was 
against th law to keep your daughter at hane ,orking on the farm all 
year. In Iss.chusetts, followed rapidly be increasing numbers of 

states, C(x-fearing, law-abiding (ristians did not want the taint 

of civil discbe-ience to brim then shamne - so daugters went to 

s&iXol. 



The camon school came into its own btween 15 and 19C0. A confluenc. 

of movements and social forces resulted in a coalition of business­

men, social reformers, abolitionists, and all
labor leaders working
 

toward reform and overhaul of the educational systems of the various
 

states.
 

The cannon school, as the emerging institution cane to be called, 

uss free, coeducational, ard often rural. The school maintained, as its 

goal, the education of youth between five and 14 years of age. Two 

major goals girded the systen: 1) education for citizenship, so 

that men could constitute an informed electorate; and 2) education 

to provide jcbs skills and the ability to earn a livelihocd.
 

Throughout 
 the nineteenth century the facilities were rudimentary. 

Literally one large rom with slat benches and dirt floors, heated by
 

a massive fire which as often 
 as not bellowd smroke through the entire 

rocm rather than warm air, often lacking panes for the crude windows, 

the learn:ing facilities '%re makeshift, rarely providing ccmfortable 

to learning.7environments conducive 

The schools %eresuported by town taxes assessed on the basis 

of property or bond issues, depending on the legislation of individual 

states. State funding of education was a radical departure from 

any education philosophy existing at the time. In the mid-nineteenth 

century many Anericans still believed that the individual family should 

finance its children's education unless the family was one of paupers. 

This belief was manifested through the rate bill, a bill which determined 



the amount charged a family for each child in school, calculated by 
the number of days spent at school during givena academic year. 
Virtually, a tuition charge per pupil, ratethe bill made a
 

parent 
 think twice about sending all of his children to school
 
for the entire year. 
 Girls, of course, suffered most under 

this system. Parents reasoned that boy hada to make a living;
 

therefore it was more important to send him 
 to school to get
 

"scne learnin' ."
 

Poor families were exempted from paying the rate bill. How­
ever, the bill vas discriminatory against the poor, 
 for to have one's 
rate bill waived, one had to publically declare one's poverty. Thus 
in Puritan-ethnic conscious nineteenth century America, many families 

preferred to keep their children at andhone illiterate rather than 

publically acknowlecge their poverty. 

The educational reform movenent of mid-century challenged the 
form of support to public education and gradually individual states
 
assuned coterminous responsibility with local 
 cc'munities for
 

financing ca-mion schools. As states began to offer 
funds to local
 
ccumunities for public education, comunities began 
 to take a
 
stronger interest 
 in public schools. The monies plus the abolition 

of the rate bills, persuaded many families sendto their children 

to free ccunon schools.
 

The conmon school 
usually offered an eight year course of study 
with the educational cycle divided into a three year primary section, 
a three ,ear intermediate phase and a t.o year ccmpletion phase, the 
graTna grades. The curriculum emiphasized basic skills theat 
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primary level. English, graminar and mathematics foined the basis of 

the curriculum. Geography was the next addition, ard science courses 

were introduced as knowledge of scientific pr-iciples and their appli­

cability emerged, especially in the frontier areas. 

The common school was well naned. Not only was it established fo:­

the caTuon child with the goal of teaching carrnon values, the students 

used the school's one camnon room. Grade distinctions ;ere usually ma-d-e 

by makeshift rows. The -cnallest children were seated on short benches 

in the front of the rocm, closest to the teacher and the fire. Older 

children sat progressively further fran the front, with senior scholars 

sitting against the back wall. 

Given such physical facilities and close contact, pedagogy had 

to be adaptive. The open classrocn and tutorials in which older children 

teach ounger ones are not twentieth century innovations. Senior 

pupils were often required to help younger students learn to read; 

uper classnan corrected arithnetic, explained scientific principles =nd 

generally assisted with the education of the young. Mdern studies 

have shown that children teaching other children is a meaningful 

device, one that was certainly extensively used in the nineteenth cer­

tury caumnon school. 

The close quarters and relative isolation of rural schools, made te 

especially adept at utilizing camunity resources. The Midwest and 

Wbstern wilderness and prairie formed a natural learning laboratory. (hcc 

teachers made varying use of the opportunities according to their own 

backgrounds and teaching strategies. 
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The coeducational aspect' of American ccnmon schools is 
rarely recognized for the phenomenon it was. The European tradition 

on which so much of early colonial education was based, did not 
suppor co-education. In nineteenth century America, a nation in whi': 

%amen did rot have the vote; were initially barred frcm participation. 

in the greatest social movement of the time - the abolition movement; 

and were generally believed to be intellectually inferior to men -­
girls still managed to attend the same schools and sit in the same 

classes as boys. 

Tle possible reasons are many. The frontier spirit encouraged 

equality of educational opportunity. The ideological pragmatism 

of the nineteenth century also helped. Labor shortages and skilled manir-c 

needs of the frontier did not allow for the luxury of discrimination; 

sex segregated education 

able bodies persons wAre needed in all areas of employment if the 

wilderness ,as to be subdued. Another reason foL" co-education was cost. 

Here again pragmatism %onover ideology, for 

was twice as costly. 



Through all of the fads and experiments that have characterized 

American education over three centuries, the 'ptiblic school has been
 

the most innovative and the most enduring. It is also the educational
 

institution most relevant to the developing world.
 

Several parallels with the developing world are relevant. In the
 

period of estabiishment, 1850 to 
1918, these schools were founded in 

predominantly rural areas in which only a small percentage of the adult 

population was literate. Literacy usually preceeded the move to an 

urban area. The developing world is overwhelmingly rural and, similarly, 

a small percentage of the adult population is literate. Furthermore,
 

substantial evidence indicates that literacy in the LDC's tends to
 

encourage rural to urban migration.
 

The school facility of one large roum, the one room school house,
 

is also similar to schools in many developing nations. Often when
 

schools are built with separate classrcoms, open venting for air move­

ment circulates sound as well as air, and audibility from one classroom 

to another is quite clear. Consequently, the teacher is faced with a
 

de facto one room school house with a large o-en classrccm.
 

Curriculu-m ccrncpisons also yield s-in-laities between the U.S. 

rural school and its counterpaft in the develcoing world. Teachers 

in one rccm schoolhouses taught basic skills; in the LDC's well basicas 


skills are ostensibly the rudiments of the curculum. The common
 

school tea1 taught basic skills maLnly for two reacns. First, the
 

state of knowledge was not as advanced as in the twentieth century in­

formation expjosion. in most instanzes, dillirg in English and math­

ematics with a smattering of geography and science exhausted the 

teacher's ski~ls and knowladge. Second, basic skills education 



was appropriate and necessary for survival and upward mobility in the
 
era of westward expansion. W.-hile curriculum in the formal schools of 
the developing world often tends to be diffuse with a bewildering 

array of subjects through whict 
the basic skills may get lost,
 

the non-formal progra-ms are si.m-.ar to the comnon school, for their 

programs stress basic literacy and ni.eracy skills.
 

Women's roles in education are also 
 similar. Women oftenwere 

teachers in the coimmon schools, 
in some states and territories they
 

comprised over 60 percent of the teachers.8 Similarly, in many dev­
eloping countries, the majority of primary school teaching staffs 
are
 
female. 
 For instance, 77 percent of Philippines primary teachers are
 

women, while Benin females form 70 percent of the primary school
 

teaching force.9
 

Ln the nineteent.h and 
 early twentieth centuries, American women 
were more desirable thgan men as teachers because they would work for
 

less pay and 
were more acquiescent to the requests and demands of
 
parents ad local schccl boards In one New England town, while a 
female was naid from tl!50 to two doj .;:s 
 per week, plus board, a
 

me in the se cc,'zrtU-ty received 23I.CO orper month, aPoroximately 

-5per wee - -1i1ar disnarxies exist around the world, particu­
larly in LC's whichfn women are vriewed as having lesser needs that 

males.
 

Educational reformers such as Henry Barnard and -Horace Mann, 
strongly influenced by Rru:ssian. models of education, were convinced 
t- w"omen were, by nature, better teachers and were especially artful
 

in achieving close ra-prt, Aith young children. Similar attitudes 

http:si.m-.ar
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exist today, especially in the Moslem world. Moroccan teachers find
 

their occupation"particularly suitable" because in the school situa­

tion, "women are in contact only with other women or with children."
 

The endnring faith that educati6n is critical to the perpetuation
 

of the uemocracy among Americans, is matched by an equally ardent be­

lief among leaders of developing nations that education is basic to 

democracy and a prerequisite to economic development takeoff. New
 

nations come into being with the cry of universal education. Con­

ferences from Bandung to Addis Ababa have re-affirmed a primary com­

mitment to education -- education, first and foremost. Moreover,
 

UNTESCO and other international humaitariano and voluntary agencies 

all proclaim the impcortance of literacy and numeracy, while citing 

education as a basic human right. In an age when all nations claim
 

to be democratic, one can quickly see how education becomes a necessity
 

to perpetuate the democratic or would-be democratic state.
 

Of course there are significant differences between the common 

schools of nineteenth century America and the public schools of 

twentieth century develoring naticns. Pedagogically, our knowledge
 

of the -world is so vast that continuing curriculum choices must be 

made. One hundred years later we understand more about the process
 

by which children and yotung adults learn. Politically, the gap 

between rich and coor cotu.tries has ,ridened considerably. With the 

revolution of rising expectations and the need to telescope social 

change, countries do not have the luxury of experimentation in edu­

cation.
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Competing demands for limited funds compel establishment of
 
development priorities. 
 Education can be assured a significant por­
tion of development funds only if it produces tangible social bene­
fits and social rates of retuxn equal to those realized from invest­

ments in other sectors.
 

Moreover, in the U.S. a national consensus for universal, 
free 
primary education formed in the nineteenth century. In many LDC's,
 
a similar concensus does not exist, 
for the middle class often has
 
a vested interest in restricting educational opportunities so that
 
it can continue to enjoy the privileged status that 
 derives from
 

education.
 



--

Several aspects of the 
common school stand out as 
particularly
 

relevant to education in the dev-±oping world, but four character­

istics are especially appropriate: 
 1) the rural nature of the major­

ity of one room schools; 2) the universality of co-education; 3)
 

use of pedagogical innovations; and 4) the cormpulsion factor in
 

school attendance.
 

The rural nature of the one room school house rhakes it es­

pecially relevant, for the overwhelming majority of third world peoples 

live in rural areas that 
are either without schools or serviced by
 

a facility that is the equivalent of the 
one room school. They are
 

plagued by the same problems that bedeviled the American rural 

school: difficulty in attracting and retaining teachers; 
limited
 

access to new teaching materials and technology; and most important 


limited funds.
 

The environments in which learning takes place axe also 
similar; 

each holds a high percentage of illiterate adults who believe that
 

adultseducation is importaiit: however, the Aare unable to provide the sup­

aor.tscreate environmentthat an conducive to learning and supcortive 

to student achievement.
 

One of the first lessons to be learned from the roomone school 

mistresses and masters is that a teacher must rely on his or her
 

own skills and. ingenuity, while view-ng his or her environment po­

sitively. The African Primary Math S .ries, developed by Education 

Development Center and West African Priiaj "lath Project, encou­

rages teachers to use common materially fully obtainable within the 

local en ironment. Ordinary substances such as sand, leaves ancd 



sticks are used in 
new ways to teach.basic skills. 
From these teach­

ing strategies teachers should be able to apply the ideas to their
 

own environments.
 

The second aspect of the common school directly applicable to 

the. developing world is its coeducational nature. Discussed earlier 

as an unheralded phenomenon in the U.S. in its own time, "coeduca­

tion and its imact is of' critical importance to girls and 
young
 

women in LZC's. Coeducation assures that the same curriculum is
 

available to both men and 
wom-n (although females beyond the common
 

school must be vigilant to insure that they are 
not tracked into
 

a traditionally female course). In Europe and 
the U.S, as well as 

in many LDC's, female curricula tend toward the classics, humani­

ties and fine arts, rather than vocational and scientific emphases.
 

Coeducation increases the likelihood of female benefits from curri­

culum innovations and new courses, 
for quality education has tradi­

tionally gravitated toward male student populations.
 

Coeduca-ion also creates a more realistic social environment 

that encc aes the breakdowr of stereotypes. Men see that females
 

can be equa1ly intelligent and women learn that 
men are fallible. 

Coeducation certainly augments admissions possibilities to
 

the Old Ecy network. Often contacts really secure a job, espe­

cially in the develcDing world where the educated, by mere fact 

of their small numrber, form an elite. A name and the right recom­

mendation are often all izpor-tant. A women is much more likely 

to acquire the contacts or at least be acquainted with decision­

makers if she has attended the same schools. Moreover, she will 
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have -had the opportunity to see the Old Boy Netwo'k in action. 
Such
 

exposure begins with primaz'v education which encounters children in
 

their formative years, before stereotypes are ironclad.
 

In the third aspect of the common schools, pedagogical innova­

tion, the technique of special significance is the utilization of
 

older children to teach younger children. A time honored technique
 

borne of necessity and desperation (too few teachers and too much
 

boredom in older-students), the technique has proved a very success­

ful teaching mechanism. In a study of British school children,
 

12
 
both tutors and tutees benefited. Each group achieved higher
 

test scores 
 than did cohorts who did not have the tutorial ex­

•perience. 
The old adage that one really learns as one teaches is
 

truly applicable here.
 

Since one of the major problems in LDC education is retention
 

of both literacy and numeracy, the technique should be of benefit
 

in the area of cognitive development by providing more opportur.­

ities for students to utilize their cognitive skills in a meaning­

ft2 way. 

Children teaching chil-_4en is a tec ique usefu.l in the affec­

tive dcmain as well. By encouragLng students to help others, it 

develops by demonstration the value of sharing for the benefit 

of the comnon good.
 

Pedagogically sound, it demands closer attention to ongoing
 

lessons. Students are very concerned ' th "getting it right" 

so that they can, in turn, "teach it right." In Liberian class­

rooms attention levels increased noticeably and the quality of
 



questions rose meteorically when university seniors realized that
 

they would, in turn, be teaching certain concepts to underclassmen.13
 

Project Innotech, an AID sponsored project in Indonesia, ald
 

its spinoff, DIMACT, utilize the strategy on the Community level.
 

In the Indonesian program, literate school children teach parents
 

as well as younger children, thereby diffusing their'knowledge to
 

even greater numbers.
 

The fourth aspect cf the U.S. common school that is relevant to
 

the LDC's is its ccmpulsory nature. This aspect of formal education
 

in the 2C's is a politically sensitive issue. It is difficult to
 

require school attendan-ce by all children -when there are not ade­

quate places to accommodate the yourgstez if universal compliance 

could be achieved. Moreover, most LDC's already allocate ,nn ave­

rage 20 percent of their development budgets to education, an in­

credibly high amcornt for poor nations to invest in a single sector. 

However, the copuiscry nature of primary schcoling is a 

major key to increasingz the number o' girls who have access to edu­

cation. Parents canot argue that girls are needed for domestic 

chores, nor can they discriminat-e and send boys to school while 

girls remain at home to maintain the fa.-m and/or household if the 

law demands that young girls between the ages of six and 14 years 

of age attend school. 

Compulsory education is beneficial to the state as well as 

the indiidual. A !crg-term investment, it assures a broad based 

literate population by the next generation. 

Compulsory education goes hand in hand with free primary edu­

http:underclassmen.13


cation. 
The problem with compulsory education is, of course, money.
 

A nation cannot enact compulsory education laws and demand that indi­

gent parents pay for the compulsory schooling. The irony is that
 

free education, the halLmark of the American 
common school system,
 

is the major stumbling block to LDC educational takeoff. Although
 

developers know that investment in primnrr education is most cost
 

effective in social rates of return, it is clear that investment
 

in other sectors 
can match the social rates of return of education
 

at all levels.
 



*This essay has attempted a retrospective view of American edu­

cational history to asce'-tain what, if any, relevace the American
 

experience has for the developing world. The discussion focused
 

on the American common school established and consolidated between 

1830 and 1900. 

Four aspects of the common school seemed relevant to the deve­

loping nations and the role of women in educational development. 

The schools selected for further discussion were riral, co-educa­

tiona., innovative, and attendance was compulsory. 

The rural aspect is im-cortant to LDC relevance, for the bulk
 

of populations in the developing areas are rural dwellers. 
Problems
 

faced by the American one room school are similar to those confront­

ing the LDC's today. Teacher retention, new curriculum, the open 

classroom were all problems to be grapled with then and now. Some 

American solutions such as stress on basic skills and use 
of the
 

environment as a science laboratory were ingenious and easily trans­

lated to 11C's. 

Coeducation major -k.was a haILn' of the American common school. 

The coeducation )roved to the gradualfactor critical advancement 

of women in the U.S. Only through educational access were barriers 

smashed. The sane pattern is -visible female education in the. 

LDC's. In the new natio.s it is especially important to expose 

boys a .d girls to each other at an early age before the develcOment
 

of sex-related stereotypes.
 



-- 

Pedagogically, the idea of children teaching children, which
 
evolved in the early common school-s 
because of crowded conditions
 
and ungraded classes, has worked in the twentieth century schools
 
of the U.S. and Great Britain. It is 
a particularly effective tech­
nia-ue for the developing world because it requires no special equip­
went or supplies. 
 It demands only an innovative spii-it and a com­
mitment by older children to do their best. 
 Results have shown that 
both tutors, and tutees benefit from this symbiotic learning experi­

ence.
 

The compulsory nature of primary education in the U.S. was 
azalyzed as 
the fourth characteristic of the common schcol worth
 
transmitting to new nations. 
Compulsory education 
provided a major 
boon to female education, for it took the onus of attendance off 
the female child and placed it squarely on her parents' shoulders. 
When girls were ccmrelled by law to go to school, 
so they did. Ob­
viously, this factor has major imol-ca ions for increasing the num­

ber of girls in school in the developing world if appropriate legi­
slation were to be enacted on a country by country basis.
Isuthe jr -"f~a. c!on 

In..-- ocommson school the one room school 
house -- is a pat of American culture and mythology. A noble 
educatioal1 ex erimen-, it has direct -elevance for the developing 
nations. T.hrough coeducation and compulsory attendance, the nature 
and number of female participation could be d-amaticalaly increased. 
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